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Passage of PL 94-142 in 1975 provided for greatly expanded public school
services for handicapped children. At the same time, the law placed tremendous
responsibilities. on professionals who were unprepared to deal with its effects
(Creekmore & Creekmore, 1980; Stedman, 1974). Efforts to comply with the content
of the law have led to some unfortunate circumst ces. Compliance, in many cases,
has been reduced to meeting the letter of the law, but not its intent. Individualized
education plans (IEPs) are often being “mass-produced” through the use of
computerized information, or simply “rubber-stamped™ from the past year's forms.
Special service committees are frequently forced into recompmending inappropriate
services for a given child because they are the only services avﬂﬂale. Thus, the intent
of the Education for All Handicapped Children’s Act has been 165t in the legal milieu
of providing services. In reality, many handlcapped children still suffer from a lack
of appropriate educational services although the letter of the law’ may be fulfilled.

As a result, advocacy is vitally necessary for handicapped children, as well as f
those/who provide services to them. The concept of advocacy, having grown out of
the civil rights struggle of the past 20 years, takes into consideration that many '
people lack the knowledge or ability to successfully change situations that affect their
daily lives (Priddy, 1973). Whether they be teachers, administrators, or handicapped
students, they need someone — an advocate — to assist and guide in making needed
changes.

ADMINISTRATIVE CONCERNS FOR SERVICE DELIVERY

The negative impact of often ill-equipped school administrations irf the realm of
serving handicapped students clearly points toward:a need for advbcacy at the
service delivery level, as well as for the handicapped child. In that context, a
discussion of the prevailing service delivery system model and a suggested alternative
to it will precede a discussion of various types of advocacy and the functions of an
advocate in the proposed ln(ernal Advocacy System. :

W. N. Creekmore is an assistant professor of special education and Nancy Creekmore a visiting professor
in special education, both at Purdue University.
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The Hurder Model of Service Delivery

Although every administrative uit in public educa-
“tion sports a unique administrative model, commonali-

' ties are found within all. Hurder (1973) conceptualized a’
service delivery system, including education in its scope, -

as a hierarchical series of producer/consumer interfaces.

The function of the service system is accomplished by a.

division of labor. A higher echelon function interfaces
largely with the administrative-programmatic concerns
" of the organization, and a lower echelon function is
responsible for delivery of direct services to the “target
individuals.” The focus of the service delivered would be
toward satisfying the clinical or prescriptive needs of the
service receiver, Table | depicts the service delivery
model proposed by Hurder. *° ‘
Hurder stipulated that the organizational and admin-
istrative objectives of the system must be satisfied before
developing the capacity to meet individual client needs
at Level II. Satisfying the direct service provider role
(Level II), however, is essential to meeting the overall
organizational goals. In the Hurder model, guidelines
that effect overall operation of the agency are made at a
high level, removed from the service consumers. These
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guidelines flow toward the consumers through a series
of intermediate and lower echelon personnel.

In the case of public education, Level 1 personnel |
would be considered the “central office staff” that inter- .
faces most often with other policy makers in the com-
munity, including boards of education and allied agen-
cies. Decisions made are far removed from the chalk
dust and echoing halls of the students’ environments.

Intermediate positions would be occupied by elemen-

tary, secondary, and special education supervisors acting
as interface personnel between direct service providers
(teachers) and administrators. Level 11 personnel essen-
tially carry out orders of the administration. Through an
appropriate division of labor, each group presumably
can more efficiently perform its tasks and contribute
toward a better functioning school. This structure is
typically seen across the nation. i

Arguments Against the Prevailing Model

Unfortunately, administrative, financial, policy, po-
litical, and unknown pressures that continually besiege
administrative units can lead to policy decisions that are
not in the best interest of the school organization, its
teachers, or the students (Priddy, 1973). For example,
PL 94-142 provided expanded educational opportuni-
ties for thousands of handicapped individuals but pro-
duced nearly unbearable regulations for some local
school systems. Attempts to minimally comply with the
law have resulted in less than appropriate educations to
handicapped students in many cases. '

These types of administrative level decisions have
been made in the face of difficult mandates, from federal
or state levels, that have had to be “handled” by local
administrative personnel. Interpreting the administra-

" tive policy statements to teachers carries.the high risk of

producing stress, anger, a feeling of helplessness, and
loss of pride — which can potentially erode relation-
ships alongthe hierarchical continuum. Teacher morale,
effectiveriess, and relationships with students may be™
négatively influenced. Furthermore, erroneous conclu-
sions are frequently derived, which may lay the entire
blame for a policy decision on a personal decision of one
administrator or the central office administfative staff.

The literature on educational administrati?n confirms
the notion that success of an activity, program, idea, or
strategy is directly related to the “height” of its adminis-
trative support. The higher up the ladder an idea is



i}

Table 1
Hurder's Service Delivery Model

Division of Labor

Echelon Level |
Administrative/Programmatic
(Policy Orientation)

EchelonLevel Il
Clinical/Prescriptive
(Treatment Orientation)

Function '
Deals with the delivery of a general class of
services to a general class of recipients, or
“target population” (e.g., provision of

.-appropriate educational services to mentally

retarded students as stipulated in PL 94-142)

Deals with delivery of direct services to
individual consumers (“target individuals”)
for the purpose of meeting clinical and’
educational needs of the specific chlxd (e.g.,”
provision of appropriate services to mentally
retarded students as stipulated by the
individualized education plan)

endorsed, the greater is the likelihood for its implemen-
tation and ultimate success. In decisions concerning

correct and efficient educations of handicapped young- -

sters, specifically, this holds true.

Because of the present organizational structure of
most public schools, many innovative, student-centered,
theoretically sound, rejuvenating ideas for the teacher in
the classroom die in committee for lack of a second.
People who have the greatest authority over and the
most effect on programs are physically and program-
matically far removed from student populations and
their teachers.

The Inverse Organizational Model

The Inverse Organizational Model (Creekmore, 1981)
suggests that a potentially negative relationship exists’
between the level of commitment of an individual within
the educational hierarchy and the amount of authority
and endorsable power that person or group holds.
Because of the movement away from the classroom
toward the boardroom, responsibilities have shifted, de-
cisions now tend to rest on deliberations about “classes”
of children rather than individual children, and author-
ity and administrative persuasiveness continue to in-
crease. . _

Applying Hurder’s model to the education of excep-
tional children, commitment to the individual child and
his or her complete, appropriate education is repre-
sented at the bottom of the Level II hierarchy. The
continuum ranges from this level of educational needs of
individual students to the opposite pole of responsibility

for and interest in the overall agency or service-provid-
ing “system,” with a concomitant deemphasis-on individ-
ual students. Table 2 portrays this negative relationship.

Creekmote’s model suggests an inverse relationship
between the power to creaf policy and effect change in
public education and the commitment to a child’s spe-
cific needs in the classroom. The division-of-labor-con-
struct presented by Hurder is satisfied by the decision-
making hierarchy prevalent in education. Principals and
higher administrators haye dominion over school opera-

tions and over the direc‘ service providers — those who .

know the service recipient.most thoroughly. Thus, policy
is dictated by those who, because of the organizational

structure, may know the clientele less well; and policy *

has virtually no input from those,who know the class-
room situation the best — the tea‘étkers. ’

A
Implications for Delivery of Services

The service delivery model described by Hurder sug-
gests a managerially sound way to operate a business,
with specific cadres of the work force being held exclu-
sively responsible for specific functions of the overall
agency. When producing ball bearings for roller skates,
it seems to work well. In human service agencies such as
education, however, the variability of unique human
need muddies the organizational water. The needs of
exceptional children (not unlike the needs of all chil-
dren) require that their education be planned, moni-
tored, and facilitated based on the most accurate infor-

mation available to the decision maker. The Hurder_‘

W

T
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Table 2
Inverse Organizational Model
ADVOCATE PERSPECTIVE*

COMMITMENT**

Superintendent of Schools

Decision Type: Policy

Major emphasis on performing
in a responsible manner for all
students and faculty under his/
her jurisdiction. Global com-
mitment to policy and total
program-limited commitment to
any specific service or child.

¥

'

Smooth operation of the .

-educational agency.

Maintenance of an overall
system that will provide

. adequate educational services

to students in general.
Compliance with state and

. federal statutes/mandates.

pertaining to specific educa-
tional goals for which federal/
state monies are received
locally.

Directors/Coordinators of
Service Components
(e.g., Director of Special
Education) '

Decision Type: Policy;
Administrative

Major focus of each director or
coordinator on the efficient
management of a particular

. component of the overall

educational agency (staff and
student type served by that
staff).

Compliance with rules that
relate to the education of
special education populations.
Availability of support ser-
vices recommended generally
by individual campuses.
Inservice training for per-
sonnel in his/her dominion.
Certification and credentialing -
of teaching staff through state
licensure authority.

Supervisors of Service
Components

Decision Type: Policy/
Programmatic/General Clinical

-

i

‘Major focus of each supervisor
. 'on management of a limited and

discrete number of faculty.
Problems dealing with extreme
cases involving students within
his/her jurisdiction addressed at
this level.

Provision of aid, support,
direction to a specific educa- -
tional catchment area within
the local education agency
(responsibilities similar to
those of the director, but for a
particular staff and student
type for which the supervisor
is responsible).

_ Building Principal

Decision 'Type: Administrative;
Policy

Responsible for directing the
operation of entire facility.
Global commitment to all pro-
grams and children — limited
commitment to any specific
service or child. *

~

Smooth operation of school
building and its programs
(organizational).
Satisfaction of state man-
dates/rules that govern the
school.

1

*Perspective = an individual's justification for the level of commitment.
**Commitment = the rationale for pursuing goals of an appropriate education.

(continued)
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Table 2 b :
Inverse Organizational Model (continued)
&
ADVOCATE PERSPECTIVE* - COMMITMENT** o
Building Prlncipal ® Responsible for the appro-
(continued) priate education for all

»'students within his/her.

school.

Regular Classroom Teacher

Decision Type: yCIinicaI/
Prescriptive; Policy or
Rule Confirmation

Responsible for providing an
appropriate education to each
child in the class while further-
ing both social and cognitive

growth.

Provision of best possible
education to each child in
his/her class.

Provision of accurate scope-
and-sequence approaches in
the education of each child
(case-specific concerns are
more diffuse because of
typical class size (N = 26-28)
and limited knowledge of .

:  effective strategies to aid

exceptional children).

Guidance Counselor

Decision Type: Clinical/
Prescriptive; Rules

3

In charge of providing and
procuring specific adjustive or

". supportive services under quite
'specific circumstances.

An educational advocacy role
affecting a limited portion of -
the student body — children
with specific needs or wants.
Commitment to class adjust-
ment to achieve better “fit” for
the student; psycholagical

"and remedial services.

Itinerant Teacher

Decision Type: Clinical/ -
Prescriptive

Responsible for providing
specialized services directly to
child on a “visiting” basis (case
loads often quite large, dis-
couraging intensive
commitment to a given child).

Intervention in speech, motor,
acgdemic life of a specific
chlld — one-to-one or small-
grouF situations.

L3 1

Special Education Teacher ‘

Decision Type: Clinical/ .-
Prescriptive

Teacher responsible for provid-
ing specific educational pro-
grams for limited number of
students, as contrasted with
general programming for large
group of students.

Meeting sp:étti_c educational
needs of students assigned.
Generating 1EPs and fulfilling
their requirements. .
Familiarity with student popu-
lation (specific planning and
teaching opportunities more
prevalent than for regular .
teacher; because of smaller
class size).

(continued) )
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Table 2

Inverse Organizational Model (continued)
ADVOCATE 'PERSPECTIVE* 'COMMITMENT**
Responsible for an exceptional o EnSuring that the child re-

Parents

Decision Type: Clipical/
Prescriptive (IEP meeting)

student and his/her educational
and social needs.

ceives training and education
based specifically on his/her
articulated educational needs.
e Involved in a working rela-
tionship between direct ser-
vice provider and parent(s).

Slu'det_\t'

i

Decision Type: Approval of
Clinical/Prescriptive

Need for an appropriate educa- e Concern with an eéducation to '
tion that will provide lifetime
problem-solving skills.

meet individual needs of the
child.

\

model seems to work. in direct opposition to these
expressed needs. This observatiopegains support when
the Inverse Organizational Model (Creekmore, 1981) is
contemplated. Simply speaking, the prevailing adminis-
. trative decision-making system has major flaws that are
beginning to produce a large casualty list of teachers,
parents, and exceptional children.
There is a dire need to modify the existing system —
.not destroy or discard it — so that. it will satisfy the
following functions: '

1. To allow administrative officials to be informed
of critical issues pertaining to the operation of
their particular units. -

2. To respond to needs of and mandates issued by
the higher administrative units without losing
sight of the need to educate individual children.

3. To establish a communication system whereby
members of educational teams may express con-
cerns and needs to the policy-making officers.

4. To be responsive to the educationally relevant
needs of individual tezchers within the system.

5. To foster interactior with and encourage partici-
pation of the community in enhancing education
for exceptional children.

PUBLIC EDUCATION AND THE LAW

The early 1970s ‘'marked initiation of numerous class
action lawsuits dealing with the principle of the right of
every child to a free appropriate education (Mills v.
D.C. Board of Education (1972); Pennsylvania Associa-

: {

tion for Retarded Children (PARC)v. Commonwealth
of Pennsylvania, 1971). Such cases created awareness of
the needs and rights of handicapped children, both in
the public eye and in the eyes of state and federal
agencies, leading to enactment of PL 94-142 as well as
state legislation. By 1975, 48 of 50 states had instituted
laws to provide for the educational needs of their handi-
capped populations.

Although progress toward the goal of free appropri-
ate education for handicapped children appeared to be
satisfactory, child advocacy groups placed the statistics
into perspective (Roddy, 1979). Federal reports revealed
that in 1975 over 1,750,000 handicapped students were
excluded from public education becayse of their handi-
caps, over half of the school-aged handicapped children. -
in the nation were without appropriate educational serv-
ices, and many handicapped children were inappro-
priately placed as a result of misdiagnosis or violation of
their rights.

Instigation of the federal law failed to solve the prob-
lem. Educators were mandated to provide specific serv-
ices to all handicapped children but were not given the
training, support, or financial assistance to do-so. For
example, the concept of accountability has been re-
defined to include specific learning by handicapped
children as stated on their IEPs, but the c‘riteribn set for

- meeting these learning goals may not be completely

under the teacher’s control. Further, the creation of
IEPs, along with increased parent involvement and
other specific mandates of PL 94-142, coupled with
taxpayer revolt, have had detriment-1 effects on special
education. 'Uncertainty about job performance, role
clarity and responsibility, role changes due.to federal
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laws, and poor division of labor have placed excessive

stress on special educators.

Because of this myriad of internal and external stresses,
the intent of PL 94-142 has become hidden under man-
dates of the law. Educators are attempting to meet legal
requirements without attempting to use them for the
good of the child. Thus, while IEPs are being written,
they are not always followed (Bensky, Shaw, Gouse,

yBates, Dixon, and Beane, 1980). This act of omission|is
hdding to the heavy stress load of special educators.

STRESS IN SPECIAL EDUCATORS

The task of providing special services to exceptional
children often entails a large number of specialists, each
fulfilling roles that require a variety of technical skills
(Robson, 1981). This isolated knowledge and specializa-
tion place special educators in what Brook (1978) has.
described as a vulnerable role, in which the interrela-
tionships are unclear, accountability is confused, and
expectations on the teacher are too great for the time
allotted. No one seems to want to assume clear respon-
sibility for a handicapped child’s volatile, unpredictable
behavior or movement toward an elusive social or
academic goal as stated on the IEP. Another character-
istic of ‘@ vulnerable role is that one is expected to
reconcile pressures from above and below for the initia-

. tion of change. For the special edugation teacher, pres-
sures from the principal fc- behavior control of the
children are often in direct opposition to pressures for
learning and behavior management from the parents
and the IEP team.

These and other sources of stress are affecting teachers
of special children, and the children themselves, daily.
Bensky et al. (1980) reported that 50 percent of the
teachers in their study used avoidance behaviors to deal
with stress. This type of approach résults in loss of
effectiveness of that teacher in the classroom. High
levels of stress have'been cited as the cause of physical
and emotional illness, low job satisfaction, and a de-
crease in effective performance for teachers (Creekmore,
1981; Daley, 1979a.b;Landsmann, 1978; Miller, 1979;
Sylwester, 19772, 1977b). Perhaps even more ampor-
tantly, high stress levels have been cited as causing
teachers to become detached from their students (poor
rapport, less verbal support), to behave in extreme ways
(harshness or overindulgence), and to lose creativity.
Students "of highly stressed teachers are often highly
anxious themselves (Doyal & Forsyth, 1973), lacking in
motivation (Keavney & Sinclair, 1978), and more disrup-
tive in behavior than students of less anxious teachers.

\

Although relationships between teacher stress and
studen§ achievement are not clearly understood,-thesé
studies indicate that high levels of stress in classroom
teachers may be harmful to both teacher and students.
Youngs (1978) reminded readers that what a teacher is
sometimes speaks so loudly that, students cannot hear
what the teacher says. Thus, behaviors of a highly anx-
ious teacher can interfere with the children’s ability to -
learn from the materials that the teacher has prepared.

In attempting to alleviate excessive stress, teachers
sometimes expend ‘more effort and fime at their jobs,
but they generally accomplish less (Daley 1979a, b; Lef-
fingwell, 1979). If the excessive stress continues, teacher
absentee rates tend to rise. These days of absence may be
enough to provide a respite and temporarily lessen the#
stress, but “sick days” may not be enough. Then the
teacher attrition rate begins to rise (Daley, 1979a, b;
Dixon, Shaw & Bensky, 1980; Dunham, 1976; Moracco
& McFadden, 1979; Payne, 1974; Pines & Kafry, 1978),
at times culminating in teachers leaving education en-
tirely. Teacher turnover has frequently been cited as
being influené¢ed by stress (Bloch, 1978; Dunham, 1976;
Krasno, 1972; Payne, 1974; Reed, 1979a; Seiderman,
1978; Sylwester, 1977a). Thus, the field of education
appears to be losing educators at a rapid rate, perhaps as
a result in part of increasing teacher stress (Landsmann,
1978; Walsh, 1979; Yuenger, 1981).

To reverse this troubling trend, help must be made
available to teachers in the form of support personnel,
materials, and consultation. Various attempts at suc-
cessfully procuring these necessities have largely failed.
The proposed model of internal advocacy is designed to
provide for these needs and to lessen teacher stress.

ELEMENTS OF ADV?CACY

Because the word “advocate” has become a catch
phrase carrying virtually dénzens_ of different meanings, a
functional definition is in order. Wolfensberger (1970)
defined an advocate as “a matuge; competent citizen
representing, as if they were his'swn, the interests of
another citizen who is impaired in his instrumental
‘capacity, or who has major expressive needs which are
unmet without special intervention” (p. 20). Further, the
advocate is charged with the responsibility to ensure
those who are perceived as inferior a chance to advance
“. .. and defend their interests by providing that
measure of power, wealth-and/or expertise needed to
bring about change” (p. 44) (Guskin & Ross, 1971).

The literature on stress and anxiety paints‘a portion

of the total canvas relative to the need for advocacy in
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the public schools. Teachers are experiencing tremen-

dous personal and professnonal conflicts stemming from:

1) the lack of control dealt them by the educational
system, and 2) the coercion to prov:dc less than adequate
education: to children under their charge. Clearly, for
teachers, the system is not working. The inability to cope
with administrative ineffectiveness carries over sympto-
matically into the classroom. Paul (in Paul, Neufeld, &
Pelosi, 1977) stated that:

Some of our most !:asic institutions, including family and
school, are threatened by divorce, delinquency, dropouts, run-
aways and violence at a time when there is increased * partici-
pauon in those institutions whose social functions are to
contain, repress, and remedy. While our understanding of the
psychoblologncal needs of children increases, so does the aware-
ness of childhood disabilities despite the fact that v@ave more
. special education segvices than ever before. W we have
thc best trained teacher corps in the schools in thé*history of
public education, a constant exodus of children . . . continues
(p. 1.
In short, there 5 a ‘strongly documented need for
specific, mtcnsc well-designed advocacy models that
can begin to alleviate the destructive element neutral-
izing the motion of education. Accountability may be
the key.

Two distinct and different forms of advocacy exist in
the educational arena.- Adversarial advocacy is most
widely exemplified by the attorney as the advocate. The
term implies involverment of antagonistic parties. or
interests. Many lawsuits have posed the lawyer as the
defender for “classes” of individuals. Adversarial-advo-
cacy involves trying to secure rights due the protege by
* the constitution or other legal mandates. At times, those

rights must be delivered under threat of legal duress for
noncompliance. ‘Implicit in the’ adversarial form of
advocacy is the proposition that the system is inherently
defective and that the solution to existing problems lies
in abolishing the present system and creating a replace-
ment specifically designed to eliminate the inadequacies.
The problem-ridden special education service delivery
system was reconstructed through the vehicle of PL 94-
1423 Fulfillment of the mandates of this pervasive law is
a compliance-based example of the adversarial thrust of
advocacy.
A second major form of advocacy is ombudsmanship.
- Contrary to the perceptions generally held by “absolute”
adversarial advocates, the ombudsman performs an
advocacy role by attempting to retain that which is
justified and programmatically stable within the already
existing system while eliminating, modifying, or re-
placing components that fail to get the job done or that
produce significant problems. The focus of this type of

_advocécy is on overall “goodness of fit” between the

present system and its clients but the need to modify or
streamline the system in specific areas.

Simply, the major difference between the adversarial
and ombudsman advocacy approach is one of locus:
The adversary works for reform or demolition from

~ outside the system, and the ombudsman performs wuhm_

the system in attempting to correct existing weaknesses
as he or she perceives them. Times and situations may
demand one or-the other approach almost exclusively
but “thought before the torch is a wise pause.”

Concepts of Internal and External Advocacy

Already in existence are “external” advocacy grons
like the National Association for Retarded Citizens,
which began by providing treatment to children the
public school systems refused to serve. Other external
advocacy groups of national and international reputa-
tion include Easter Seal, United Cerebral Palsy, and
the Council for Exceptional Children, to name but a
few. The work of these groups is to improve services,
from the outside, to and for the exceptional child, the
child’s family, and, indirectly, the professional educa-
tor. By forcing change through suggestion, donations,
study groups, and litigation, much has been done,
primarily from the adversarial thrust. Great strides have
been made in requiring, under threat of reprisal, im-
provement in conditions for exceptional children.

Of more importance to our central theme than ex-
ternal advocacy is internal advocacy. The within-system
advocacy notion for educators has partlcular merit
because:

1. The system and its strengths are well known to
the internal advocate, who is a member of the
staff within the school. '

2. Weaknesses can be more easily identified because
of familiarity of the internal advocate with the
school.

3. The system evaluatoris a member of the in-house
work force and not hired simply to find weak-
nesses within a school.

4. The probability of acceptance and understanding
of the positive efforts being made is much greater
for an internal advocate than for an external

- evaluator.

5. The internal advocate is in a posmon to provide
an arsenal of alternatives to improve, overhaul, or
discard a portion or portions of the system and,



therefore, is nt#t necessarily viewed as the “grim
reaper.” }

6. The internal advocate may provide both “cold
prickles” (as may bp the case with the adversarial
posture) and “warm fuzzies,” reinforcing the sys-
tem for work well done.

Advocacy-enables versatile, multifaceted strategies to

be used to ensure appropriate education for exceptional -

children. Further, through creative use of internal advo-
cacy, the likelihood increases that appropriate educa-
tional settings:.can be created for the professional edu-
cator as well as the child in the classroom.

The Internal Advocacy System: A Model

Coneeptually, the reader would be able to find wide-
spread support for improvements to the organizational
structure of public education. The S|gns of malfunction
are too numerous for'any insightful person to ignore.
Many of the characteristics of decay have already been
discussed. Various attempts have been made to re-
arrange the priorities of the educational machine in an
‘effort to get it working more efficiently once again, and
these have been largely futile. In the case of educating
exceptional children, the failures have been dramatic.
IEPs, intended to arrange educational experiences with
accuracy, are being hurriedly composed, mass produced,

and rarely well implemented. Students are being givena -

token education with the net result being a bastardiza-
tion of the intent as well as the letter of the law.
Additionally, highly trained teachers are leaving the
field of special education because of the cognitive and
emotional conflict they see between appropriate edu-
cation for exceptional children and the reality of educa-
tional services that often exist in the public schools
(Paul, Neufeld, & Pelosi, 1977). !

Taking into consideration the managerial, decision-
making, professional pressure, and student needs infor-
mation discussed eaflier, design of a practical student
and teacher advocacy system appears necessary and pos-
- sible. Such a system has been created and is presented in
the following pages. It was designed speci.ﬁcally to:

1. Maintain compliance with federal, state, and local
regulations relative to services for exceptional
children, youth, and adults.

.2. Build and maintain appropriate educational serv-
ices at the building and LEA levels.

o

3. Expand expertise of professional staff serving the
children directly (Level II/in Hurder model).

4. Expand knowledge of, interest in, and involve-
ment of administrativé personnel and school
.board members (Level I in‘Hurder model) with
" exceptional children and their teachers and parents.

5. Build a liaison between special education and
regular classroom personnel

6. Open lines of active, posmve commumcauon
between parents, teachers, and administrators
relative to exceptional education.

7. Stimulate cooperative interchange between com-
munity-based volunteer and adyocacy groups (ex-
ternal advocates) and the|individual educational
tunits (school, classroom, child, family) needing
their help.

8. Spread public awareness of the attempts to thor-
oughly serve all children of the community, espe-
cially exceptional chnldren

9. Regenerate within the profession la feeling of
pride in and by teachers, thereby reducmg some

. of the associated stresses. ' S

Pre-Conditions <

For the internal advocacy system té be effective, sev-
eral conditions should be present prior to its initiation:

1. Identified need — For any advocacy program to
be successful, |dent1ﬁcat|on of specnﬁc problems
is essential. 7

2. Open-mindedness — . Planned change tends to
produce anxiety, defensiveness, denial. Diplo-
macy is necessary in change, and open-minded-
ness is a crucial ingredient in diplomacy.

3. Intelligent, energltic professional staff — Involve-

ment of teachers as well as the administrative arm

of the school is crucial to success.

Concerned parents and citizens.

Endorsement of the Internal Advocacy System by

faculty of the individual u§\ '

6. Identification of an internal advocate Yor each site
into which the system is to be introduced.

7. Definition of levels of advocacy within the system.

e

Level I Advocacy: efforts on the advocate’s part
to secure appropriate educational services in the
least restrictive environment and the “best fit”
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1EP for the child. At this level, the advocate per-
forms an adversarial role by protecting the consti-
tutional rights of the child under his or her charge.

Level I11.Advocacy: efforts on the advocate’s part
to provide strength, consultation, relief, and re-
sources (both in-house and from the community)
toward educating the child, his or her teacher,
and the administration. At this level, the advocate
performs an ombudsman role focused on improv-
ing the already existing structure and procedures.

Specific elements of this-advocacy include moni-

toring the 1EP, providing in-class consultation,
securing helpful materials, and disseminating in-
$ervice information.  ~

" Level I Advocate (Adversary). When attempting to
provide the most appropriate education for an excep-

tional child, primary consideration (following accurate -

behavforal, academic, and intellectual assessment) cen-
ters first on two critical issues: student placement and
IEP generation and approval. At this entry level, the
advocate serves as the adversarial member of the special
services or school-based committee. Responsibilities in-
clude assurance from the committee as a whole that the
recommended placement has complied with the man-

dated civil rights protection elements found in PL 94-

142, including education in as normal a setting as
feasible and provisions for support services needed for
the child’s continued educational progress.

Additionally, the advocate assumes an intermediary

role between the placement committee and the building
principal, communicating to the senior administrative
officer extraordinary happenings during the decision-
making process. The advocate’s role here is that of
compliance officer for the child and family. Knowledge
of the law, the school, its resources, and the community
allows the advocate to function well and to ensure a
proper placement and program.

Following acceptance of the drafted IEP, which con-
tains directive information as to program content, type,

frequency, and duration. of support services and a

recommendation of specific teacher(s) whenever pos-
sible, school begins for the exceptional child.

At this point, contracts have been made stipulating
the specific type of educational and/or therapeutic
service to be afforded the exceptional child. Figure 1
exemplifies the internal advocate’s role with a hypotheti-
cal case. The placement committee plus parents arrived
at an appropriate plan to mainstream the student —
placing him for 10% of his day in a resource room; 5% in

contact with the remedial reading personnel; 5% with
speech therapists and the remaining 80% of his academic
day in a regular first grade classroom.

Level II Advocate (Ombudsman). The role of the
advocate is far from over. Appropriate placement, the
first step, has been completed. Now the internal advo-
cate dons the Level Il ombudsman role. Within Level 11,
the needs of the direct service providers — the teachers
— become critical for the advocate. Simple but effective
case management techniques are developed for each
addition to the case load, and needed services for the
teacher (and ultimately the exceptional Chlld) are identi-
fied and prioritized. b

e Within-school services/ materials: needed items not

available in the classroom (e g., Language Master

and cards).
e Within the school system: items available, not in

use, but located at another school (e.g., articulation

-mirror, VTR).

e Within the commumty but not available through or
owned by the public schools: items needed but not
available. The service or materials may be available
in the local community or by purchase (e.g., wheel-
chair, physical therapy)

The internal advocate’s access to and use of resources
external to the school might include:

adaptive equipment,

therapies, ;
community-sponsored activities,
counseling, and

support services.

through agenciés, associations, and groups such as:

social services,

the health department,

mental health services,

Easter Seal Society,

United Cerebral Palsy, ’
Association for Retarded Citizens, and
local church groups.

Immunity Components

Two necessary immunity components must be built
into the internal advocate’s position. The first is direct
access to the administrative head of the school. Second,
the advocate must be an employee of thelocal education
agency exclusively, with assignment to a particular unit.
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By setting up the advocate’s position in such a way, = Professional Development® Role
petty politics affecting local schools, as well as policy
statements that may limit the number and variety of
resources available, are avoided. The advocate is per-
mitted to secure needed supplies (not available as stan-
dard ware through the LEA) from another school that is
not using the materials or to make contact with and ask
for help from community-based volunteer or profes-
sional advocacy agencies. These services and commodi-
ties might include:

.

The advocate also plays a role from the professional -
development vantage point. For a specific problem with
a specific child, the advocate should be able to direct the -
teacher to a source of.professional help. On a larger
scale, skill workshops or inservice sessions for several or
a large number.of spe%lal and regular teachers may be
designed or arranged by the advocate and led by the

volunteer help,

home economics supplies,
transportation,
wheelchairs,

adaptive equipment,
speech screening,

specific applied in-service training, and
professional materials.

1

advocate or other qualified professional. Inservice train-
ing can serve to meet some of the teacher’s professional
needs while leading to solutionsito child-related. prob-
lems. Guiding teachers to advamgeous college credit
courses is another.of the advocate’s possible roles. The
range and variety of potential resource help is virtually
limitless and creates exciting possibilties for an innova-
tive, sensitive advocate. : '
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‘Monitoring Funcu'ign

Throughout the year, an advocate performs the “con-
sultation/ procurer™ and “monitoring” roles simultane-
_ously, to provide formal protection of the child’s rights
and those of the teacher. The advocate also gives-
feedback to the principal whenever appropriate, to keep
him or her aware of the children, their teachers, and

" relevant aspects of the system.

Periodically, subcomponents of the IEP require modi-
fication because they become inappropriate or obsolete.
This typically occurs-annually but sometimes takes place
more often. Here, the internal advocate takes on the role
of school-based committee member as an adversarial

advocate and ombudsman for the child and his or her
educators.

C pmmunican'on/ Public Relations #

To" ensure that decision makers are aware of the
efforts of the_school, its prmcnpal and the classrom
teachers toward educating exceptional children, public
relations activities are vital. The‘advocate should make
~himself or herself available to significant school and
community groups, informing them of activities being

implemented and gaining their feedback. Data-based

reports should be coupled with observational and dis-
cursive presentations. Target groups would include the
school community (faculty and school board), parents
and parent groups (e.g., PTA), citizen groups, and the
general public. Efforts to keep parents, school per-
sonnel, ‘and the larger community informed will bear
fruit when ‘their support is needed in the future.

Finally, recognition for jobs well done will enhance
.cooperation and participant. enthusiasm. Good public
relations always includes “pats on the back” and credit
where credit is due.

Advocacy Within the Community

For programs to develop, strong advocates are
needed. The model that has been presented thus far
outlines a system through which an advocQte internal to
the school system can orchestrate and unite the neces-

"

sary elements within a school administrative unit to- -

bring about change. This change, to be most effective,
must benefit both handicapped children and those who
provide services to them. Successful incorporation of
- the advocacy concept additionally must capitalize on
services and resources existing in the community (House

& Hoke, 1976). Thus, the advocate must incite public
interest and concern for the needs of special children

- and their teachers and motivate the community to take

an active part in the educational process. The advocate
must know what actions to pursue and which com-
munity agencies to contact to gain support for.the
amelioration of any recognized problem or inequity

- (Schilit, 1977).

The thrust of the internal advocacy model is similar to
that of all other advocacy attempts on behalf of the '
handicapped: the normalization of their lives. Advo-
cates for the handicapped attempt to help them partici-
pate in patterns and conditions of daily life that are as
close as possible to those of the mainstream of society.
For this togoccur, advocacy must reach outside of the
school into the community. A handicapped child’s ad-
justment in the community can be successful only if it
is facilitated by citizen advocates within that setting.
(Danker-Brown, Singleman, & Bensberg, 1979). .,

The internal advocate must assume the role of co-
ordinator of this component of the entire advocacy
concept. For example, the internal advocate should be
in contact with community support individuals within
local churches, recreation programs, and social agencies
— people who would be willing to work toward meeting
the individual needs of a given child within the com-
munity setting. Legal services may be needed, or support
from social services could be necessary so that a handi-
capped child can come to function at an independent
level. The internal advocate should be able to procure
and monitor these services.

External advocacy groups such as Associations for’
Retarded Citizens or United Cerebral Palsy are willing
and. able to provide community support for a handi-
capped person, but they must be made aware of that
need. This, teo, enters into the role of the internal
advocate. The following list of suggestions and exam-
ples of advocacy exemplifies the role of advocates in the
community (National Association for Retarded Citi-
zens, 1973; Paul & Pelosi, 1973; Tompkins, 1973):

1. Assisting parental involvement in recreation
activities.

2. Assisting in the method of and delivery of health
services (medical, dental, psychiatric).

3. Monitoring agency accountability for the deliv-
ery of social services.

4. Getting children mvolved in meamngful after-
school activities®

5. Gettmg information to teachers about an acute "
crisis in a child’s life.



‘6. Finding special tutorial help for a child who
needs it. . -

7. Assuring that existing community services assist
the individual when he or she ;needs it, rather
than referring the individual to a waiting list of a
more appropriate agency.,

8, Making sure the handicapped person in court
has an advocate if appropriate.

9. Arranging with serving agencies commitments

for respective responsibility and accountability
on behalf of individuals they purport to serve.

10 Protectnng against dehumanization an;l lack of
human nghts

Parental Roles
| : .

Tﬁe success of any advocacy program can be traced to
parental support. As history has reveal;d actions by
parents of handicapped children have always provided
the initial impetus for change. The Internal Advocacy
Model relies heavily on parental and family support.
Though the parents are not responsible for carrying the

entire burden of their children’s education, they must -

have a concern-for it and be willing to support and
promote efforts of the advocacy system. This support
should be evidenced directly, as in being accountable for
the child’s attendance in school or presence at coun-
seling sessions, and, indirectly, through letters of sup-
port. to school boards, state education agencies, and
community groups

The channels of comn%umcauon must remain com-
pletely open in all directions between the child, parents,
*internal advocate, teachers, service providers, and citi-
zen advocates. Together, through the coordination ef-

forts of the internal advocate, the model can successfully.

extend from school into home and,gommumty, workmg
toward normalization for the handicapped child.

Advocacy Skills

Wolfensberger’s (1970) definition of an advocate in-
cluded the qualiﬁcation that he or she must be a mature
adult. For purposes of an advocacy program, the person
must also have skills.in case management, teaching
exceptional chlldren, and communicating, as well as
knowledge of laws affecting the education of exceptional

cchildren and an enthusiasm for education. Paul, Neufeld,

& Pelosi (1977) have suggested a number of skills -

required of an effective advocate — some of which are
formally trained, and others of which are learned by

[

.a compliance officer, case

experience with exceptional children, parents, fellow =~
educators, and the system. No one can possess the full:.. .

array of skills listed below but_,"ldea,!ly', these skills would
be targeted for training and expertise whenever possible.

ability to commumcate with:
the handicapped student
parents
teachers/ therapists
community people
understanding of:
" human, legal rights
"N principle of normaliZation

knowledge of:
within-system procedures
negotiation procedures
data collection methods

.

training in:
special education
education of more significantly handicapped

facility in: |
monitoring
use of media.

Economics as an Issue

One of the critical issues to be considered when
adopting an advocacy model is its cost. With the 25%
reduction in spending for education appearing more
likely, sober decisions must be made. The Internal
Advocacy -Model is a cost-efficient enterprise providing
nager, classroom consul-
tant, and’ public relations grofessional in one (or two)
position(s), and with a p ogram-wide critical eye. In
most cases, the role of advocate can be filled by one
person at each school.

STRENGTH”OF ni: MODEL

In the prototype advocacy model mmated by the
authors, the internal advocate came from within the
school: Literature in the field, 3s well as data gathered
from the expenmeg‘?t kchool clearly indicated -the
desire of teachers for direct help® with problems and
areas of weakness. In this particular circumstance, the
advocate was chosen from a pool of 15 volunteers at an
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elementary school. The teacher chosen was an experi-
enced special educator, but this does not necessarily
have to be the case: The LEA may decide to select the
advocate from a pool created by advertising the position
or by approaching individu‘hls who appear to have the
qualifications sought. Regardless of the selection meth-
od, local personnel should not be overlooked when
selecting an appropriate person.

It appears that the rlghts of our excepuonal students

may be in jeopardy orce again. Now, more than ever

before, those rights must be protected by special and *

regular educators. The Internal Advocacy Model pre-
sented here possesses components that address very real
issues in education, with effective alternatives. The
model has been implemented, modified, and retested. It
embodies the potential for improved education for
exceptional children, expanded communication with the
administration, and appropriate support for educators.

REFERENCES '

Bensky, J. M., Shaw, S..G., Gouse, A. S., Bates, H., Dixon, B., &
Beane, W. E. Public law 94-142.and stress: A problem for educators.
~ Exceptional Children, 1980, 47(1), 24-29.
‘. Bloch, A. M. Combat neurosis in inner-city schools. American
~ Journal of Psychiatry, 1978, 135(10), 1189-1192.
Brook, A. Coping with the stress of change. Management Interna-
tional Review, 1978, 18, 9-15.

Creekmore, N. N. Sources and symptoms of perceived. stress in .

teachers of emotionally disturbed and normal public school chil-
dren. Unpublished doctoral dissertation, Purdue University, 1981.

* Creekmore, W. N., & Creekmore, N. N. /nternal advocacy: A model.
Paper presented at the TASH National Conference, Los Angeles,
November 1980.

Creekmore, W. N. Inverse organizational model: Conceptualization.
Paper presented at the CEC National Conference, New York, 1981.

Daley, M. R. *Burnout™: Smoldering problem in protective services.
Social Work, 1979, 24(5), 375-379. (a)

Daley, M. R. Preventing worker burnout in child welfare. Child Wel-
Sare, 1979, 58(7). 443-450. (b)

' Danker-Brown, P., Singleman, C., & Bensberg, G. J. Advocate-
protege: Pairings and activities|in three citizen advocacy programs.
Mental Rerardation, 1979, 17, 137-141.

Dixon, B., Shaw, S. F., & Bensky, J. M. Administrator’s role in
fostering the mental health of special services personnel. Excep-
tional Children, 1980, 47(1), 30-36.

Doyal, G. T., & Forsyth, R. A, Relationship between teacher and

student anxiety levels. Psychology in the Schools, 1973, 10, 231-233. '

Dunham, J. Stress situations and responscs In National Association,
' of Schoolmasters (Ed.), Stress in schools. Hemel Hempstead,

England: National Associatién of Schoolmasters, 1976.

Guskin, A. E., & Ross, R. Advocacy and democracy: The long view.
American Journal of Orthopsychiatry, 1971, 41, 43-57.

House, E., & Hoke, G. A. Labbying for special education. Educa-
tional Leadership, 1976, 34, 118-121.

Hurder, W. P. The primary physician and the delivery of menial
health services. Essay presented to students of University of Illinois
School of Medicine; March 15, 1973. -

Keavney, G., & Sinclair, K. E. Teacher concerns and teacher anxiety:
A neglected topic of classroom research. Review of Educational
Research, 1978, 48(2), 273-290.

Krasno, R. M. Teachers' attitudes: Their empirical relationship 10
rapport with students and survival in the profession. Unpublished
doctoral dissertation, Stanford University, 1972.

Landsmann, L. Is teaching hazardous to your health? Today's Educa-
tion, 1978, 67, 48-51.

Leffingwell, R. J. The role of the middle school counselor in the -
reduction of stress in teachers. Elementary School Guidance &

\ Counseling, 1979, 13, 286-290.

Miller, W. C. Dealing with stress: A challenge for educators. Bloom-
ington, IN: Phi Delta Kappa Educational Foundation, 1979.

Mills v. D. C. Board of Education, 348 F Supp. 866 (D.D.C. 1972).

Moracco, J., & McFadden, H. Organizational burnout in counseling
agencies. Paper presented at the Annual Convention of the South-

_ern Association for Counselor Education and Supervision, Daytona
Beach, FL, October 1979.

National Association for Retarded Citizens. An introduction to citizen
advocacy. Arlington, TX: Author, 1973.

' Paul, J. L., Neufeld, G. R., & Pelosi, J. W. (Eds.). Child advocacy

within the system. Syracuse, NY: Syracuse University Press, 1977.

Paul, J., & Pelosi, J. Child advocacy. Paper presented at Westérn
Carolina Center Advocate Orientation WoYkshop, Carrollion;
Narth Carolina, June 1973.

Payne, J. Educational priority, vol.
London: HMSO, 1974.

Pennsylvania Association for Retarded Children v. Commonwealth of
Pennsylvania, 344 F Supp. 1257 (E.D. Pa., 1971). !

Pires, A., & Kafry, O. Occupational tedium in the social services,
Social Work, 1978, 23, 499-506.

Priddy, D. R. Advocacy: An emerging role for special educators.
Educational Perspectives, 1973, 12, 27-29.

Reed, S. Teacher “burnout™: A growing hazard. The New York Times.
January 1, 1979. (a) |

Reed, S. What you can do to prevent teacher burnout. National
Elementary Principal, 1979, 58(3), 67-71. (B)

Robson, D. L. Administering educational services for the handi-
capped: Role expectations and perceptions. Exceptional Children,
1981, 47(5), 377-378.

Roddy, E. A. “Teacher": The forgotten component of the IEP. Paper
presented at the Annual International Convention, Council for
Exceptional Childrén'(57th), Dallas, April 1979. (ERIC Document
Reproduction Service No. ED 171 027) .

Schilit, J. Advocacy and its relationship to the mentally retarded.
Journal for Special Educators, 1977, 13(3), 186-190.

Seiderman, S. Combatting staff burnout, Day Care & Early Educa-
tion, 1978, 5(4), 6-9. :

Stedman, D. J. Special education: Teacher training needs. Paper
presented at'the North Carolina Association for Retarded Citizen’s
Annual Conference, Raleigh, 1974.

Sylwester, R. Stress. Instructor, 1977, 86, pp. 72-74, 76. (a)

Sylwester, R. Stress and the classroom teacher. Education Digest,
May 1977, 14-17. (b)

Tompkins, J. R. Services for deviant children: A(hlldadvomﬁesueu
Paper presented at Western Carolina Center Advocate Orientation
“Workshop, Carroliton, North Carolina, June 1973.

Walsh, D. Classroom stress and teacher burnout, Phi Delta Kappan.
1979, 61(4), 253.

Wolfensberger, W. In Handbook for residental services committees,
Arlington, TX: National Association for Retarded Citizens, 1970, p. 20.

Youngs, B. B. Anxiety and stress — How they affect teachers,
teaching. NASSP Bulletin, 1978, 62, 78-83. o

Yuenger, J. Teacher burnout — Our classroom crisis. Chicago Trib-
une, February I, 1981, Section One, 1, 10.

2: EPA surveys and statistics.



(‘LAQ&RO()‘\I
FORUM

Beverly Dexter
Lynchburg College

At a recent college reunion | was amazed to
discover that after only five years, very few of
us have remained In the field of education. My
younger sister, a speclal education major who
is now doing her student teaching, is also
reflecting this trend. Just the other day she
told me that if she survived her student teach-
ing, she would never have anything to do with
public schools or teaching again. She is a
bright student, but demands of the classroom
are overwhelming to her now. Is this really the
national trend? How can we recruit high qual-
ity teachers if education is receiving this kind
of publicity?

What you have discovered with your former class-
mates and your sister is commonly known as “teacher
burn-out,” a disease that has become epidemic among
classroom teachers in recent years. It has been stated
that pressures placed on a classroom teacher are second
only to those placed upon an air traffic controller. Such
a distinction is not exactly going to entice people into
the field of education, especially when one looks ‘at the
demands in comparison to the extrinsic reward of
teacher salaries. Being low on the payroll totem pole is
hardly an incentive for most people, no matter what
their field of endeavor. - .

Several theories have been developed concerning the
current “burn-out” epidemic among teachers — all of
which are viable to varying degrees. But one important
factor frequently overlooked in these theories is the
teacher himself or herself. Does a certain personality
type accommodate to the field of teaching better t'ran

' other types? Does a certain intrinsic motivational char-
acteristic in some persons help them cope with the class--

room situation better than others? Or is the answer even
less complicated, more basic?

By

Let’s take a closer look at the situation of the young
student teacher who professes that she will never enter
the field of teaching if she survives the practicum -
situation. She has been a brilliant student throughout
her academic career, with only-a few Bs on her tran-
script. On outside assignments,”she always went apove
and beyond the call of duty. To say the least, she was an
ideal student, a joy to her instructors. Her only obvious
fault was that 8f being too much a perfectionist in

N everything she did. This was a fault because of the

effects it had on her teaching skills. She had much diffi-
culty coming to the realization that just because she
“taught” a student something, it did not guarantee that
the student had actually “learned” it. Thus, she became
easily discouraged when a student was unable to go
immediately on to step two after havmg been presented
step one in a teaching sequence.

She had in her mind a picture of the 1ddal" class-
room, according to her standards. When the students
were unable to méet these standards consistently, she
became frustrated. Part of her lem stemmed from
the fact that her students had ;fiot read and studied the
same texts and journal articlés that she had focused on
during her preparation at the university. She tended to
overlook the boundaries of the real world, which often
require divergence and flexibility in one’s approach to
and methods of teaching Shesdid not accept the reality

that some students simply cannot sit still and concen-
trate on academics for 367 or 45-minute periads.

She also had much{ dxfﬁculty in presenting small
sequential learning actl\/mes to the children. When she
had to repeat her mstruqhon she felt she was a@‘failure”
because her ideal teacher should teach a skill once, then
move on to bigger and better tasks. To her, the neces-
sary repetition became boring, and this revealed itself in
her attitude toward the cbildren while she was teaching.

Her body language came across loud and clear to even-
the most casual observer — so you can imagine how this
was interpreted by the children! As might be expected,
the students soon bec#ne negative toward her and
refused to do their work. She ‘made threats, which
usually were met by both physncal and verbal abuse by
the students. The overall classroom atmosphere became
one of almost out-and-out warfarg Instead of teachmg
or learning going on in this class;q%m, the battlefield _

-tactics of bath sides caused each day to become a

struggle for survival for-the student teacher. Thus, her
comment about not wanting to become a teacher if she
survived her student teaching experience should not be
surprising. :
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When such an atmosphere prevails over a period of
years, the results are even more devastating. Not only is
the teacher’s body language negative, but the whole
classroom atmosphere takes on a negative or apathetic
tone. A specific situation comes to mind, in which the
teacher had obviously given up although it was only
mid-year. The first impression one had when walking
intd the classroom was of total despair. The room was in
complete disarray, to put it mildly. Worksheets and
scraps of paper were in little piles everywhere. Torn
corners of papers stuck out from partially-closed cabinet
doors. Other materials were scattered around the room,
many of them covered with accumulated dust. The floor
was grimy, with balls of dust floating around under

desks and tables. Several seats were marred by muddy

footprints.

Naturally, this was a depressing sight, and I couldn’t
help but wonder how anyone could possibly want to
learn in such an environment. There seemed to be no
respect for personal or school property, and no concern
for trying to remedy this lack of respect. No apologies
were made for the conditions that prevailed, and the

teacher even appeared oblivious to them. The students, -

however, seemed to be aware of the mess and confusion
when I appeared in the room. One student tried to clear
a place for my coat among the piles of torn and
discarded art projects on a work-table, and another
attempted to wipe several weeks’ worth of accumulated
mud from a chair for me to sit on. To watch that young-
ster using his shirt sleeve to try to make a clean place for
me to sit, while his teacher all but ignored him, was
rather pathetic. I hadn’t intended to spend much time
sitting in that classroom, but after he went to all that
trouble, I felt obligated to use the chair for a few
-minutes while I surveyed the overall scene.

My initial reaction was to pinch myelf to make sure I
was not having a nightmare. When I realized that indeed

ALERi r
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National Assgciation of Pupil Personnel
Administrators
Charlotte, North Carcilina

this was real, I could understand why the teacher had so
many “teaching problems” in her classroom. In no
uncertain terms the teacher had conveyed her defeatist
attitude to the students. She had given up trying to keep
the room under control, and when she gave up, so did
her students. The entire class experienced “burn-out.”
“Stories or even rumors about stories like these two
real-life experiences float around teachers’ lounges and
the public domain more frequently than anyone in the
field of education would like;to admit. Such talk makes
all facets of education vulnerable to public disdain,
recruitment notwithstanding. 3
Luckily, a lot of bright, energetic future and current
teachers are still out there spreading good news about
the field of teaching. These people aren’t preaching
about “the joys of teaching.” Instead, they are living

examples of the real world of teaching. They admit to

days when they aren’t “up” for teaching a roomful of
kids who would rather be anywhere else than in a
classroom: And they are aware of what the public calls
the “hazards” of teaching. They also know the excite-
ment of watching a young mind develop and mature.
They can relate to cartoons that show a light bulb ow?er
someone’s. head, flashing the signal that an idea has been
created or understood. These teachers receive the intrin- -
sic rewards of teaching, rewards that are difficult to put
into words or evaluate. These teachers — not the
personalsadministrators, education supervisors, or uni-
versity program directors — are the true recruiters for
education. ; 0

How can we recruit more qualified teachers into the
field of education? By becoming recruiters ourselves. If
we live the role of a qualified teacher, we will be setting
an example for incoming teachers to model. We can
reach current teachers through this same approach. As
trite as.it seems, educators must strive to put their ideals
into practice, to practice what they preach.

November 11-14, 1981 '

‘National Association for Gilted Children
Marriott Hotel
Portland, Oregon
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