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RIGHTS FOR DISABLED PERSONS

_§’ The International Labor Organization has taken large strides toward .
assurlng that disabled people around the globe receive thelr rights and !
enjoy equality in the workplace.

In 1983 two new ILO instruments were adopted to advance the rights of
disabled persons: Vocational Rehabilitation and Employment (Disabled

- Persons) Convention No.159 and a companion Recommendation No.168.
Convention No. 159 has already been ratified unconditionally by 23 ILO
member states.

Since the adoption of Recommendation No.99 (1955), concerning vocational
rehabilitation of the disabled, significant developments have occurred in
the understandlng of rehabllltatlon needs, and the scope of rehabilitation
services. Accordingly, Convention No.159, in particular, takes account of
the need to ensure equallty of opportunlty and treatment to all categories
of disabled persons, in both rural and urban areas, for employment and
integration into the community.

A convention, part of the ILO’s code of international labor standards, is
similar to an international treaty and is subject to ratification by ILO
member countries. When a member ratifies it, that country has made a
pledge to bring national legislation into conformlty with' the convention’s
provisions. A recommendation, however, does not require ratification and
serves as a guideline for national policy in the issue area it concerns.

Together, the three standards adopted by the ILO concerning disabled
people and vocational rehabilitation for them, affect a wide range of
issues that include:

~-Community partlclpatlon

-Rehabilitation in rural areas

-Training of staff working with the disabled

-Possible contributions to be made by Employers’ and Workers

Organizations

-Disabled children

-Employment .opportunities

-Women and disability

-The cooperation of medical and vocational rehabilitation

The purpose of rehabilitation services was clearly defined in the opening
paragraphs of Recommendation No.99:

"Whereas rehabilitation of [disabled] persons is essential in order that
they be restored to the fullest possible physical, mental, social,
vocational and economic usefulness of which they are capable, and...to
meet the employment needs of the individual disabled person and to use
manpower resources to the best advantage it is necessary to develop and
restore the working ability of disabled persons by combining into one

«“

“In the ILO, workers, employers and governments unite as equals to
improve living and work1ng standards worldwide.”
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continuous and coordinated process medlcal psychological, socialy’
educational, vocational guidance, vocatlonal training and placement ..
services, 1nclud1ng follow-up." _ . _ o

The ILO continues as a concerned voice taking action for betterlng the
lives of disabled people and encouraging countries to follow as they set
an example for the international society.

In 1988, the People-to-People Committee for the Handicapped in the U.S.
awarded ILO the Margaret Pope Walker Memorial Plaque for its work as "a
leader in creating global social justice". The ILO’s promotion of
economic growth and employment and its advisory services to member nations
helping them to set up vocational rehabilitation programs of their own are
efforts directed to millions in the move toward equal opportunity for
disabled workers and workers generally.
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Member Countries:
AUSTRALIA
AUSTRIA
BELGIUM
CANADA
DENMARK
FINLAND
FRANCE
GERMANY
GREECE
ICELAND
IRELAND

ITALY

JAPAN
LUXEMBOURG
NETHERLANDS
NEW ZEALAND
NORWAY
PORTUGAL
SPAIN

SWEDEN
SWITZERLAND
TURKEY
UNITED KINGDOM
UNITED STATES

Special Status Country:
YUGOSLAVIA




The OECD is not a supranational organisation but a place where policy
makers can meet and discuss their problems, where governments can
compare their points of view and their experience. The secretariat is there to
find and point out the way to go, to act as a catalyst. Its role is not academic;
nor does it have the authority to impose its ideas. Its power lies in its
capacity for intellectual persuasion.

Jean-Claude Paye
OECD Secretary-General
September 1985



ORIGINS AND AIMS

Since 1960, when the Convention of the OECD (Organisation for
Economic Cooperation and Development) was signed in Paris, many
thousands of ministers, diplomats and specialists have journeyed to the
OECD headquarters at the Chateau de la Muette in the western part of
Paris to make their personal and national contributions to the objectives set
out by the founding Member nations. The three basic aims, given in
Article 1 of the OECD Convention, are:
¢ Toachieve the highest sustainable economic growth and employment and
a rising standard of living in Member countries, while maintaining financial
stability, and thus contribute to the development of the world economy;
* To contribute to sound economic expansion in Member as well as
non-Member countries in the process of economic development;

e To contribute to the expansion of world trade on a multilateral,
non-discriminatory basis in accordance with international obligations.

The signatories in 1960 included 18 European countries (1) plus Canada
and the United States. Japan, in 1964, was the first country in the Pacific
area to join OECD. In the late Sixties, Finland also became a Member,
followed at the beginning of the Seventies by Australia and New Zealand,
bringing the total to 24 countries. The Commission of the European
Communities takes part in OECD work, and Yugoslavia participates in
many activities.

The new organisation took over from the OEEC (Organisation for
European Economic Cooperation) which had been created in 1948 to
rebuild and restructure the economies of Europe, with the help of
$14 billion of United States Marshall Plan aid. Because of the wider
geographical representation, the word “Europe” was dropped from the new

(1) Austria, Belgium, Denmark, France, Germany, Greece, Iceland, Ireland, Italy,
Luxembourg, the Netherlands, Norway, Portugal, Spain, Sweden, Switzerland, Turkey
and the United Kingdom.



organisation’s name. Equally significantly, the word “Development” was
added: the OECD Convention made clear that the term did not refer just to
Member countries but that the latter were committed to co-operating with
the developing nations.

OECD inherited a rich legacy of tested and proved working methods.
Particularly important was the emphasis that had been placed during the
OEEC era on obtaining comprehensive, reliable and comparable economic
data from every Member country. Previously, such data had been rare, and
its accessibility to other countries even rarer. Moreover, the post-war
organisation, OEEC, had instilled among participants from Member
countries a common way of thinking about many international economic
issues.

At first glance, differences and disparities among Member countries of
the OECD may seem quite marked. The United States, for example, has a
thousand times as many inhabitants as Iceland. Belgium and Luxembourg
rely on exports of goods and services for 60 per cent of their national
income, the United States for only 10 per cent. Thirty per cent of the labour
force in Greece works on farms as against less than 3 per cent in the United
Kingdom. But Member countries are linked by a community of interests,
common problems, a commitment to the market economy, a democratic
system and —because of their combined economic weight — common
responsibilities to the world at large. Reflecting shared views and strong
historic ties, the Organisation acts through consensus.

FRAMEWORK AND METHODS

The Council and Committees

The OECD’s supreme authority is the Council, in which representatives
of all Member countries participate under the chairmanship of the OECD
Secretary General. Meetings of the Council are normally attended by each



country’s permanent representative, who has the rank of ambassador. The
Commission of the European Communities also takes part in these
meetings. Once a year, the Council meets at ministerial level, chaired by one
Member country, and brings together ministers of foreign affairs, finance,
trade and other leaders. Actions are taken concerning the main economic
and social issues facing Member countries. These serve as a guide for the
Organisation’s future work and give it political impetus.

The Council is aided by the Executive Committee, a smaller body of
14 seats, with permanent membership for seven countries (Canada, France,
Germany, Italy, Japan, the United States and the United Kingdom) and
rotating membership for seven others. It monitors closely the work of the
OECD and prepares the meetings of the Council which may call upon it to
carry out other special tasks.

In 1972, a new plenary body, the Executive Committee in Special
Session, was created so that senior officials in charge of international
economic relations in capitals could discuss the various issues dealt with by
OECD in an interrelated fashion. This helps bridge the work of the more
specialised committees.

Within the OECD are more than 20 other committees plus numerous
working parties and expert groups, covering a wide range of subjects, some
broad in scope, others technical and highly specialised. Sometimes
countries are represented by members of the staff of their permanent
missions to the OECD; generally, however, delegates from national
administrations —on occasion at ministerial level — travel to Paris for
meetings. These experts from capitals become part of a broad international
multidisciplinary network.

The Secretariat

An independent corps of experts drawn from the 24 Member countries
and from many disciplines, OECD’s Secretariat supports the Council and
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committees in their work. The Secretary General is assisted by two deputies
and a staff of 1,710, of which 530 are professionals. They are organised into
specialised directorates and support staff, supplemented by consultants
drawn from universities, business, banks and governments.

The various directorates mirror typical government departments (see
diagram, page 28), and many group together related responsibilities —
financial, fiscal and enterprise affairs; manpower, social affairs, and
education; agriculture and fisheries; science, technology and industry.
There are also directorates for services like data processing, administration
and public information.

With increasing emphasis, OECD encourages the cross-fertilization of
work and ideas. Chairmen and experts from one committee may sit in on
proceedings of other committees or contribute to their work. This policy has
helped OECD to better understand, and to anticipate, the growing links
among economic activities and social and technological developments that
too often have been treated as separate and almost unrelated issues.

The Consultative Bodies

OECD works closely with industry and the trade unions. A Business and
Industry Advisory Committee (BIAC) and a Trade Union Advisory
Committee (TUAC) have permanent offices near OECD. Both organisa-
tions make their views known on the positions adopted by Member
countries.

The Consensus Approach

OECD is not a supranational organisation but a centre for discussion
where governments express their points of view, share their experiences and



search for common ground. The Secretariat provides the basis by setting

forth the problems and possible remedies. More specifically what the

OECD does is:

® To clarify, through quantitative and qualitative analyses, the economic

and social problems facing its Member countries;

* To exchange information on how the problems are being approached in

each country so that the experience of one can inform the actions of the

others;

* To analyze the effectiveness of economic and social policies;

* Through discussion, to make countries aware of the impact of their |
actions on the others; |
® To search for common solutions or strategies.

Within OECD, many of the agreements reached are informal and
unpublicised but, if Member countries consider it appropriate, the accord
can be embodied in more formal actions provided for in OECD’s convention
or developed since. Generally, actions are taken unanimously by consen-
sus.

The action might be a binding Decision of the Council. For instance, a
1961 Decision established OECD’s Codes of Liberalisation of Capital
Movements and of Current Invisible Operations which have provided the
framework for efforts by Member countries to reduce restrictions on capital
flows and international service-sector activities. In a more recent Deci-
sion (1984), governments agreed to control transfrontier movements of
hazardous waste.

More often the consensus will be reflected in a Recommendation of
OECD’s Council. Member countries may also adopt declarations such as
the 1976 “Declaration on International Investment and Multinational
Enterprises” which includes guidelines addressed to multinational enter-
prises. The communiqué issued at the end of each Ministerial meeting sets
forth agreements reached and is the main way of bringing them to the
attention of the public.
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THE HISTORICAL CONTEXT

In retrospect, the 1960s stand out as a growth decade par excellence,
reaping the benefits of economic integration through rapidly growing trade,
the diffusion of the post-war wave of technological innovation, and the
transformation of consumption patterns. The OECD had set a 50 per cent
growth “target” for the decade, which in fact was substantially exceeded as
OECD GNP increased by 70 per cent from 1960 to 1970. During this
period, OECD policy discussion focused on the use of monetary and fiscal
policies to stabilise aggregate demand at high employment, while balancing
growth internationally so as to avoid balance-of-payments disequilibria. An
active manpower policy recommended by OECD’s Council in 1964
(encouraging, among other things, the geographic and occupational
mobility of workers) was seen in the context of overcoming labour shortages
rather than as a weapon against unemployment, though it had the potential
for both. Inflation rates rarely reached 3 per cent. Energy use was growing
at about the same rate as the economy — 5 per cent a year — and, although
OECD had an energy and an oil committee from the start, almost no one
foresaw an imminent energy crunch. As the decade ended, Member
countries were able to broaden their horizons, to go beyond the concept of
quantitative growth, to think about improving the quality of life and
cleaning up the environment, which had been an unintended victim of the
economic progress of the 1960s.

But as the 1970s began, inflationary pressures started to mount; the
dollar came increasingly under attack, and finally the fixed exchange-rate
system broke down altogether. A boom in raw materials prices culminated
in the 1973 oil crisis with its concomitant inflationary and contractionary
effects. The combination of sharp recession and high inflation posed a whole
range of new problems on which it proved hard to get a grip.

The response was a series of changes in economic analysis and
organisational forms within OECD as well as greater interplay between the




various types of actions. As regards macro-economic policies, the dilemma

of how to balance inflation control against sustaining demand and

employment proved difficult to resolve, and different countries took

somewhat different roads. But important elements of international agree-

ment also emerged. On the energy side, the International Energy Agency

was set up (see page 19). Member countries adopted a Trade Pledge to 1
avoid protectionist action as a way of dealing with the trade deficits that |
emerged as the counterpart of the OPEC surpluses.

Economic recovery began in 1976, but the adjustment to the first oil 1
shock was still far from complete when the second energy crisis hit, further |
increasing oil prices by 150 per cent between 1979 and 1982. In response, a
joint strategy for restoring the conditions for sustainable growth was
adopted by OECD Ministers. It gave priority to combatting inflation — and
inflationary expectations — through the application of non-accommodating
fiscal and monetary policies; to strengthening the profitability of invest-
ment; and to improving the capacity of economies to adjust by making
markets work better. This strategy, followed to varying degrees and in
different ways by different countries, undoubtedly helped to prevent the rise
in oil prices from triggering a wage-price spiral. By 1981, inflation was
coming down in most countries and, by 1985, OECD’s economists were able
to project an inflation rate of only 4! per cent for the OECD area as a
whole, as against almost 12 per cent in 1980. But it took longer to get
OECD economies moving again, and the level of unemployment has
remained unacceptably high, especially among young people and especially
in Europe. Furthermore, uneven economic recovery has given rise to large
external imbalances that threaten the sustainability of recovery.

Reducing unemployment is a central objective for OECD countries. But
there is agreement that this cannot be achieved by policies that would
re-ignite inflation or inflationary expectations. And, increasingly, unem-
ployment is recognised as a structural problem, one of a complex of such
problems facing OECD economies — inflexible labour markets, insuffi-
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ciently developed capital markets, and large public sectors which may
discourage private initiatives. And these rigidities make it difficult for
OECD to respond to such new challenges as the growth of dynamic
exporters in the developing world and the appearance of radically new
technologies.

How are Member countries of OECD approaching this new generation of
problems?

MACRO-ECONOMIC POLICIES

The challenge for macro-economic policy has been two-fold: domesti-
cally, to sustain economic expansion without rekindling inflation; interna-
tionally, to achieve better balance among countries so as to promote more
stable exchange rates.

The former has entailed a considerable broadening of perceptions about
the role of monetary and fiscal policies. In addition to the direct demand
effects of such policies, attention needs to be paid to the medium-term
implications and sustainability of a policy course. Account must also be
taken of the interactions between these policies and the responsiveness of
the supply side of economies through, for instance, the effects of tax and
expenditure policies on economic incentives to save and invest, or of
monetary policy on expectations about inflation and resulting effects on
interest rates. The latter challenge has entailed a growing emphasis on
understanding, and taking into account, the ways in which policies interact
internationally and the way they “add up” across countries, either
positively, to improve performance everywhere, or negatively in case
domestic objectives of policy are frustrated by their international repercus-
sions.
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The focus for discussion of these issues is the OECD’s Economic Policy
Committee where senior economic policy makers from Member countries
come together to evaluate overall policy options, to examine and criticize
each other’s policies and (within obvious limits) to tell each other what they
intend to do. The international interactions of policies are a particular
concern of Working Party 3 of the Economic Policy Committee, a group
with a restricted membership that has particular responsibility for l
overseeing balance-of-payments and exchange-rate adjustment. OECD’s
Secretariat provides input into these discussions by presenting analysis of i
the impacts of macro-economic policies on economic performance, and in
particular on the implications of policies in individual countries for the
economic performance of other nations and the world economy as a whole.

This contribution must be based on solid data and sophisticated forecasting
techniques.

Data Collection

The process of collecting, processing and distributing economic data has
been refined by the OECD, which has encouraged and assisted Member
countries to make the information timely, reliable and compatible. New
statistics have been developed such as those on purchasing power parity,
which can be used to compare countries’ living standards more accurately
than other measures.

In the early days, data were provided on paper; now they increasingly
come in on magnetic tape and soon will be electronically received and
disseminated “on line”. Work on an integrated system of electronic
reception, collation and publication of data is underway.

OECD also acts as a clearing house for information of a non-quantitative
sort. For example, it keeps several inventories — one on measures being
taken by governments to prevent or reduce unemployment, one on new
trade regulations and one on obstacles to foreign direct investment.

!



Forecasting

Many people around the world know the OECD mainly for its economic
projections, which are carried out jointly by country experts and specialists
on monetary and fiscal policy, wages, prices, currencies and trade. A
particular feature of these projections is the emphasis on international
consistency, and the Interlink Model developed and maintained by the
Economics and Statistics Department is used to assure this. It works in such
a way that if, for example, GNP forecasts for Germany are revised upward
by 1 per cent, estimates of Dutch exports, and hence its GNP, also increase,
by 2 per cent and % per cent respectively.

But forecasts are ultimately produced by people, not computer models. In
what is called “the forecasting round”, computer-ggnerated results are
tested and refined against expert judgement in an iterative process. It must
be noted that there is an inbuilt assumption in OECD forecasting that
neither oil prices nor exchange rates will vary and that government policies
will remain unchanged over the forecast horizon — 18 months. Indeed a
chief purpose of the forecasts is to alert governments to the likely results of
their continuing to pursue current policies.

Out of this process comes the bi-annual OECD Economic Outlook. This
publication presents the economic projections themselves, together with a
thorough analysis and assessment of the economic forces underlying these
projections, as well as the risks in the situation that could lead to different
(better or worse) outcomes. The Economic Outlook is issued under the
responsibility of the Secretary General; this means that the projections
presented are not necessarily the same as those of national authorities. The
Employment Outlook, published yearly, aims to complement the analyses
provided by the Economic Outlook by spelling out their employment and
labour-market implications in more detail. Short-term forecasts are
presented for some key labour-force groups, and particular attention is paid
to some important medium-term developments in OECD labour markets.

13




In a closely related activity, the economic performance and policies of
each of the 24 OECD Member countries are assessed and discussed once a
year by experts from Member countries in the Economic and Development
Review Committee. Specific recommendations are made to the country
being examined, in light of the broader policy framework agreed among
OECD countries. The bases for these country examinations are review
documents prepared by the Secretariat which, after their text has been ,
agreed by the Committee as a whole, are published as the OECD’s |
Economic Surveys. Taken together, these country surveys, the Economic
Outlook, and the Employment QOutlook provide governments, banks,
business, universities, the press, and the general public with a continuous
pulse-taking of the OECD and world economies.

ENCOURAGING STRUCTURAL ADAPTATION

A framework for structural adaptation is provided by what OECD calls
“positive adjustment policies”. This is shorthand for an economic policy
approach that enhances a country’s ability to adapt to change by moving its
economic resources out of declining industries, occupations and areas into
new ones so as to remain competitive and productive. It implies that this be
done without resorting to policies that harm its trading partners or bear
unduly on the disadvantaged and low-income groups. It also implies a high
degree of social consensus between the social partners and in the society
more generally.

This basic idea of structural adaptation pervades much of the work of the
Organisation. It is as relevant, for instance, to the work of the Agriculture
Committee in dealing with problems of agricultural surpluses as to the
Industry Committee for its evaluations of structural adjustment in industry.
The Economic Policy Committee has a special working party dealing with

14
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these matters and the Manpower and Social Affairs Committee focuses on
the labour market aspects. These problems were also the subject of a special
conference of OECD Economic and Finance Ministers in February of 1984
entitled Long-term Challenges Facing Governments. Some specific exam-
ples of this focus are indicated below.

Capital Markets

Encouraging broader, more effective and more innovative capital
markets is another of OECD’s principal concerns. One area being looked
into is the provision of venture capital which has been a key factor in the
creation of new industries in the United States and the United Kingdom but
is in an embryonic state elsewhere.

Reining in Public Spending

The increased role of the public sector in the economies of Member
countries has come to worry all governments. Within the OECD area, total
outlays range from a third of GNP in Japan to two thirds in Sweden. What
is called “social expenditure”, spending on education, health, pensions,
family allowances and unemployment insurance, has been growing most
rapidly — much more so than production — with the result that, for the
OECD area as a whole, it now accounts for a quarter of GNP as against
14 per cent in 1960. There is a broad consensus that this growth cannot
continue. OECD has been examining how such expenditure can be
controlled without causing fundamental damage to the social security and
support systems that have been so carefully built up by the Western
industrialised countries over the last four decades. This means looking at
the inner workings of each system and trying to find new, effective and
experimental ways to deliver the social services — and to pay for them.




Labour Markets

Recent experience provides dramatic evidence of the difficulties
encountered by workers — white as well as blue collar — when confronted
with the need to adapt to a changing economic scene. Yet, more effective
adaptation in labour markets is essential to restoring high employment
and sustained growth. There is thus a need, on the one hand, to promote ‘
greater occupational mobility through training, retraining and — for the |
generations to come — a basic education that stresses the ability to |
acquire new knowledge rather than specialisation. On the other hand,
the task is to favour a more flexible adjustment of employment and
wages to changing market conditions and hence new approaches to
collective bargaining.
Since its founding, OECD has focused on “human capital” and has
considered the upgrading of this “resource” an integral part of its
responsibilities. As a result of the work undertaken by its Education
Committee and Centre for Educational Research and Innovation, the
Organisation has become identified with several now widely accepted
notions: that education and training must be continued throughout the
course of a person’s life (what is called recurrent education) and that schools
must be much more linked to community needs and resources.
But meanwhile, as such approaches are long term, close consideration
must be given to other arrangements — adequate unemployment insurance,
and perhaps early retirement, a change in working hours, job sharing,
exemptions to minimum wage standards or social security payments for
young people. OECD’s Manpower and Social Affairs Committee has been
exploring both the shorter and the longer-term needs and opportunities,
especially as they impinge on young people who now bear the brunt of the
unemployment problem. And it operates a programme designed to '
persuade local officials and community groups to create new businesses and
new kinds of jobs.

16
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Government Subsidies

Most governments use subsidies to encourage structural change. In order
to ensure that these do indeed contribute to positive adjustment, rather than
putting back the day of reckoning, OECD Member countries have adopted
guidelines for government aid to structurally weak industries. It should,
among other things, be temporary, be linked to plans for effective
restructuring, and avoid favouring less efficient producers. Considerable
emphasis has been given to making subsidies, especially those that are “off
budget”, more transparent.

Sectoral Policies

In two sectors, OECD governments have used the Organisation more
directly in the adjustment process. A Committee on Steel and a Council
Working Party on Shipbuilding provide a framework within which Member
countries can work together to encourage structural adaptation in these
industries. In this context, very specific discussions on capacity reduction
have been undertaken. (2)

FIGHTING PROTECTIONISM

The traditional commitment of OECD countries to free trade, which is
incorporated in the Organisation’s convention, seemed likely to be eroded
by the successive shocks to the monetary and trading system of the 1970s.
To combat this tendency, OECD governments, in 1974, made what they
called a Trade Pledge in which they agreed not to try to solve their

(2) The Steel Committee has a liaison committee with Mexico.
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balance-of-payments problems with import controls or subsidies. This
pledge, after being renewed several times, was followed at the 1980
Ministerial meeting by a “Declaration on Trade Policy” in which Member
governments agreed to maintain and improve the open and multilateral
trading system and to strengthen the role of the GATT. However, some
trade practices that have become common since the oil crisis belong to the
so-called grey zone and have not been brought under the GATT (voluntary
export restraint agreements, for example). These and other restrictive or
distorting measures have been examined by OECD, in accordance with a
Ministerial request of 1982, and the Council has urged Member countries to
roll back such measures and to refrain from new ones. A study of the costs
and benefits of protection has just been completed. At its 1985 Council
meeting at ministerial level, ministers “reaffirmed their commitment to the
open multilateral trading system and their determination to strengthen it by
further liberalisation”.

OECD often examines trade issues before they move on to GATT for
actual negotiation. Such was the case, for example, with government
procurement practices which were included in the Tokyo Round. Now
specific issues and sectors (banking, insurance, securities, tourism) related
to trade in services are being studied with a view to increasing cooperation
among OECD countries in this area.

OECD monitors new trade measures reported to it and has examined the
problems involved in trade in high-technology products. Developments in
East-West and North-South trade are reviewed and analysed and specific
issues in these areas discussed (countertrade, for example).

In their official support of export credits, Member governments have, .

since 1978, followed a set of guidelines, which grew out of a “gentlemen’s
agreement” among the seven largest Members of the OECD. The
provisions of this “Arrangement” are frequently reviewed in order to adapt
them to prevailing market conditions or otherwise to improve their
operation. This helps to ensure that individual countries do not generally
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offer support for export credits that provide their industries with an unfair
competitive advantage and thus distort trade flows.

FOREIGN INVESTMENT

In the 1970s, when controversy over the activities of multinational
enterprises intensified, OECD launched consultations with all interested,
parties, including OECD’s business and trade union advisory bodies.
In 1976, Member governments, recognising the increased importance in the .
world economy of international investment and multinational enterprises,
adopted a cooperative approach. Such cooperation, it was recognised, can
“improve the foreign investment climate, encourage the positive contribu-
tion multinational enterprises can make to economic and social progress and
minimise and resolve difficulties which may arise from their various
operations”. They agreed that foreign investors should be granted the same
treatment as national firms in similar situations and set up a system for
reporting exceptions. At the same time, guidelines were addressed to
multinational companies, covering their behaviour on such matters as
labour relations, disclosure of information and the transfer of technology.
The application of these guidelines are assessed regularly when new
problems emerge. Questions about interpretation and scope are brought up
in consultations held by OECD’s Committee on International Investment
and Multinational Enterprises with BIAC and TUAC.

ENERGY NEEDS

The International Energy Agency (IEA) was established by the OECD
Council in 1974 as the main energy forum of what are now 21 governments




(all the OECD countries except Finland, France and Iceland). Its creation
was a collective response of major industrialised nations to energy problems,
culminating in the oil price shock of the early Seventies.

IEA governments agreed then to share available oil supplies in the event |
of a severe supply disruption. They also resolved to co-ordinate their energy ‘
planning to ensure that demand for energy can always be satisfied at |
reasonable cost. This quest for both short and long-term energy security
remains the IEA’s central task. 1

The IEA has encouraged member countries to conserve energy, to reduce |

dependence on oil, to develop alternatives to oil — like coal, nuclear power,
and renewable energy sources — and to pursue research and development.
One measure of the IEA countries’ success is that in the Agency’s first
decade, which was characterised by oil market turbulence and steep price
rises, the share of oil in total OECD energy consumption fell to 43 per cent
compared with over 52 per cent in 1974.

High prices and resulting economic pressures, as well as government
policies, contributed to these improvements. By the mid-1980s energy
supplies, and particularly oil, had become more abundant, and the danger of
supply crises appeared to have receded.

Warning against complacency, the IEA focused on the longer-term
prospect that oil markets are likely to tighten again in the last decade of the
century, and on the need to use the breathing space to make lasting
improvements in the energy supply-demand structure, as well as to achieve
a more balanced energy mix, involving less reliance on oil. Other prominent
current issues for the IEA are the effects on energy policy of growing
environmental concerns and the problems and opportunities offered by
far-reaching structural changes in energy economies.

Nuclear energy, which now accounts for 18 per cent of OECD electricity,
has been an important part of OECD’s energy planning since the days of
OEEC. The Nuclear Energy Agency (NEA), created in 1957, is concerned
with all aspects of the nuclear fuel cycle. It makes important contributions




to increasing the safety of this form of energy and to planning for disposal of
its wastes. Among other things, it sponsors an experimental project in a
mine in Stripa, Sweden, designed to examine how deep geological
formations can be used to dispose of radioactive waste. NEA also evaluates
the economics of nuclear electricity. Two international conventions for
compensating victims in the event of nuclear accidents were adopted,
in 1960 and 1963, to harmonize national third-party-liability regimes in
Europe.

HIGH TECHNOLOGY

Increasingly, economic growth and competitiveness have come to depend
on the application of high technology. Even traditional smokestack
industries need it if they are to survive. The promise of such new industries
as robotics, semiconductors, computers, software and space can hardly be
underestimated. OECD countries have a vigorous R and D effort, ranging
in volume from almost 1 per cent of GNP to 2.5 per cent, much of it
financed by governments. But R and D alone is not enough. Progress
requires innovation, and achieving innovation is no easy matter. OECD’s
Science and Technology Committee and its Industry Committee are trying
to understand the innovation process and find ways to promote it. At the
same time, these bodies monitor R and D, innovation and high-tech
industries in Member countries.

A special Committee has been formed to deal with information
technology. This industry, which revolves around computers and telecom-
munications, has been called the fourth sector (along with agriculture,
industry and the services). It poses some very delicate problems for Member
countries, having to do with computer crime, confidentiality and intellec-
tual property rights. OECD Member governments at the 1985 ministerial
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meeting made a declaration on transborder data flows in which they agree
to promote access to data. These supplement earlier guidelines to protect
privacy and safeguard personal data crossing national frontiers.

Other high-tech industries also involve difficult issues: OECD’s Science
and Technology Committee is examining the dangers posed by the
biotechnology industry as it moves from the lab to industrial mass
production (and in the case of agricultural uses into the open environment)
with a view to making the industry safer. It has also made recommendations
about patenting biotechnological inventions.

Across the board, OECD is concerned with the effect of the new
technologies on employment — and unemployment: whether office automa-
tion will create jobs or destroy them, how workers can be trained for new
occupations, how developing countries can be made to profit from the new
technologies, how competitive upbidding of government subsidies and
consequent trade problems can be prevented.

THE ENVIRONMENT

Since OECD’s Environment Committee was formed in 1970, govern-
ments have responded individually with new laws and regulations and
through OECD have taken a common position on a number of key
issues.

The Council has made specific reccommendations and decisions on the
economic, legal and scientific aspects of environmental management. The
well-known “polluter-pays” principle, originated in OECD, has been
accepted by all OECD Member countries as has the concept of “prevention
is better than repair”.

Since OECD Member countries produce the lion’s share of the world’s
chemicals, the Organisation has proved to be an effective forum for
international efforts to deal with the hazards created by these substances.
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The Council has approved a system for testing chemicals before they come
onto the market and has created standards so that tests made in one
Member country will be accepted by the others — a benefit to producer and
consumer alike. OECD has also urged its Members to reduce air pollution
which leads to acid rain and photochemical smog, among other things, and
has been providing Member countries information on the costs of
abatement and the benefits in the form of reduced damage.

OECD has also made recommendations or decisions on noise abatement,
water management, transfrontier pollution and control of international
shipment of hazardous wastes and has developed a series of environmental
indicators which include positive marks for prudent management of
resources. Recognising the role that cities play in national economies, the
OECD created a group on Urban Affairs in 1980. This group is now
analyzing innovative policies for urban economic development, provision of
urban services, housing finance and land management.

AGRICULTURAL PROBLEMS

In all OECD countries, the agricultural economy is undergoing very
rapid structural changes. Nevertheless, agriculture is in many cases a cause
of concern to governments because there are serious market imbalances,
with supplies exceeding effective demand, rising budgetary costs and
increasing trade tensions.

OECD has been chosen as a forum in which these problems, both national
and international, are discussed. These discussions allow the various issues
to be viewed in the context of overall economic, social and trade policies, as
it is evident that agricultural policies can no longer be treated in
isolation.

The regular analysis of Member countries’ policies and the forecasting of
agricultural production, consumption and trade worldwide are essential
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tools for assessing impending developments and enabling governments to
adopt timely, corrective measures.

The national and international consequences of agricultural protection
are well known; they often result in the misuse of resources and tend to
aggravate international tensions. OECD has thus been asked to analyze the
possibilities for reducing agricultural protection in a balanced and gradual
way, to assess the adjustments likely to result and to discuss how to improve
the functioning of agricultural markets.

In the case of fisheries, the new regime resulting from the extension to
200 miles of the exclusive economic zones has greatly modified the
conditions under which fishing takes place. The Fisheries Committee has
been paying particular attention to the need to avoid overfishing, to promote
the adjustment of the industry, to further liberalize trade and to provide for
better conditions of access to fishery resources.

IMPROVING COOPERATION
WITH THE DEVELOPING COUNTRIES

The developing world has become more diverse since OECD and its
Development Assistance Committee (DAC) were formed. The very special
position of the oil-producing developing countries is the most obvious case
in point but not the only one. Some of the newly industrialising countries or
NICs and what OECD calls the “second wave” of exporters of manufactures
have come up much further and faster than was generally foreseen at that
time. But generalisations about NICs, oil exporters, major borrowers and
low-income countries have lost much of their significance. What has
become most striking is the individuality of developing countries and their
varying capacities to master their own economic destinies.

In the wake of the second oil-price shock and the prolonged recession that
followed, many developing countries have run into problems of excessive
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debt. In analysing the debt problems of these countries, OECD has focussed
on the close links between trade and financial flows. For the more advanced
developing countries, private investment and greater access to international
financial and capital markets are the most appropriate form of external
financing. These countries can help by creating a positive investment
climate and increasing the efficiency of investment. But if they are to
export, they require markets. For OECD countries, restoring growth at
home expands the potential market for these countries’ exports. But only by
resisting protectionist measures can that potential be realised. OECD’s
responsibilities in this respect have been the object of policy prescriptions
embodied in recent ministerial communiqués while the practical aspects of
problems on the supply side have been explored by OECD’s Trade,
International Investment and Multinational Enterprise, and Economic
Policy Committees as well as by the DAC.

At the other extreme are the least-developed countries with few resources
and a vulnerable ecological balance which, in the case of Sub-Saharan
Africa, has been disrupted. OECD has recommended that for these
countries, aid in the sense that DAC has traditionally used the word —
grants or very low-interest, long-term loans — be stepped up and improved.
As to Sub-Saharan Africa, it has, in the words of OECD’s Secretary
General, “absolute priority need of immediate, generous and extremely
varied aid to come through its cruel and unjust trials.” Food aid should be
provided in parallel with more lasting help in improving the area’s own
agricultural capabilities and rural facilities. The “Club du Sahel” has been
created within OECD, with aid recipients and the OECD countries jointly
represented. It has drawn up a plan for the area until the year 2000. The
Development Centre of OECD provides a contact point for the developing
countries as well as a forum for international exchange of experience; it also
does research on problems of development and interdependence.

Despite the years of recession, most DAC countries have kept up their aid
flows, in real terms, and several have increased their efforts. Five countries
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are now above the aid target of 0.7 per cent of GNP accepted by all DAC
Members, and the least-developed countries are now receiving a quarter of
total DAC aid.

Although the concept of “global negotiations” has gone out of fashion,
dialogue is well established, and discussions between OECD countries and
developing countries are held regularly in the UNCTAD, the GATT, the
IMF, the World Bank and other international bodies. A North-South
Group on Economic issues has been formed within the Organisation to
review policy issues in economic relations with developing countries and
preparations for international discussions.

SOME OTHER CONCERNS

These main work orientations by no means cover the whole range of
OECD activities. Consumer policy is an important one, and OECD reports
have examined the various national and international aspects of consumer
protection and information, such as product safety and marketing practices.
Recently, attention has focused on the effects, direct and indirect, of
protectionist measures on consumers, as well as on more specialised matters
like the difficulties posed by new electronic banking techniques. Preventing
restrictive business practices is of prime importance in a market economy,
and OECD constantly reviews Member countries’ regulations as well as the
effect on competition of specific practices. A recent study examined the
delicate questions of whether doctors, lawyers and other professionals
should be allowed to advertise and to what extent existing regulations
restricting entry into the professions restrain competition.

In tax matters, OECD tries to look at the real position of workers, that is
how much he or she has left after taxes and social security contributions —
and after the payment of family benefits. Another concern is how
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individuals and corporations can be prevented from evading taxes or paying
twice to different governments. More generally, tax reform efforts are being
given increased priority as countries seek to develop tax systems which
contribute to strengthening the economic recovery and improving economic
efficiency rather than discouraging it.

AGENDA FOR THE FUTURE

The problems of unemployment, structural disequilibria, protectionism,
an unsettled world financial system, hunger in Africa, and environmental
hazards are likely to be with us for the rest of the decade and even into the
Nineties. Moreover, economic policy makers, who have been successful in
combatting inflation, will be watching closely to make sure that inflationary
expectations do not take hold again.

The new problems that will arise are, of course, impossible to foresee, as
has been amply demonstrated in the last decade. But the experience of the
Seventies and early Eighties has made analysts in the OECD, as elsewhere,
more aware of the probability of improbable events and hence more attuned
to catching warning signals and to looking further into the future. And the
OECD will continue to rely on what may be its greatest asset: the ability to
shift gears, to deal with new problems and to reset the priorities as its
Member countries require.
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OECD is interested in receiving applications from highly qualified
, professionals working in one of the subject areas mentioned in this
brochure.

Minimum qualifications required are normally a Masters degree or a
Doctorate in Economics from a university reputed for its excellence in
this field, plus at least three to five years of experience in one of OECD’s
areas of activity. This experience should normally include policy analysis
in a national and/or international context and should ideally have been
gained in a national administration, an international organisation or a
research department. Good knowledge of quantitative techniques and an
ability to use computers are also desirable. Candidates should have an
excellent spoken and written command of one of the Organisation’s
official languages (English and French) and a knowledge of the other.
Candidates must be nationals of one of OECD’s 24 Member countries
(see page 2). Appointments are usually of 2 or 3 years’ duration.

Application, quoting reference of OECD brochure, should be made
to:

Personnel Division
OECD
2, rue André Pascal
75775 PARIS CEDEX 16 France




OECD publishes some 120 new titles a year (in the two official
languages of the Organisation) in its various fields of competence. They
can be obtained from OECD itself, from OECD’s information and
publication centres in Bonn, Tokyo and Washington or from sales agents
in all Member countries as well as in Argentina, Hong Kong, India,
Indonesia, Korea, Lebanon, Malaysia, Pakistan, Singapore, Taiwan,
Thailand, Venezuela and Yugoslavia. A yearly catalogue sets out the
current titles and is supplemented by a quarterly leaflet “Just Out”.
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Simrockstrasse 4
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Germany

Suite 700
2001 L Street N.W.
WASHINGTON DC 20036 - 4095
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Bulletin No. 3

International

Since 1978 the Centre for Educational Research and Innovation
(CERI), part of the Organisation for Economic Co-operation
and Development (OECD), has had a programme of activities
concerned with young people with disabilities. It has had two
main themes: integration and transition. Transition from school
to adult and working life has been the focus of its work since
1982.

The United Kingdom

The United Kingdom has been involved with the CERI
transition programme from the outset: in the early years through
contributing to meetings and seminars and, from 1989, more
actively through ‘Working Together?’, a project managed by the
Further Education Unit (FEU). This programme of activities

has made a very significant contribution to the CERI study.

The aim of this bulletin

This bulletin, written by John Fish, consultant to the OECD/
CERI Programme, presents and discusses important aspects of

the transition process. Its particular focus is the contribution of

further and adult education - working together with students,

parents and other agencies - to the process of transition to adult
and working life. The transition of individuals whose disabilities
or difficulties may require support for learning is central to the
studies. The bulletin summarises the UK contribution, sets it in
an international context, and looks at the lessons which might be

learned from the CERI programme as a whole.

The relevance of contemporary UK reports, such as the CBI
study of training needs, Towards a Skills Revolution’ , and
the Social Services Inspectorate study, Day Services for
People with Mental Handicap’, are considered, as well as the
activities of the Training Agency and the National Council for
Vocational Qualifications (NCVQ).

The bulletin concludes with a discussion of national and
international issues which professionals, parents, services and
institutions should consider. Meeting special needs during the
transition from school to an adult and working life demands
inter-agency collaboration directed towards agreed objectives

supported by appropriate facilities and services.
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Transition
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Transition from school to adult life

Individuals make many important transitions in their
lives. Entering school, leaving home, moving from
institutions to the community and moving from an active
life to an elderly disabled one are some of them.
However, the concept of a process of transition, and the
development of means to support, manage and facilitate

the process, are relatively recent phenomena.

The CERI programme concentrated on the transition
from school to adult and working life. This transition,
important for all, is particularly significant for those with
disabilities as it has implications for the quality of their
adult life. The activities had two broad themes: the social,
psychological and legal aspects of achieving adult status
and the educational, training and administrative

arrangements necessary for an effective transition™.

Aims, expectations and objectives for adulthood are set
by families influenced by the cultural values, policies and
practices in individual countries. Although independent
living, work, developing family responsibilities and
community participation should be accepted as objectives

for all, expectations for those with disabilities may differ.

It is not always clear whether society, families or
professionals accept the same transitional objectives for
individuals with disabilities and by doing so accord them
the possibility of adult status. Certainly those with severe
intellectual disabilities are often legally excluded from

many responsibilities which epitomise adulthood.

A framework for transition

A conceptual framework for transition is relatively simple
to develop but very difficult to realise in practice.
Transition should be regarded as a unitary process by
which an individual grows through adolescence to
adulthood and achieves the balanced state of dependence

and independence expected of all citizens.

The complex pattern of different definitions of handicap,
and of professional and agency responsibilities during
transition, presents young people and their families with
problems. For many, an effective passage through the
phase may be inhibited by a lack of information, divided

responsibilities and unclear objectives.

The objectives of transition for the youth group as a
whole are not always seen as appropriate for those who
are disabled. Professionals often have explicit or implicit

reservations about the extent to which individuals with

severe disability might attain the same goals as others.

An important conclusion of the CERI programme is that
objectives should be the same for all and that where this
much higher expectation exists the objectives are achieved

by the vast majority of those with special needs.

The achievement of these objectives may take longer for
some individuals and they may require long-term support
to sustain them. The handicaps of young people with
disabilities should not be increased by preconceptions
about the effects of their disabilities on adult life or by
placing limitations on their choices and opportunities in

the early stages of transition.

The aims of transition

The aims of the transition process fall into four groups:

® the achievement of personal autonomy, independence

and adult status;

® productive activity (i.e. ‘working life’) leading to

economic self-sufficiency;

® cqual opportunities for social interaction, community

participation, leisure and recreation;

e the development of appropriate roles within the family

and of appropriate relationships with others.

Individuals cannot be neatly divided into their health,
education, social welfare and employment segments,
although administrative arrangements are often based on
this assumption. Many programmes still concentrate on
one aspect of transition, for example employment or
independent living, assuming that other aspects of

individual development will take place independently.

The UK activities

The OECD/CERI programme for 1986-89 included eight
specific studies: early intervention, progress towards
integration, case management, adult status, new
technologies, future employment prospects, individual
transition planning and supported employment. Of these,
the first two were the subject of separate UK
contributions and of other OECD/CERI publications.

The outcomes of the ‘Working Together?” programme
are being made available, by FEU, in three major studies,
two contributory papers and a series of bulletins. Other
work associated with the programme, such as the East
Midlands Further Education Council (EMFEC) study,




will be published separately. The outcomes will also form

part of CERI publications.

Major findings

The material which follows is a distillation of the major

findings of the ‘Working Together?” programme:

® the development of adult status;
® new technology;

® preparation and support for employment.

Adult status

The achievement of adult status was addressed in two
studies of self-advocacy: one was part of the “Working
Together?” programme and the other a joint FEU/
EMFEC initiative funded by REPLAN. Advocacy was
also the subject of a contributory paper about advocacy
and self-advocacy for parents of children and young

people with special needs.

In this series of studies, advocacy is the presentation of the
young person’s needs by parents and others and self-
advocacy is a necessary adult skill, involving appropriate
self-presentation, which young people should acquire

through education and experience.

The first study, by Alison Wertheimer, looks at the
effects of developing self-advocacy and adulthood in a
small number of families where young people with a
range of disabilities were making the transition from

school to adult life.

A major issue was the relationship of self-advocacy skills
to parental and professional goals for adult status. The
interviews in the study illustrate how hard it is for
disabled young people to achieve adult status when their

parents continue to play such a central role in their lives.

One of the most striking findings is the low level of

professional involvement with parents during transition.

Where there was involvement, parents thought that being
listened to by professionals, being given a sense of
equality and being treated as individuals helped, as did
continuity of support from the same professionals.
Feeling devalued, feeling blamed for a child’s problems
and not being understood were negative experiences.
Similarly unhelpful were the contributions of
professionals who were too directive and did not co-

operate with other professionals.

The report concludes with recommendations for action
by education, social and health services as well as

recommendations for professionals and parents.

The EMFEC study, by Mariette Clare, looks at the
development of the self-advocacy skills of unemployed
young disabled adults. The project officer supported
professionals from a range of agencies as they helped

individuals to develop personal portfolios.

These portfolios included an individual history, a diary of
activities, a profile of skills and a statement of aspirations.
Portfolios established a basis for communication, for
building up self-advocacy skills and for self-presentation.
The confidence generated by young people’s ownership

of their own experiences is clear.

The outcomes of the study have an impact on a wide
range of professional practices. They illustrate how crucial
it is that professionals respect the learner and have the
same goals of autonomy and employment for all young
people. The importance of proper records, particularly

when personal portfolios are developed, is stressed.

Workers developing self-advocacy need considerable
support in their work with individuals as the workers’

objectives are often difficult for colleagues to accept.

The contributory paper by Phillipa Russell is part of work
by the Voluntary Council for Handicapped Children
directed towards the effective participation of parents and
young people in decision making. It is relevant both to

advocacy issues and to inter-agency collaboration.

The issues being explored in the project include parents’
feelings about transition, existing models of support for
the parents of older children, self-advocacy for young
people, the improved co-ordination of services for young
people and the professional training necessary to provide
partnership and support to both parents and young people

during transition.

New technology

A study by Tom Vincent brings together a wide range of
experience in the use of technology to support learners
with special educational needs or disabilities and lays the
basis for a network of those involved in its development.
The current use of technology, illuminated by the first-
hand experiences of students and the staff who taught
them, was the basis of the study. A summary in the FEU

Working Together? series, New Technology, Disability and



Special Educational Needs, explores the issue and a full
report of the work has been published as a result of a

business initiative by a group of young people’ .

Over 100 people have contributed to the study, including
students, college and local education authority staff, social

services staff and the staff of specialist centres.

The experiences reported confirm that appropriate

technology can:

® provide access to new opportunities in education and

employment;
® oive increased independence;
® assist with integration into mainstream activities;
® raise self-esteem and self-confidence;
® motivate.

The potential of technology cannot be realised in
isolation. New technologies can enable students with
disabilities to have a wider choice of courses and curricula
and new and enhanced education and employment
opportunities, but effective support, in the form of
information, advice and technical services, and
appropriate training in the use of technology, are

necessary for students, their teachers and carers.

However, the survey provided little evidence of evaluation
of the matching of new technology to student needs. The
complexity of the range of post-school provision, of the
differing responsibilities of services and of the needs of
individuals requires understanding and then ‘facilitation’ in
dealing with it. The task of ‘facilitators’ would be to enable
students to gain access to adequate information, to advice

and to experiences of good practice.

Although it is possible for students to acquire new skills

via technology, the opportunity for them to demonstrate
those skills during work experience or in employment is
less in evidence. Many employers seem unaware of the

enabling potential of new technology.

Much progress to date has been the result of ad hoc
solutions and chance contacts. The absence of any
national programme in the post-school sector, or of an
information co-ordinating mechanism, has limited what

might have been achieved. This needs to change.

The survey suggests that students have made significant
contributions to staff development in the area of new

technology. Nevertheless, there is a continuing need for
training for lecturers and carers if technology is to assist

young people with disabilities to the full.

Preparation and support for transition to employment

Employment is a central feature of adult life for all, and a
crucial step for those who are disabled. Enabled to Work is

a major study of employment possibilities.

The publication also includes a review of education and
training opportunities, an example of integrated
vocational training for young people who are deaf and a
study of the implications of national vocational

qualifications for young people with special needs.

The main study, by Matthew Griffiths, reviews the
employment situation for young people in the UK. The
first section discusses the role of employment in the
transition of all young people to adult life and summarises
experiences of the additional problems met by those with
disabilities. The report goes on to give the perspectives of
individuals from agencies concerned with preparation and

employment.

There 1s a traditional three-level concept of employment
for those who are disabled: open employment, sheltered
employment and diversionary activity. This is now being

challenged by the supported employment model.

The report includes descriptions of training and individual
case-studies and an important section considers an
‘expanded core curriculum’. This would link special needs
with those of all young people entering employment.
One recommendation is that part of that common core
should aim to help young people understand their

disability in the context of employment.

Individuals identify points in transition where, in their
experience, support or its absence was critical. However,
some young people feel that support can often be
overprotective and encourage dependence. Support
should be flexible, be compatible with an individual’s
wishes and be phased out in favour of increasing
autonomy. There should be a single point of reference for

the individual.

Further suggestions include increasing emphasis on:
® developing autonomy in training;
® inter-agency collaboration;

® the development of appropriate models to support

transition;

® subsidies for employers in the initial stages of

employment.

The report concludes that a thorough exploration of the

attainment of adult status is necessary:




‘Employment should be a real option ... The primary
objective should be to ensure that no form of disability
bars anyone from enjoying a normal range of adult

experiences including autonomy and responsibility.’

A number of papers which support the main thesis are
included in Part 2 of Enabled to Work. The pre-vocational
and vocational training currently available in England is
described by Deborah Cooper, Director of Skill (National
Bureau for Students with Disabilities), with particular

reference to the needs of young people who are disabled.

A complex pattern of options exists, but it is responding

only slowly to the needs of disabled young people.

An initiative concerned with vocational training and job
placement for deaf adults is described in a paper by
Alistair Kent of RNID and Colin Hickman of Weald
College. The paper describes the work of the RNID and
in particular its collaboration with a college of FE in the
work of a training programme for deaf people which is

conducted entirely through signing.

The report summarises the processes involved in this
collaboration. The programme is being monitored and

evaluated but it is too early to draw conclusions.

The final paper, by Elizabeth McEvoy, describes a two-
year project to explore the implications of the NCVQ’s
developing pattern of qualifications, including equality of

opportunity of access to training and qualification.

There will be a move away from qualifications obtained
by completing a set course towards certification based on
proof of competence to nationally determined standards.
New, flexible assessment methods are being considered to

allow full certification to be gained over time.

Among the findings to date are the need for greater
awareness about the potential of those with disabilities

and the need to facilitate their access to training.

A separate contributory paper by Derek Childs describes
the support provided by the Open University, in
association with other bodies, to students who are
disabled. It gives specific examples and concludes that
inter-agency co-operation is a particularly important

element in the support provided.

Current considerations

It is significant that approaches to transition, whether
concerned with all young people or with those with

special needs, agree on a number of points. The CBI

report', the initiatives of NCVQ, the Social Services
Inspectorate report’ and the OECD/CERI study” all, in

their different ways, see a changing labour market,

empowerment of the individual, individual programmes

and quality as significant issues.

Changing labour market

Smaller youth groups will be entering the labour market
in the next few years. As a result there is a concern to
make best use of new entrants. Improved possibilities for
minority groups, including those with disabilities and
special needs, may be possible. If transitional
arrangements for them are effective and there is support
on entry to and while in work, there may be a new
opportunity to establish the value of young people with

special needs as employees.

Empowerment

Empowerment, in the form of vouchers or opportunities
for choice, is the second common thread. What
distinguishes a ‘market” approach from a ‘special needs’
approach is the recognition that preparation to exercise
choice is necessary, together with support, both on entry

to employment and to sustain it.

Individual programmes

Whether the objective is a flexible labour force or the
assessment of special needs, there is a move away from
inclusive courses, categories and ‘all or nothing’ packages
towards individual programmes and personal profiles for

all students, not just those with special needs.

Quality

Quality or standards are major concerns. Whether stress is
on the quality of provision, the outcomes of learning
programmes or the effective use of resources, the
common focus is improved standards. It does not help
those with special needs for their lecturers to be exempted

from the standards expected of others.

Common issues

There are a number of issues whi ch are common to

national and international contexts.

Inter-agency planning and collaboration

The UK is not alone in having traditional areas of



responsibility and means of allocating resources which
mitigate against joint planning and collaboration. The
aims of different national and local government agencies
may be incompatible. Responsibility for individuals may
be handed from one agency to another or individuals may
be left to find their way through a maze of fragmented

information and opportunities.

Although it may be difficult to develop mechanisms for
effective co-ordination, it is inexcusable for the agencies
concerned not to have agreed aims for transition. Even if
contributions are not co-ordinated, agencies should work
to common ends. This issue can be tackled and young

people, their parents and professionals can contribute.

Assessment

The 1981 Education Act and the 1986 Disabled Persons
Act both require assessment at the end of the school
period and look to the preparation of a personal

programme as the outcome.

Transitional needs can only be met by assessment which
both avoids categorisation and looks at all the needs of the
individual. It is also important to recognise that, for many
of those with disabilities, performance in one situation,
such as school, is not always a good guide to performance

in real living and working situations.

The starting-point of transition, whether special or
regular school, may automatically limit the assessed
choices offered to individuals. Further and adult education
can offer valuable opportunities for individual self-

appraisal and for the reassessment for potential.

Preparation for an adult and working Life

The CBI report is not alone in putting personal values,
integrity and personal and interpersonal skills high on its
list of work preparation outcomes. Such preparation
should not be confined to the achievement of technical
skills, important as these are. A proper balance of
academic, vocational and personal skills is widely

recognised as necessary.

Time

Time is an important aspect of transition. How much

time is an individual allowed? For how long is education
and preparation for an adult working life supported? In a
number of countries it is recognised that the transition of

those with disabilities may take much longer than their

ol -

contemporaries so education, training and support is

available until the middle 20s.

In other countries, only the able have this amount of
time, as they go through higher education, to delay their
entry to employment and adult life. If support over time
is not available, decreased independence and vocational

proficiency result in a long and costly dependent life.

Supporting empowerment

Professionals and services have to manage the dual, and
often conflicting, roles of support and empowerment.
Ambivalence in departmental and agency policies and in
the aspirations and practices of professionals, together
with uncertainty about consumer/client demands, are all
factors which work against empowerment. A lack of
distinction between disability and handicap, a lack of
knowledge about the nature of transitions and uncertainty

about goals for those with disabilities all inhibit progress.

Effective transition involves a ‘shift in power’. The
change, for a professional or parent, from supporting
growth and development through childhood to an adult
relationship is difficult for many to manage. This is
particularly true when the young person’s disability

involves a significant degree of physical dependency.

Work with parents

The ‘Working Together?” study shows that little
professional work with parents is undertaken in the
transition phase. Parents have a crucial role to play in
preparing their children for an independent adult life.
Much work is necessary to develop this role in
partnership with professionals. But supporting
arrangements for parents and professionals are rarely
readily available. Professionals must recognise the
importance of parents to effective transition, and policies,

planning and training should include work with them.

Continuity of support

In the UK, as elsewhere, continuity of support for
disabled individuals or their families through transition 1s
rare. The development of appropriate mechanisms to
initiate and sustain the continuity of support and funding

is a problem common to developed societies.

There is a need to provide a single point of reference to
young people and their families throughout transition.

The ‘Kurator’ in Denmark is one possible model and the



Advocate another. Further work is needed to ensure an

casy, continuous and uncomplicated access to
information, advice and support. OECD/CERI will be
publishing a study of eftective transition management
concentrating on the guidance available to individuals as

they move from school into adult life.

However, there are also aspects of inter-agency
collaboration to develop a progressive and coherent
programme for individuals which are emphasised in the
DSS report” and in TVEI studies. Informal family and
community networks are vital. Service systems developed
by statutory and voluntary agencies should support, not

supplant, such networks.

The existence of real choices

Those with disabilities should have the same choices as
others, but in practice choice is limited. Choices offered
are often linked to expectations and objectives. It 1s vital
to avoid stereotyping individuals according to their
disability and to ascertain how far real choices exist for
those with special needs and the best ways of making

those choices available when they do not exist.

Transfer of training and experience

This issue is a complex mixture of the fragmentation of
individual programmes and the extent to which personal
confidence and self-esteem, built up by success in one area
of personal experience, is instrumental in increasing
overall functioning, self-respect and self-presentation in
all areas of life. While it is significant for all young people,
it is particularly important for those whose achievements
may be limited and whose disabilities make readjustment

to new situations difficult.

The role of education

Although transition is a concern of many statutory and
voluntary agencies, as well as of many different

professionals, it is of primary concern to young people
and their families. Because of this, it is important to be

clear about the role of education in the process.

It is important to recognise that many people may be
contributing to the education of a young person. In
addition to lecturers and tutors in post-school education,
parents have a significant educational role, as may social
workers and carers. Vocational training staff and

employment supervisors also have an educative function.

This means that teachers should recognise that educational
functions are shared with others. It also implies that all

those who have an educational role should:

® work within a curriculum framework with clearly

stated aims and objectives;

® develop programmes for individuals within that

curriculum framework;
® review and evaluate the delivery of their curriculum.

For example, the care of people with disabilities,
particularly severe ones, should include an individual
programme to develop and/or sustain personal, social,

independence and employment skills.

Increased self-advocacy should be part of the care of
people with severe disabilities whatever their age. This
‘creative and progressive care’ is an important form of
education. It is vital if individuals are not to remain

expensively dependent.

During transition, education should not be confined to
traditional educational institutions. Institutions, and the
staff within them, have a contribution to make to

education in other settings. Such activities should be an
integral part of the response of colleges and institutes to

needs in the communities they serve.

Staff, qualified and experienced in meeting special needs,
who are skilled in the management of learning and the
development of personal programmes, have skills that are
now required throughout post-school education. They
have much to offer to colleagues in further and adult

education and other services and agencies.

There are three major contributions that staff in further

and adult education can and should make. They should:

e demonstrate, within colleges and institutes, the highest
quality of curriculum development, individual
programming, review and evaluation procedures.
Teachers with responsibility for students with special
needs should have well-developed skills in the
management of learning, as well as an understanding
of special needs, which permeate the whole work

place;

e work closely with other services and agencies to agree
aims for transition and to deliver programmes to

achieve those aims;

® help the other important post-school educators develop

their curricula, their individual programming and their

methods of assessment and evaluation.



Effective transition

The bulletin describes many factors which may facilitate
or hinder effective transition and inter-agency
collaboration. There is, however, a major perceptual and
attitudinal factor which affects all involved and which is
crucial to future progress. This is economic attitude to
disability. Much depends on whether resources devoted
to those with special needs are assessed on short-term
grounds, with their necessity questioned, or whether
resources are recognised as an investment leading to a

saving in the costs of lifelong dependence.

There is now evidence, from studies in Sweden and the
USA, that any money earned by those who are disabled
from supported or subsidised employment is a net gain
for the exchequer. Supported independent living also
provides a better quality of life at less cost to the taxpayer

than pensions and dependent care for life.

Much needs to be done at national and local level to show
that investment in effective transition is of long-term

benefit both to the individual and to the economy.

Conclusion

The most significant contribution to effective transition
involves a positive and creative approach to legislation and
regulation. It is possible to see new legislation and
regulation in a number of ways. Research shows that
implementation varies widely, even where the limits to
possible variation are narrowly defined. Good practice
emerges from a positive interpretation of the statutory
framework associated with a will to make it work for
those with special needs. It involves effective joint
planning, positive assessment and the development of

individual transition plans.
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INTRODUCTION

A high level Conference was held in Paris on 11th and 12th December 1986. Its purpose
was to discuss policies and practices relevant to the needs of children and young people with
disabilities and it had two main themes: integration and transition to adult life. The
Conference was attended by ministers and senior representatives from 21 Member
countries.

It had become increasingly clear, in OECD/CERI work in the field of disability that
educational and other facilities and services for children and young people, described as
handicapped, could no longer be isolated from similar facilities and services for all children
and young people. The means of mitigating the handicapping effects of disabilities and
difficulties are now an integral part of all educational and social policies and practices. It is for
these reasons that it was decided to review policies in three Member countries and to involve
senior political and administrative personnel from all Member countries in a major
conference.

It was considered important at this stage to go beyond discussion with professionals in the
field of disability and involve those who are responsible for determining the life chances of
persons with disabilities in the context of the educational, health, social welfare and
employment systems created for all citizens.

In order to provide background information in depth, three countries, Australia, France
and Sweden, agreed to participate in the review which had two main themes: integration and
transition to adult and working life. Each country prepared a national report supported by
other documentation. A team organised by CERI then visited each country to look at facilities
and hold a series of discussions at all levels. A general report commenting on each country and
discussing common issues was then prepared by a rapporteur general, assisted by other
members of the visiting teams. It is not intended to repeat at length what is in those reports,
which are available. However, a summary of important common elements is an essential
background to the understanding of the Conference discussion.

The report which follows is in two sections: the first is the analysis of common issues,
arising from the material gathered in the three countries; the second part is a summary of the
main proceedings of the Conference.



| Part 1 .
DIFFERENT SETTINGS AND COMMON CONCERNS

It is the different geographical circumstances, cultural heritages and social traditions of
individual countries which first attract attention. What could be of common concern to a
| Scandinavian, an antipodean and a continental European country? It is a strength of the
. OECD/CERI activities in the field of young people who are handicapped that this question is
seldom asked. Although it is relatively easy to minimise the importance of common issues
| when national interests are paramount, meeting the needs of young people with disabilities
l represents acceptable common ground.
Although political policies may vary and countries may differ in their approach to
; economic and social issues, there is a strong communality of interest in determining how best
| to help young people with disabilities to take full advantage of education-and training in order
i to contribute and participate in their local communities as young adults. While solutions to
| problems may not profitably be transposed from culture to culture, clarification of the
f problems themselves and the identification of major factors together with different lines of
approach to them, can be a very positive result of international co-operation.

:
:
i The Selection of Topics

, -~ Inorder to provide a focus for productive international discussion, six main themes were
selected. These are:

i i) Policies, responsibilities and practices in the pre-compulsory school years;

f i)  Aspects of integration in the school years;

! iif) The process of transition to adult and working life for individuals with disabili-

ties;

; iv) Employment, sheltered employment and alternatives;

‘ v) Decentralisation, local responsibilities and equity issues: _
vi) How a social policy for all children and young people, which includes the needs of

i those with disabilities, is developed.

|

The Starting Point

It is now recognised that parental responses to the knowledge that their child has a
disability may be crucial in determining the degree to which the disability may be
handicapping. How professionals in the health service handle this difficult situation is also

9
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very important so that parents are helped to come to terms with their emotions and changed
aspirations and to begin to contribute constructively to their child’s development. A
partnership with professionals should follow, together with a systematic programme of
activities, to minimise the handicapping effects of disabilities. There is evidence that parents
involved in such early programmes become more confident and are able to be more positive in
their relationships with professionals and administrators. At the same time, a child’s response
to an effective programme often increases the possibility of successful integration in regular
schools. It is for these reasons that responsibilities, policies and practices for the pre-
compulsory school period are so important.

The major concern is the legal and administrative responsibility. For example, in Sweden
and certain States in Australia, all pre-school facilities are the responsibility of ministries and
departments of Social Welfare or Community Services. In France, pre-school provision is the
responsibility of the Ministry of Education except for young children with severe disabilities,
which is made in the health sector. At the same time, paediatric services with associated
therapeutic services have a significant influence on parental expectations without always
being sensitive to the contribution of early education programmes. The social welfare or
community services may themselves be commited to a fairly strong non-directive pattern of 1
childcare in which individual children are expected to take what they need from a rich |
environment without systematic adult mediation. The balance between very general childcare |
needs and the very specific needs of some children with particular disabilties may be tilted ,
away from systematic programmes.

A policy of integration in the pre-school period, which provides the potential for social 1
interaction in nursery groups of all kinds, is to be strongly supported. Children with disabilities
who attend such facilities either as individuals or in groups have much to gain as have their 4
contemporaries. However, to be really effective, such arrangements need to include specific i
programmes for individuals with particular disabilities to develop the skills and knowledge 1
which will enable them to profit from education in regular primary schools. Simple exposure in
pre-school facilities is not sufficient. |
Continuity of advice, approach and programmes between pre-school and compulsory 1

.
1
[
|
|
i
1
|

school services are vital. However, different departmental and agency responsibilities and the
pattern of administrative arrangements often result in discontinuities with insufficient
attention to systematic early education programmes in the pre-school period and a lack of
knowledge of what to build on the part of schools and staffs once the compulsory school period
begins.

Thus, from the earliest years, policies for young children with actual or potential
disabilities need to be an integral part of policies for all children and not separate from them.
At the same time, policies for health care, social welfare and pre-school education for all
young children have to' recognise specific needs and the value of early intervention.
programmes and not simply rely on a uniform pattern of facilities and services for all children
to meet such specific needs.

Aspects of Integration in the School Years

Separate facilities or integrative arrangements in regular schools are alternatives which
are the subject of continuing discussion. There appear to be four main issues during the
compulsory school years, namely, responsibility for the education of all children, to what
extent separate special school provision should continue to be made, parental choice during |
the compulsory school years and the secondary school curriculum. ‘
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The three countries illustrate different approaches to the responsibility issue when
providing for children and young people with intellectual disabilities. In France, primary.
responsibility for disabilities which are severe and profound remains with health and social
welfare services. In Sweden, similar responsibilities are assumed by county social welfare
services and in new legislation by municipalities. However, whereas in Sweden almost all of
the provision for such children is made within regular elementary and secondary schools in
collaboration with education authorities, in France only limited moves towards individual and
group mtegratlve arrangements in regular schools are being made by health authorities. Most
provision is in separatc institutions.

The situation in Australia is complicated by slightly different legislation in each state.
The Commonwealth operates within relatively limited boundaries negotiated with states.
While all children are entitled to education provided by public services or paid for by the
Commonwealth in non-government schools, in practice much provision for children with
intellectual disabilities is made in separate special schools or health and social welfare
institutions. However, within some states, a very active policy of integration is being
pursued.

With regard to marked degrees of intellectual impairment, two questions need to be
considered. The first is, should the education of all children, however severe and complex their
disabilities, be the responsibility of education authorities? In some Member countries this is
the case while in others it is not. The three countries illustrate different responses to the
question. Secondly, does the separation of responsibilities for educating children with
different kinds and degrees of disability inhibit progress towards integrative arrangements? It
would appear that separate responsibilities for the education of children with intellectual
disabilities may limit progress towards integrative solutions and perhaps limit the strength of
national, regional and local commitments to an education service for all children.

In almost all countries, children and young people with psychiatric disorders resulting in
inacceptable behaviour, children with severe emotional and behaviour difficulties and those
whose behaviour involves recurrent delinquency, are not usually educated in regular schools.
But with some disabilities, marked differences between countries exist. For example in
Sweden, children and young people with severe degrees of hearing impairment attend special
schools and training institutions in one part of the country, while in many departments in
France provision is made in regular schools.

However, there is little agreement about the limits ‘placed on provision within regular
schools for types and degrees of disability other than serious behaviour manifestations. Much
depends on local attitudes, policies and practices, even where there is a general national
commitment to integration. Resources and staff competency in regular schools are most often
cited as limiting factors. But, a significant aspect of the study of the three countries is the
confusion, inconsistency and marked local variation in which children and young people with
disabilities could and should be educated in regular schools. While delegated powers account
for some of the variation, could a lack of commitment by education, health and social welfare
ministries to a common set of objectives be the major factor?

Another factor influencing progress towards integration in Australia and France is the
extent of educational provision in non-governmental schools. These schools, which include
both regular and special schools, are run by independent groups such as religious authorities,
charities and parents and they receive substantial public financial support. Where non-
government schools provide an alternative to the public education system, a number of
questions arise. Do such schools make provision for children and young people with disabilities
or do they rely on the publlc system to do so? Do they have integrative approaches compatible
with the public system in the same area? A particular example of inconsistency occurs when,



" on the one hand, public finance is supporting separate non- -government spec1a1 schools while,
on the other hand, devoting resources to developing facilities and services within regular
schools.

The issue of parental choice appears to bring further uncertamty intoalready equivocal
mtegratlon pohcles If there is to be a genuine choice between provision with regular schools
and provision in special schools, there needs to be an equivalence in quality of provision in both
separate and integrated facilities. This is not always the case, but the education authority is
expected to maintain two expensive competing systems of meeting special educational needs.
It is uncertain how far parental choice is a genuine democratic approach or yet another way of
avoiding a decision about integration within the education system.

For a varlety of reasons, more progress has been made in educating children with
disabilities in the elementary schools than in secondary schools. Factors which favour such
' progress in the early phases of education are the nature of teacher preparations (where
concern for children has equal, if not more, emphasis than academic excellence in one
curriculum subject), the management of children’s learning by a single teacher and the
narrower range of individual differences in the early years of schooling. There was evidence of
considerable attention to arrangements in regular elementary schools and a recognition by
such schools of their responsibilities for the education of all children.

Secondary schools appear to have been less able to contribute to progress towards
integration. Their curriculum, organisation and objectives remain closely tied to the demands
of higher education. The single subject approach makes it difficult for any one teacher to know
how an individual is responding to his or her education as a whole. There is a major question to
be considered before discussing integration in this phase. What kind of secondary curriculum
best prepares the school population as a whole to become contributing citizens through
employment, social participation and responsible family life as well as serving the narrower
demands of higher education? The responses to this question have a profound influence on the
access of young people with disabilities to secondary education and the same range of options
as their contemporaries.

Two approaches to mtegra’uon in secondary schiools have been evident, very positive
initiatives to support individuals and groups within schools and an active reconsideration of
the school curriculum. The first approach has been pursued in the absence of the second
where, for example, services support individuals with disabilities and enable them to follow a
traditional academic curriculum. For able individuals with a single physical or sensory
dlsablhty, such approaches have béen successful. Both approaches are, however, necessary,
since the traditional academic curriculum not only does not meet the needs of many pupils
with disabilities, but it does not meet the needs of a significant percentage of secondary pupils
without them. It is during the secondary school stage that standards of performance, a current
preoccupation in many countries, become significant determinants of future options. The
question to be asked is what standards are being expected? If these are broadly based and
apply to the quality of the-education provided for the whole secondary school population, there
will be less marginalisation of less successful learners. A significant question to emerge from
the review is how can secondary schools adapt their curriculum, methods and objectives to
provide a more receptive context for young people with disabilities to receive appropriate
education of similar quality to their contemporanes"

The Process of Transition to Adult and Working Life

-Three mterrelated aspects of transition may be distinguished, namely the individual, the

service delivery and the social and economic policy aspects. The first of these refers to the ways.
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in which individual transition programmes are developed, within the range of facilities,
programmes and services on offer, and the degree to which a recognised adult status is
achieved through the individual programme. The service delivery aspect is exemplified by the
ways in which different departments and agencies provide services for individuals who are
disabled during the transition phase. In particular, do they recognise an emerging
independence and adult status in their modus operandi? Finally, explicitly or implicitly,
national, regional and local economic and social policies can been seen to influence transition
by either encouraging autonomy, useful work and participation in the community, or
endorsing a passive and dependent status for young adults who are disabled. Is it financially
advantageous to be a relatively passive pensioner? ‘

The starting point for transition gave rise to two particular issues during the review, the
length of schooling and the effect of being outside the school system prior to transition.
Although the end of the compulsory school period is approximately the same (15 or 16 years),
stopping on rates and entry to further and continuing education for all young people and those
with disabilities vary widely. The high percentage of attendance in upper secondary schools in
Sweden probably accounts for the fact that the Board of Education is responsible for all
provision, including alternatives to school up to the age of 18. Many young people with
disabilities, including marked intellectual disabilities, receive full time education up to their
early twenties. In other countries, the transition process from school has to start at 16 and may
have to be completed, in respect of training schemes, by 17 or 18 years of age. More time is
available in the education system to prepare for transition in some countries than in others
and, by implication, more competence is expected at an earlier age in some countries than in
others. Are these differences directly related to subsequent adult competence?

The effect of being outside the education system at the beginning of the transition process
may also influence expectations, programmes and outcomes. In France and Sweden, for
example, individuals with marked degrees of intellectual disability become the responsibility
of the health or social welfare sector from an early age. Does the sector with responsibility for a
particular disability influence the extent to which vocational preparation, vocational
experience, open employment and independent living are considered realistic expecta-
tions?

The relationship of schemes for all young people to more specific programmes for young
people with disabilities is often confused, mainly because they are planned and administered
by different agencies. An increasing number of training programmes have been set up for all
young people leaving school who do not proceed to higher education or employment. Their aim
is to create a more skilled work force and delay entry to a shrinking labour market. Some
places on most programmes are intended for young people who are disadvantaged or disabled.
It is not yet clear how many individuals, with what degrees of disability, have been accepted in
programmes available to all young people, nor how appropriately such programmes meet their
needs. :

It is evident from the previous discussion that individual comprehensive transition plans,
developed through inter-professional patterns of work, are not yet common. Different sectors,
such as further education, employment and social welfare, tend to carry out their own
assessments to determine eligibility for what they have to offer. A co-ordinated approach is
not common. The Commission technique d’orientation et de reclassement professionnel
(COTOREP) in France is one solution. Experiments in Sweden to have a liaison person to help
young people with physical disabilities receive the help they need appears to have been
successful as do career officers specialising in finding work for individuals with specific
disabilities.

Individuals and their families are still often left to seek information and identify the
facilities and services which might help them. Co-ordination of services for individuals and
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their families after the school period is not a common feature of the transition phase. Two
major questions arise in almost all countries. What sort of co-ordination procedures are
necessary to enable the existing range of facilities and services to be used most effectively?

What sort of case management arrangements will enable individuals who are disabled and .

their families to choose appropriate and continuing services within a comprehensive transition
programme?

Employment, Sheltered Employment and Alternatives

Paid open employment remains one of the most significant indicators of adult status in

developed countries. It is an even more critical manifestation of competence and independence -

for young people who are disabled. Even in periods of high youth unemployment, there is a
strong drive for an equitable share of job opportunities. This is increasingly being recognised in
economic, social and employment policies where an ability to maintain a degree of productive
capacity, albeit supplemented by social sécurity payments, is not only better for the
individual’s self image, but also a significant economy measure.

Given that employment is an objective, it is interesting to note how.often vocatlonal
preparation and training for young people with disabilities is not the responsibility of
departments of labour or employment and what criteria are used when it is. In Sweden, those
with intellectual disabilities remain the responsibility of the special service for them. In

Australia, most work preparation programmes and centres for young people with disabilities '

are the responsibility of Community Services. In part, current practices result from the initial
steps towards employment being taken by voluntary associations whose natural source of
funding is social welfare. In part; they result from decisions about employability being taken

. before entry to programmes rather than as a result of responses to them. There remiains the

significant question of how far the employment or labour sectors at national, regional and
local level should be responsible for the vocational preparation of all young people, including
those with disabilities? i

One specific issue is the contribution of sheltered workshops to the employment of young
people with disabilities. The objective set for such workshops is often commercial
competitiveness. The commercial objective appears to have two consequences.. The flow of
workers to open employment is limited to a small percentage and there is a tendency to recruit
disadvantaged. and slightly disabled individuals. .Currently, sheltered workshops do not
appear to. be offering many opportunities for young people with significant disabilities when

they leave school. Indeed, it may be easier to find supported open employment' in some

areas.
The most common alternative to open or sheltered work is some form of day activity.

centre. Traditionally, the programmes of such centres have been largely diversionary. . ..
However, it is evident that many centres are developing a new sense of purpose and activities - =~ .~

now include community based work. Individuals participate in decision-making and in social

and recreational activities with others. Some programmes lead to a small number of -

individuals entering open employment.
An important option for the school leaver is the 1nva11d1ty pension. Its award assumes a
significant degree of disability and, in some cases, an inability to be employed. The possibility

of having such a pension on leaving school is said to be a disincentive to involvement in an.

active transition programme. Decisions taken at the time of leaving school are predictive and
can only be based on school performance without experience of vocational training, work or
independent living programmes. Much discussion in Sweden has centered on the need for
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transitional financing such as a training allowance for a period, say three years, before a
pension for life is granted. The issue is, however, a general one. What forms of financial
support are necessary to enable an individual to follow a comprehensive transition programme
and how long should these financial arrangements be made before a long-term disability or
invalidity pension is awarded?

The most important consideration which affects the transition of all young people to adult
and working life is how to develop new relationships between departments and agencies
responsible for employment and those responsible for unemployment, disability and other
benefits or pensions. In some cases, one department of government may unwittingly be
working in a different direction to another. Acceptable alternatives to traditional forms of
employment, which give the individual a sense of worth, need to be found. It is partly a
question of recognising a continuum of options and developing the available range on that
continuum and it is partly a question of looking at the current distribution of responsibilities.
Above all, it is a question of not only recognising the rights of individuals with disabilities to
the same life opportunities as others but providing the means by which they can be in a position
to take those opportunities. In considering employment and acceptable alternatives for all
young people in a changing labour market, how can meeting the particular needs and
aspirations-of those who are disabled become an integral part of that consideration?

Decentralisation, Local Responsibility and Equity

There have been changes devolving decision-making to regions, municipalities and local
authorities in all three countries. Decentralisation has involved both delegation to elected
local authorities and to administrators and professionals. A number of reasons have been
given for these changes, such as increased local democracy, greater sensitivity to local
conditions and the better management of resources. The trend appears, however, to have been
stimulated by a general lack of confidence in the efficacy of national policy decisions and
programmes for such major problems as unemployment and a hope that local initiatives may
be more effective. This general trend raises a number of significant issues about facilities and
services for individuals who may be disadvantaged or disabled.

The situation in Sweden illustrates a general point. Since 1980, there has been new social
legislation delegating responsibilities to municipalities at the same time as providing them
with block grant finance for all their services. At a time of financial restraint, this has led to
variations in provision and services from authority to authority. By the time further legislation
was enacted, to come into force in 1986, safeguards had been built in. These were in the form
of requirements that local authorities provide five types of facility for individuals with
intellectual disabilities. On the positive side, there is increased local democratic decision-
making. However, there is also a less well recognised move from national policies based on a
“services for all” concept to local policies involving a “rights model”. The traditional patterns
of social services for all, including individuals considered handicapped, presents major
problems in times of economic restraint; these difficulties are no less evident at local authority
level. But the introduction of rights for one disability groupis initiating a pressure for rights for
others and it is not clear where a line could or should be drawn were all groups to have similar
political influence or pursued their cases in law. Thus, the question of whether policies and
practices for young people with disabilities should be within a “services for all” approach or
through safeguarding the rights of particular minority groups is a significant one.

The means of ensuring that funds allocated by central government to state, regional and
local governments are used to implement national priorities and policies is a second issue. The
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block grants to municipalities in Sweden, the allocation of funds to states in Australia and
regional responsibilities as well as departmental administrative ones in France all reflect the
same problem of ensuring that decision-making at local level is in line with national
intentions.

From the point of view of individuals with disabilities and the voluntary organisations
which represent their interests, this decentralisation of funding presents particular difficulties.
National organisations which have achieved an effective working partnership with govern-
ment departments have to try to achieve an equally effective partnership at local level. The
legal system in each country requires that individuals take action to ensure the implemen-
tation of laws and regulations and without “class actions”, as in the United States, there is
little use of the legal system to ensure appropriate service delivery. The significant question is
what measures need to be introduced, where responsibilities and funds are delegated within
general frameworks, to ensure an equity in provision and services for individuals who are
handicapped? :

Where criteria for social programmes, invalidity pensions and other benefits are centrally
determined and where educational, social welfare and health facilities and services are
allocated at regional or local authority level, it is difficult for a co-ordinated and coherent
system of case management to take place. From the point of view of individuals and their
families and of voluntary organisations, inconsistencies and breaks in continuity occur. Is it
advantageous having a local point of service delivery if the approaches and practices of
national, regional and local services are not consistent? This is a specific aspect of the more
general equity issue already discussed.

The Development of Social Policy

It seems reasonable to conclude that, whatever the political philosophy and broad stance
that is taken over social issues, social policies for those who are disabled tend to result in a far
from coherent set of practices. Sometimes different sectors could be seen to operate at cross
purposes as, for example, where education and labour departments might be pursuing the
objectives of maximising autonomy and economic self sufficiency while at the same time
social security agencies might be providing pensions and services on the basis of an individual’s
total economic dependency. Two unrelated approaches are usually taken to policy develop-
ment. On the one hand, there is a relatively late attention to tidying up general policies for all
so that they do not exclude or prove more handicapping for individuals with disabilities and.on
the other hand, a set of initiatives, often disability specific, which, though intended to
normalize individual lifestyles, nevertheless by their existence create separation and a
“handicapped” identity. Such coherent social policy as there is seldom appears to include
those with disabilities as an integral part of the population as a whole.

Messages to individuals are seldom clear. Should they strive, as many seek to, to be
contributing and participating members of their communities or are they expected to be the
dependent objects of charity? What is the extent to which individuals considered to be
handicapped have the opportunity to make crucial decisions about the service and lifestyle
appropriate for them? Either the range of available choices is more limited than for others, or
social, economic and. personal objectives are determined, implicitly or explicitly, by
government departments for those deemed to be handicapped. Disability and handicap are
often treated as synonymous concepts. Planning assumes homogeneous categories of
handicap rather than a varied individual response to the same disability and thus to its
handicapping effects. Choice and expectation are limited as a result and adult status is neither
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expected nor accorded. Packages of measures for groups defined by degree of disability allow
little flexibility to respond to continued individual development, increased autonomy and
potential economic self sufficiency, all of which are now known to be possible given time,
opportunity and clear objectives.

" Major considerations, including decentralised policy and decisionmaking, the co-
| ordination of services and individual case management, have already been discussed. One
L aspect that has not is the allocation of resources at national, regional and local level to

different departments and agencies of government and voluntary organisations. On what
) basis are decisions reached about the resource needs of those who are disabled? How much say
} do such individuals have in determining their needs? Above all, are resources always to be

channelled through institutions and professions or are they made available to individuals as
" they achieve adult status to choose and/or pay for the services they need depending on the
‘ kind of economy in which they live. The final and most significant issue is how to develop a

coherent social policy for individuals with disabilities which minimises the handicapping

effects of those disabilities and enables individuals to live the same quality of adult life as

fellow citizens.

The summary of reports in Part I introduced discussion at the Conference. It served as a

brief recapitulation of issues raised in the substantive country and general reports made
t available.
|
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Part 11
CONFERENCE COMMENTS AND CONCLUSIONS

Mr. E. Kenny, Minister of Education in Ireland, was installed as Conference Chairman.
The first of the four main Conference sessions was opened by the Deputy Secretary General of
the OECD, Mr. Vinde. The first session began with statements from the ministers present and
concluded with a general debate to which many participants contributed. The second session
concentrated on the theme of integration and the third on the theme of transition. The final
session was devoted to a consideration of possible ways forward in the development of social
policies which integrate the needs and aspirations of those who are disabled.

The six ministers from Australia, Sweden, France, Norway, Ireland and Portugal,
together with the three experts and members of the Secretariat, acted as a steering committee.
During the meetings between sessions, the group discussed trends and helped to formulate the
agenda for the final session.

The Opening Session

The Deputy Secretary General, opening the Conference, reviewed the work of CERI in
the field of disability and handicap since 1978. He drew attention to the changed definition of
handicap as a social construct, to the changing pattern of work and its importance to the
disabled and the crucial significance of high expectations. It is not enough to say that there are
equal opportunities. We must provide the means for making those opportunities real.

Mr. Bengt Lindqvist, Swedish Minister for Family, the Elderly and the Handicapped,
then made a keynote statement which did much to set the tone and quality of the subsequent
discussions. He drew attention to two recent OECD events: the 25th Anniversary Symposium,
and the meeting of ministers of Labour. New technologies, particularly information
technology, are creating revolutionary changes which will be felt by all in society. There are
risks that these developments will be negative for groups in society who do not have access to
the new technology. There is also the risk that high unemployment rates will marginalise large
groups in society. To allow this to happen would lead to a moral erosion of our societies. From
this perspective, disabled people are particularly vulnerable. There is no reason for defeatism
since the new technologies can open up new opportunities, and better education for all may be
a decisive factor in equalising those opportunities.

Deregulation, the development of local decision making and privatisation seem to be
tendencies occurring in most countries. There is a growing awareness that this will affect the
situation of groups with weak or very special positions in society. The issue of establishing a
balance between decentralised responsibilities and national safeguards is one of the most
crucial.
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For a dynamic discussion of the problems of people who are disabled, it is necessary to
distinguish between the disability itself and the problems that are created around those who
have it. Handicap occurs when disabled people encounter physical, cultural or social barriers
which prevent their access to-various societal networks. Another way of putting it is that
handicap is the loss of opportunity to take part in our communities on an equal basis.

Developing integrated education was a matter of concern to all three countries and
involved breaking down prejudice and restructuring resources. We should not attempt to
establish any limit to the process of integration. If we had done so some years ago, we would
not have thought possible many of today’s practices.

He said more attention should be paid to the social and psychological situation of
disabled youth. We should recognise that everyone has the right to work and the goal for those
with disabilities is work, not pensions. To achieve this, it is necessary to provide support
measures for transition, job orientation, job counselling and efficient work adjustment as well
as tackling co-ordination problems during transition.

Concluding, Mr. Lindqvist welcomed decentralisation as a chance for increased local
democracy and the better management of resources. He underlined the necessity for national
safeguards to ensure equal rights. He concluded by urging that the needs and aspirations of
people who are disabled be integrated in the general discussion of how to shape future
society.

Mnme. Alliot-Marie, Minister of State for Education in France, followed by reviewing the
progress made towards integration in France. Describing the steps taken, she stressed the
importance of early intervention programmes in promoting integration. An understanding of
the needs of children with disabilities should enrich schools for all children. It was also
necessary to foster integration between the policies and practices of education, health and
social affairs departments.

There were sometimes negative effects when placement in a regular school took place
without planning and support. Whatever was done should help the young disabled person to
integrate into society and work. We should also recognise that understanding the needs and
problems of those who are disabled will also help to understand the needs of all.

The Minister of Community Services for the Commonwealth of Australia, Sena-
tor Don Grimes, stressed the need to change attitudes, to raise expectations and free those
who care for children and young people with disabilities from blinkered thinking. There was a
need to question traditional practices, and disabled people should be involved in decisions
about their lifestyles and about the appropriateness of services for them.

New legislation in 1986 created a framework to enable local communities to develop
services in co-operation with disabled people. There were problems in reallocating resources
and overcoming the resistence of traditional voluntary organisations and of some parents. It
was important to have clear principles and goals and to recognise that young people with
disabilities, and their parents, are the real experts.

The Norwegian Minister of Education, Mrs. Grendahl, spoke of the role of the media in
changing attitudes towards disabled people. She reiterated the importance of new techno-
logies in facilitating integration in both school and in working life. Co-ordination of services
for disabled people is one of the most difficult tasks since often it is the “law of the jungle” that
tends to prevail. Decentralisation required the co-ordination of services at all levels. There was
often no one person with the authority and means to effect co-ordination. She called for the use
of positive discrimination strategies to promote equality for disabled youth. To achieve
equality, taking into account geographic, social and minority group differences, requires such
positive discrimination. With budget restraint, we also need to share limitations on what is
possible. Cuts should not just fall on minorities.
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The final presentation was made by Mr. Pinto Sancho, Secretary of State for Labour and
Social Security in Portugal. He stressed the need for the positive promotion of the employment
potential of young people who are disabled, the need for co-ordinated approaches, and the
importance of a good information service for families and disabled young people.

Mr. Kenny, Chairman, then invited general discussion structured around four main
themes:

a) There should be only one comprehensive social policy. Policies for those with
disabilities should not be separate or merely the consequences of other policies;

b) Integration in the education system cannot be discussed separately from general
policies for primary and secondary education;

c¢) There is need for coherent objectives for services so that pensions /benefits and other
provision enhance autonomy and competence;

d) Young people with disabilities have the same human rights as others and thus have
a right to adult status. Professionals and services do not yet accept this view in their
practices.

A lively discussion followed centred on these themes, together with descriptions by some
Member countries of their policies and programmes. The need for strong co-ordinating
mechanisms was widely recognised with only the representative of the Netherlands indicating
the existence of effective councils at national, regional and local levels.

A second set of contributions concerned the work of consultative committees of disabled
persons. A number of comments indicated the increased contribution to policy making of such
groups. A recent conference of disabled people in Denmark had resolved that integration has
nothing to do with physical structures but with membership in society. Disabled people want
to be informed about the preparation of legislation, to be represented on all commissions and
to be represented on permanent groups to implement legislation. The point was also made that
groups of disabled need resources if they are to be enabled to participate effectively in policy
development.

The importance of change starting from the grassroots was also stressed. It was not so
much a question of integration, but of a quality of life which might be best described by the
term participation. There was a need for an agreed and co-ordinated approach to issues by
disabled persons, parents, voluntary organisations and professionals. Politicians tend to use a
lack of consensus to justify inactivity.

The question of integration in school involved curriculum change. Experience had shown
that integration in school is a necessary prerequisite to integration into society. It is important
to develop a total school policy since a failure to include special education within educational
policy in general results in segregative thinking. The question for the ordinary school should be
“Who is not here?”.

There needed to be a new approach to transition which broke the often linear progression
from one special institution to another. A better partnership between employment and social
affairs was necessary to provide a system of support mechanisms sensitive to individual
differences.

In all the initiatives being discussed, there was a tendency to delegate more and more
responsibilities to local authorities. This increased reliance on local initiatives to solve major
national problems was seldom accompanied by the transfer of resources in times of financial
restraint.

The first session was summarised by Dr. M. Gerry who made the following main
points:

i) Theissue of integration is evolving; some participants felt it was not a passive term
and although the principle is accepted, we now need to ask the question “who do we
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segregate?” It is social institutions that segregate. The distinction between ‘
desegregation and integration needs to be made;

ii) Gainful employment as the goal for disabled youth was generally accepted;
however, if real, rather than token, success is to result, then industry must become
an active partner in promoting employment;

iif) If equal rights and adult status for disabled people is to become reality, then they
must be participants in framing the laws and in the discussions that determine the
course of their lives. New information technologies can have a significant impact in
providing supportive mechanisms facilitating the participation of disabled youth in
adult society;

iv) The impact of government decentralisation can be significant in balancing the
interests of marginal populations and protecting them against the tyranny of the
majority. The transfer of budgets within the context of present economic reality was
seen as the main difficulty to overcome concerning this issue;

v) There was a need to establish a set of national goals for social and educational
policies to facilitate inter-agency co-ordination, coherent policy development and
the systematic allocation of resources to support those goals.

An important factor in the evolution of social policy is who speaks for disabled people. Is it

parents, professionals or disabled people themselves? Legislation supporting equal rights is
only effective if the legal system can be readily used by the individual.

Session Two: Integration

The session opened with a review by Mr. B. Cerquiglini, Directeur des Ecoles of the
French Ministry of Education. Looking at the history of special education, he saw it as an
evolutionary process. Legislation and regulation in France has attempted to create conditions
for children who are handicapped as similar as possible to those of other children and to bring
special provision into the public sector. Regular schools need to become more sensitive to
special needs and to open up possibilities to a wider range of children. Teacher training is an
important contributing factor to the successful introduction of change.

Integration is not a simple matter of transferring children from one situation to another,
but also involves integrating systems and integrating the approaches of many different
agencies. It is not possible for ministries of Education to proceed in isolation from ministries of
Health and Social Affairs. Joint action is needed, but we also need tools to assess the effects of
policy changes in special educational provision.

Mrs. Grendahl reviewed developments in Norway. She stressed that the focus had been
to change regular education and eliminate unnecessary distinctions between children with
special educational needs and others. This principle of stretching the regular school and
according the right of all children to be educated in them has recently been extended to the
upper secondary school. Practising integration influences regular schools and there has been
evidence of curriculum change. The next stage is to improve the quality of integration in the
context of improving schools as a whole.

Discussion started from the question whether there were more or less children in special
schools than five years ago. To which a further question was posed, namely, “Why do we
segregate?”. The specific needs of children and young people with disabilities led to a
discussion of a broader group for whom traditional schooling was said not to be successful. The
size of this group was set between 15 and 30 per cent of the school population. Running
through the debate was the issue of how to create “schools for all”. A second related issue was
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how to strike an appropriate balance between the social and academic objectives schools are
expected to attain.

There was confusion between the principles and practices of integration as some people
tend to set limits on integration, in terms of either the nature, or degree of disability. It seems
necessary to recognise that there could be no compromise on the principle although achieving
integration in practice is a long process with practical limitations; there cannot be a real
commitment to a limited principle.

Some participants saw resources as the major concern considering that integrative
arrangements demand extra resources. This was questioned in two ways: the first was whether
extra resources were only needed for a transition period, or were a long-term consequence of
integrative arrangements? The second approach concerned the distribution of resources
within the education system. It was not always the absolute cost but the priority and social
status of different provision. Examples were given where sport and music were taking up many
more resources than special education, but where the latter was still considered the most
resource-intensive sector. :

Integration in school is an important preparation for integration and participation in
society, not only for those with disabilities but also for their non-disabled contemporaries.
Again, the importance of teacher training was stressed. '

The final and most significant thread running through the discussion was the question of
political will for change. Where changes have been most evident, there is a clear will on the
part of national or local politicians to effect change. This seemed more important than many of
the practical procedures to bring about change that were also described.

The session was summarised by Mr. J. Fish, who said there had been recognisable
progress towards integration in many Member countries. Some of the necessary preparations
for integrative arrangements could also be used to retard progress. Research, committees,
resources and training were important but could delay commitment. For example, research in
the United States had shown that having a child with special educational needs in the class
and having consultant teacher support readily available, was made more effective than
traditional preparatory training.

Pupils and their parents with long-term experience of separate special schools may be
reluctant to choose an integration option. More seems to be expected of children with
disabilities in regular schools than is expected of other children who are accepted for what they
are. The major conclusion of the session was that we should seek to develop schools for all. The
justification for segregation should be constantly questioned. A

Session Three: Transition to Adult and Working Life

Senator Grimes opened the first session on the second day of the Conference. He argued
for an agreed policy and a co-ordinated approach to transition. We needed to develop
strategies to help people with disabilities to cope better. It was necessary to lower risks but not
to eliminate them. It was important to increase the capacity for meaningful choice. The goals
were economic self-sufficiency and independent living. Mechanisms existed to achieve these

goals but approaches are fragmented and it is necessary to seek greater coherence.

He went on to question many of the mistaken assumptions made about people with
disabilities and the low expectations of those who are for them. The three phases of transition
~ the final school years, further education and training, and the early years of work and
independent living — were treated separately. There was a lack of continuity as individuals
passed from one area of responsibility to another.
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Although a lack of jobs is a reality for all youth, negative attitudes on the part of
employers and parents may make it even more difficult to obtain work for young people with
disabilities. Education must begin preparing these young people for work in the final years of
schooling on real work sites. Education, further training and vocational services need to be all
a part of a concerted plan, to be followed up into working life in order to not lose skills on the.
way.

There was a particular problem at the age of sixteen where individuals had to decide
whether to go on with a transition programme or accept a disability pension. What was needed
was a suitable income support system, including tax incentives and subsidies to encourage
employment and independence. It was necessary to encourage, without patronising.

Mr. Pinto Sancho then stressed the importance of reformulating the employment goal by
building bridges between schools and work. For those with disabilities, the first step to
participation was co-presence in the same situation at school or at work.

The discussion which followed included statements of policy and practice by some
Member countries with a number of themes emerging. One view was that schooling was
sometimes an elaborate preparation for a life-long pension. The nature of an appropriate
secondary curriculum for transition was also questioned. We need to be much more critical of
special settings for children and young people with disabilities. Also, there was too much
reliance, in education and training, on generalisation. This approach is less effective than
specific real experience. The best preparation for work is work.

A second theme was the need to give more responsibility to those who are disabled. They
should participate in policy-making and planning. Young people with disabilities should be
part of the youth culture with the same opportunities to experiment as their contemporar-
ies.

The workplace was seen as a crucial area of social interaction for disabled people. It was
suggested that in some cases, 20 per cent of those with disability pensions could get jobs. The
isolation and lack of throughput of sheltered workshops was criticised, but there were also
those who saw these workshops as an important part of a range of provisions.

Individual case management through the period of transition was also an issue where
department and agency responsibilities were not always clear or known by individuals and
their families. The work of the Kurator in Denmark was described as one significant approach
to continuity and coherence in case management.

Fragmented planning and a lack of co-ordination of services at the local level were also
mentioned. The view that governments were more concerned with the nature of service
delivery systems than whether individual needs were being met by those services was
expressed. There was a need to revamp the social philosophy being applied to disability. We
should redefine the direction of development in a coherent set of principles which would act as
* parameters for policy. This would involve defining transition objectives for all young people
within which supporting arrangements for those with disabilities would be based.

Dr. E. Montobbio summarised the session. He said integration into the adult world
seldom enters the future plans of parents of children and young people with intellectual
disabilities. Integration means role allocation in society, but the roles must be genuine. Many
countries have decided that it is much easier to give pensions to those who are disabled rather
than assign them roles. For an active life in society, it is necessary for integration to the adult
world to be preceded by integration in school.

There are four areas calling for effort and commitment:

i) The legal and political area where national and local intiatives can be made;
ii) The organisational level where backup services to support those with disabilities in
the community are necessary;
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iii) The level of direct assistance through training in real situations;

iv) The cultural level where it is necessary to work to create conditions conducive to the
acceptance of those with disabilities in a society which is responsive to their
needs.

Session Four: Implications for Future Policies

After lively discussion through the Conference, the final session attempted to focus on
major outcomes and translate them into concrete policies. Mr. Lindqvist opened the session
and was the main animator. He said that it was easy to agree on paper, but papers do not
change lives. What actions can we take? Achieving equality involved widening the circle of
those who participate. If there is a right to education, then “schools for all” means that the
same people must be responsible for all pupils. There is need to look at the distribution and at
the curriculum to include and allow for individual variation. We should ask who is segregated
and why?

In a “society for all”, there is no equality if some work and some do not. The right to work
is important to the self-esteem and independence of those who are disabled, including those
with severe disabilities. The question is how to structure the labour market and get the right
relationship between pensions and work.

Decentralisation, new technology and a scarcity of resources are the three trends evident
during discussions. How to serve the needs of the disabled in a decentralised system was a
major question. With respect to resources, ministers of Labour meeting at the OECD had
already said that priority should be given to disadvantaged groups. It was necessary to
restructure resources that currently support segregation to suppoit integrative measures.

As a result of the Conference, CERI should:

i) Analyse the consequences of the discussions that have been held;
i) Look at the consequences of new technology in the field of disability;
i) Involve more disabled people in CERI activities;
iv) Make known the Conference documentation to OECD activities in general and
urge the inclusion of matters concerning disabled people in other OECD
programmes of work.

The final discussion accepted the importance of the “school for all” approach as the basis
of responsible citizenship in a democracy. It involved continued curriculum development and
attention to teacher training. It also required a counselling and guidance system like the
Kurator system in Denmark. Other contributions described initiatives in Member countries.
Because many of the means to achieve integration and a better transition now existed, the
question was not whether these objectives were possible, but whether they were wanted.

During summaries by Dr. Gerry, Dr. Montobbio and Mr. Fish at the end of the session, it
was recognised that there were still difficulties in arriving at generally accepted definitions,
for example, of integration. This was particularly true in respect of the reservations made by
individuals. The question of what was school success and the balarice between academic and
social goals in secondary education was a difficult one. Choice, in tefms of independent living,
economic self-sufficiency, social and family life, involved three sets of goals: individual/client
goals, agency goals and national goals. Finally, where are all the services and systems taking
us in terms of the personal development of the individual with a disability? Handicap is not an
illness and we need to address the issue of the healthy development of self-esteem and

~adulthood with a recognised contribution to the community from those with disabilities.
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This was the first high-level Conference held by OECD/CERI in the field of disability
and handicap. It was evident that since the start of work in the field in 1978, much progress has
been made in forming networks of specialists, identifying innovative practices and developing
a framework for the discussion of common issues. Areas of future work were identified and
major concerns clarified during the Conference. Perhaps the most significant conclusion was
the reaffirmation that disability is not a peripheral issue, but an integral part of social and
educational policy. It is no longer acceptable to look at disability issues as an afterthought in
policy development. It was for this reason that the final session recommended that the
Conference papers and discussions should be brought to the attention of the OECD Council
and to other areas of work within the Organisation.
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POSTSCRIPT

A provisional report of the Conference was made to the OECD Council on the
9th of January 1987. That report outlined the agenda and main themes of the Conference and
set out six conclusions to be drawn from its work:

i)

i)

ifi)

vi)

The attribution of handicap as an individual characteristic is unacceptable. The
degree to which disability becomes handicapping depends on interaction with the
environment, other people and the organisation of society — hence the overriding
importance of the acceptance of the integration principle in school as well as in
work; the problem then becomes one of how to overcome the difficulties in the
practical application of this principle;

Integration within the school is the first essential step. However, a policy for a
“school for all” (in the Swedish Minister’s words) has important consequences,
above all for resource allocation and the development of curricula and pedagogy,
including teacher education suited to individual differences, implying a general
educational plan for all and including the disabled, from early childhood
onwards;

Recognising that young people with disabilities have the same human rights as
others and, thus, the right to adult status; paid employment must be the main
objective, though other forms of useful work and valued activity cannot be excluded:
as possible alternatives in times of job shortages;

Income maintenance was not enough and pensions for disabled persons should not
become disincentives to seeking paid employment; there is a role by governments to
stimulate employment opportunities for such persons within both the public and
private sectors. This would call for appropriate legislation, the setting up of
intermediary services to link the milieu for disability to that of work and sustained
strategies to change public attitudes, particularly those of parents and of
employers; .

Above all, there was a need to involve the disabled themselves in schemes and
decisions affecting their future and creating an environment in which they could
develop their self-esteem, independence and capacity to cope and this could best be
done if they were to be involved in actual work situations;

Finally, it was recognised that in all this the major bottleneck which remained was
the co-ordination of policies and services among the various ministries and
government departments concerned.

A further plea was made to bring the issues discussed at the Conference to the relevant
bodies of the Organisation, particularly the Committee for Manpower and Social Affairs.
There was continued support from Member countries for this area of work.

The Council noted the provisional report on the CERI Conference and requested the

Secretary General to transmit the provisional report to the relevant bodies of the
Organisation.
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Rep. Steny H. Hoyer won applause for. hxs work on bill for dlsabled.

S potlight I inds I oyer

Congressman Leads Charge for Dlsabled

By Kent. Jenkins Jr.

" Washington Post Staff Writer B

For Maryland Rep. Steny H.
Hoyer, usually one of the sup-
porting actors on Congress’s
stage, this was his first role as
leading man.

."Hoyer spent months oversee-

ing legislation that would ban
discrimination against the dis-

* abled, and last week his House -
" . colleagues passed it. overwhelm-

- .ingly.

As network televxsnon cam-
eras looked on, Hoyer  was
greeted by cheers and applause
from disabled people and their
_lobbyists, who called the bill the

“'most xmportant cxvxl nghts act -

-“passed since 1964.

““If it weren't for Steny, said
" Patrisha Wright, chief lobbyist
for a coalition of disability-rights

" groups, “we would not be talk-

ing a major victory today.” ’

Hoyer is no stranger to the
limelight. He is chairman of the
House Democratic Caucus, the
fourth-ranking job among his
chamber’s Democrats, and a

"member of the influential Ap-
But -

propriations Committee, -
this was his first time taking the
lead on such a major natlonal
issue.

“When I get money for Metro
or the Baltimore-Washington
Parkway, there’s nobody there
cheering you on,” said Hoyer, a
longtime Prince George’s Coun—
ty politician..

“That’s sort of - expected of
me. It’s particularly gratlfymg
to be successful on this.” ‘

During nine years in the
House, Hoyer has established
himself as a consummate polit- "
ical insider.

His job as caucus chairman is

See HOYER, D5, Col. 1

-
‘

--J
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Rep Hoyer Takes Center Stage on Disabled Issue

" HOYER, From D1

long on politics and short on ideol-
ogy: He brokers compromises, as-
sembles coalitions and monitors the
collective mood of his Democratic
colleagues.

He initially took up the disabil-
ities-rights legislation because of
friendship, not philosophy. Its orig-
inal sponsor was Rep. Tony Coelho,
who resigned from the House last
June after questions were raised

.about his. personal financial deal-
ings.

Coelho cares deeply about the
bill, in part because he has epilepsy.
As he left Congress, Coelho asked
Hoyer to step in. :

“This was going to be a tough bxll
because it inconveniences a ‘lot of

people,” Coelho" said. “I needed

somebody to replace me as a driver,

" a well-respected insider. Steny was

the first person I went'to.”. AR
But ‘as: the proposal’s House

sponsor, Hoyer entered an arena in

which the philosophical.and financial ...

. ‘conflicts 'were sharp. NN

‘ Desplte what one lobbyrst called

the. bill’s™; motherhood-and-apple

termmed opposition. among busi-
ness organizations worried about
lawsuits and the cost of compli-
ance.

Before the llght was over, Hoyer
had bruised the feelings of some of
the bill's opponents; one business
lobbyist says “we were not listened
to.”

Hoyer also displayed uncharac-
teristic passion, at one point taking
the House floor to denounce an ef-
fort to weaken protections for peo-
ple infected with the AIDS virus as
“the Jim Crow amendment of
1990.”

In battling for the bill, he made
some new friends as well.

Lobbyist Wright said that when
Hoyer took over management of
the legislation, “I was concerned

. because he was never one of -

the people I turned to historically
on civil nghts issues. But I-quickly

" learned I was in good hands.” Ralph -
- Neas, executive'*diréctor- ‘of: the -
‘“Leadership Conference -on --Civil *
--nghts <said Hoyer brought “tre--

mendous procedural knowledge and

tremendous commltment” -to the g

b 1. )
4 Rep Vlc Fazno (D Callf) sald that :
xH0yer s high-profile” advocacy was '

pie” appearance titfencompassed i xnotlced by his House colleagues.

several .politically volatile' issues, .-
such as ‘safeguarding the rights of !i\"toward leadership are usually gen-’

people’ with* AIDS and recovering ~

: “Because people who : gravrtate.

.. eralists, Steny has not: been iden-

drug addICts,.‘T here was also de-: R - tified with a particular’ lssue,” Fazlo

said. “The Americans with Dlsabll-
ities Act has become his issue.”

Hoyer said, “Historically, I have
been perceived to be a good poli-
tician, someone who knows how to
work the system or work the com-
munity, “I have not been perceived
to be issue-oriented.”

Hoyer built his reputation in the
House by being what' he calls “a
nuts-and-bolts, institutional, in-
house” person.. Columnist Christo-
pher Matthews, who was the top
aide to former speaker Thomas P.
“Tip” O'Neill Jr., calls Hoyer one of
the House's “shop stewards.”

“According to House members
and lobbyists, Hoyers negotiating
skills were crucial in guxdmg the
disabilities bill.

When Hoyer took over the bill, it

had passed the Senate and been
endorsed by President Bush. But
critics, particularly conservative
Republicans, contended that little
thought had been given to -the
measure’s legal and finaucial ram-
ifications. And because of its scope,
the bill faced a difficult trip through
four House committees,

To simplify the process, Hoyer
spent months negotiating with Rep.
Steve Bartlett (R-Tex.), who con-
sidered the bill too expensive and so
vague that it would spawn tons of
lawsuits. Late last year they pro-

duced a compromise that drew

widespread bipartisan support. The
bill then moved smoothly through
all four committees and passed the
House with only 20 votes in oppo-
smon )

B

Bartlett caIls Hoyer “the most
formidable ‘adversary and most re-
llable ally I've ever enc()untered
“The 'concepts’ of ‘this bill were easy
but getting the right: words toac-,
complish 'them ‘were tough .; o i He-
had an understanding of the politics
of the i issue without. bemg slavish to

to modxfy the measure to reconcnle B
wxdely varying viewpoints.. . ¥ .
Nancy Fulco of the U.S. Chamber

) of Commerce ‘said "Hoyer “was'try-"

ing to. serve a constituency in the-

dlsablhty commumty. but; hetalways 1
“made himself available. to us'to" liga+
-ten. We did disagree, but our argu--l

ReLE oy e By ‘f “*ments were reasonable.? 154 1 SR

politics.” = . ' iEN 4 ;

The bill bears the. m_arks of leg- o

A few "differences” between the ‘
' House and Senate versions of. the

islative give-and-take, . bill remain to-be" worked “out;’ but:

, When Bartlett and other Repub o g
hcans complained .that the  cost of,.; ::)l;e]:llllécoul{dibe Sqme la1w byl t,he_end !

making - buildings accessible to the R
disabled might bankrupt small-busi= " begéztw}g;‘;egl:nt?ﬁel;lg(;z]:etﬂ;nggg ¢
nesses, language was added requir-. ! the institution; 'people’ can see him !
ing."- only: readlly i achlevable ‘'as a substantlve person, Coelho
changes...:. - . wip 4 UV sl By said, o i T e
Hoyer said he’ sought to under. %" But“it could’'make addmonal‘l
stand the objections of the bill’s op-; work for him as well “The hxghess
_ponents, visiting 'a grocery’ store1 : compliment ' ‘I’ “can " give ~ him,":
“and riding an Amtrak train to ‘listen ™ . Wright said, “is that'I'will ask him| |
Lto objections. Then,' according "'t aoto! sponsor addltronal bllls ‘in‘“the’t
* many of those involved, he was able */! future,” "% F.f7 ¢ 7 il i .'{
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ACEGR TION

For the past ten years OECD/CERI has been studying the process of
transition from school to an adult working life for young people with
disabilities. The project has been actively supported by the US Departments of
Eduction and Labour. During this time a number of studies have been carried out
in various Member countries on innovative approaches relating to the
transitional phase.

Several reports have been produced as a result of these studies which
analyse the situation in the countries concerned and offer policy
recommendations. The issues and conclusions reached in the report "Young People
with Handicaps - The Road to Adulthood" (1986) were found to be particularly
relevant to United States policy makers and many of the innovations discribed
might be taken into consideration when developing future policies.

In order to effectively disseminate the result of the OECD/CERI work on
Disability in this area it was decided to organise a symposium in Washington
D.C. to which international and United States experts should be invited to
discuss the various innovative models in operation in Member countries. The
symposium is being organised jointly by the Department of Labor, the University
of Maryland and OECD/CERI.




The symposium will have two primary objectives:

a) to promote discussion, between European and United States
specialists, on the successful innovatory practices identified by the
OECD/CERI work and consider issues related to their replication

b) to inform United States policy makers about these initiatives and to
discuss their implications for future policies

It is hoped that the dicussions will be useful not only as a means of
disseminating the innovative models found in Member countries relating to the
transitional phase, but will at the same time be a forum to identify further
issues which may be studied by OECD/CERI.
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Fish, Consultant to CERI, and the Secretariat for the Conference in Washington
‘ DC on 3rd-5th June, 1990. Part Two of the report will appear together with
| Part One in a subsequent publication. '
| The views expressed in this draft paper of Part One are those of the
authors and do not commit either the Organisation or the national authorities
concerned.
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TOWARDS EMPLOYMENT FOR YOUNG PEOPLE WITH DISABILITIES
CONTEXT AND BACKGROUND

AN INTRODUCTION TO TRANSITION

PART ONE

I. BACKGROUND

It is ten years since the Centre for Educational Research and
Innovation (CERI) of the Organisation for Economic Co-operation and
Development (OECD) began work in the field of disability and handicap. This
work, generously funded by the Office of Special Education and Rehabilitation
of the United States Department of Education and by the Department of Labour,
has been widely and solidly supported by Member countries.

The focus of work has been the adolescent age range and activities have
concentrated on two main themes, integration into school and transition from
school to adult and working life.

This ten year period of activity is drawing to a conclusion as new CERI
programmes are planned. This report:

i) Summarises the work done on the theme of transition to adult and
working life with particular reference to the role of employment in
successful transition.

ii) Discusses the major issues facing those concerned with that phase

iii) Introduces criteria by which to assess effective transitional
arrangements.

iv) Raises policy issues for further consideration.

The report is a distillation of experience at the end of a sustained
period of work which is intended to assist those working in national, regional
and local services, and voluntary agencies, to evaluate transition policies
and practices.

II. INTRODUCTION

Individuals make many transitions in their lives, from home to school,
from elementary to secondary education, from school to higher education, from




school to work, from single to married life and from work to retirement. Each
transition has common features which include the establishment of personal
space and worth in new groups and settings.

However, by far the most important transition is that from school
through adolescence to adult and working life. This most often establishes
the basis for relationships, rewards and recognition in adult 1life. A
successful transition should result in an effective and satisfactory 1life
style and a sense of personal value in the family, neighbourhood and community.

The need for a conceptual framework for the process of transition is
now recognised. The corntexts in which those with disabilities are making the
transition from school to adult and working 1life is changing markedly in
Member countries in the 1990’s. '

Transition from school to work and adult life can be studied from two
major standpoints:

i) the psycho-social development of the individual to adulthood in his
or her family and culture; and

ii) the means and conditions, including attitudes, values, programmes,
institutions and services, which enable the achievement of the
objectives of transition in a particular country, region or
neighbourhood.

The OECD/CERI programme of activities has included both kinds of
studies. This report, however, concentrates on the second theme. Here the
achievement of adult status, while an essgsential outcome of an effective
passage through transition, is incidental to the study of the policies,
programmes and services which are effective in gaining and supporting
employment and independent living. The report continues with an overview of
.CERI work. i

IIIX. A BRIEF REVIEW OF EARLY ACTIVITIES

During the early years of the OECD/CERI programme emphasis was placed
on studies of integration in secondary education. At that time many young
people went directly from school to work. For those who were ’"handicapped’
residential care, sheltered work or time filling activity were often all that
was available. Further education and vocational preparation for them was
relatively uncommon.

However, in some Member Countries, the transition phase was receiving
recognition and it was, therefore, possible to undertake some transition
studies. These were reported in The Education of the Handicapped Adolescent
- The Transition from School to Working Life, OECD/CERI 1983.

This publication reviewed programmes, many of which were in separate
special or sheltered institutions. It introduced a major paper by Tizard and
Aniderson entitled ’Significant Living without Work’ which reflected the high
level of youth unemployment in the late seventies and the generally low
expectations for those with severe disabilities in many countries. '
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However, the publication identified three threads which were to grow in
importance as work progressed. These were:

i) the nature of adult status for those with disabilities,

ii) the contribution of parents to effective transition to adulthood
and .

iii) the effectiveness of well planned vocational preparation in
increasing open employment opportunities. Until that time these
aspirations had seemed improbable for many of those considered to
be disabled, as well as for their families.

_ By the early 1980s concern about the transition phase for all young
people was becoming evident in many countries. Integration initiatives had
also éupported demands that young people with disabilities should be included
within regular vocational preparation arrangements.

The International Year of the Disabled Person, in 1981, also stimulated
better preparation for adult and working life for those who are disabled.
This was the background for a second series of OECD/CERI activities, initiated
in 1982,

Who are the Disabled?

|
| . Throughout the work on disability there were pressures to describe and
|

use categories of handicap as a descriptive framework. Although intially

there was a demand for statistics to define the group classified as
disabled, it soon became clear, particularly during transition, that
definitions varied so widely between countries and between government
departments within countries that few compatible statistics existed. It was,
therefore, decided to use a non-categorical approach.

There were a number of reasons for this, not least the adverse effects
on expectation of some categorical labels. Another major reason was that the
distinction between a disability o=r significant difficulty and its
handicapping effects for the individual was not always recognised. This
latter distinction, and 4its implications for policies and practices was
discussed ' in detail in Education Monograph No 1 ’Disability and Restricted
Opportunity’ OECD/CERI 1986. '

The report "Young People with Handicaps - The Road to Adulthood"
(OECD/CERI 1986) summarised the position as follows:

"the word handicap should only be taken to describe the relationship of
the individual, with a disability, with his environment. Five
important points need to be made about this relationship, namely:

i) A child or young person may have a disability, but the degree to
which it is handicapping depends on his or her interaction with
the environment or on the effects of this interaction on the
environment itself;




ii) Disabilities can be made more or less handicapping by ¢the
attitudes and expectations of the community. More specifically,
school, social and employment situations are significant

determinants of the degree of handicap resulting from an
individual’s disability;

iii) Successful intervention strategies and environmental
modifications may significantly reduce the handicapping effects
of disabilities;

iv) The handicapping effects of disabilities change over time and
from situation to situation;

v) The concept of handicap is a dynamic, changing concept and not a
static one where handicap is used to describe only the deficits
in an individual’s skills, behaviours and attitudes."

The report went on to illustrate the definitions common in the fields of
education, health, social welfare and employment and to draw attention to the
ways in which different sets of criteria may significantly affect the
individual during transition.

The need to recognise a ’situational definition’ is an important
element in effective transitional arrangements. Equally important is the need
to avoid premature classification. The extent to which disabilities are
handicapping cannot really be known, and should not be determined, until the
end of the transition phase. All too often individuals are categorised before
transition begins, with a consequent lowering of expectations, and thus an
increase in their handicaps in adult life.

Position in 1986

During 1986-1987 a number of important reports and monographs were
published. These included ’'The Road to Adulthood’, already referred to,
together with ’‘Active Life for Disabled Youth’, a review of policies and
practices for young people with disabilities, in Australia, France and Sweden.
This was followed by a significant high level conference held in Paris in
December 1986. :

The ‘Road To Adulthood’ Report noted that:

"until comparatively recently, there has been little recognition of the
transition process as a whole, Different government departments,
services, agencies and disability groups have made their separate
contributions, but they have seldom been seen or planned as part of a
unified process involving all aspects of an individual’s life as he or
she moves from school though training and continuing education to adult
and working life.

It has often been left to individuals and their families to find their
way through a maze of services and regulations concerned with specific
aspects of transition and, where options exist, to know what they are".




That report defined transition as:

"the process by which an individual grows through adolescence to
adulthood in the social, cultural, economic and legal contexts provided
by families, communities and national policies."

Generally agreed goals for the completion of the transition process
were seen as vital. Although it was recognised that, from a
socio-psychological perspective, the achievement of adult status by an
individual was difficult to define, it was possible to agree on a number of
general indicators of <adult status for all young people in their middle
twenties, that would hold good across cultural boundaries.

The report goes on to say:

"These objectives or criteria are not always recognised as applying to
those classified as handicapped. It is the contention of the ‘equal
rights’ movements that they should. It is also the thesis of this
report that the objectives of transition should be the same for all,
regardless of disability. Only the means, the time to achieve them and
the degree to which they may be attained may vary. There should not be
a separate set of objectives which imply limited expectations,
particularly at the outset of the transition phase.”

The report grouped these objectives under four main headings:
i) Employment, useful work and valued activity;
ii) Personal autonomy, independence and adult status;

iii) Social interaction, community participation, leisure and
recreation; and

iv) Roles within the family

Transition needs to be seen as a total process, not only uniting
specific aims within the four main aspects into a coherent whole, but also in
terms of continuity as the individual moves from school through continuing
education and training to work and independent living.

It is essential that transition can be defined in these broad terms if
national, regional and local policies and practices are to encompass the
contributions of the many different government departments and agencies which
contribute to the phase. It is also essential if authorities are to provide a
coherent pattern of services readily understood not only by young people and
their families but also by the different professionals who work on transition
programmes."

The report then outlined the major issues which had arisen during the
programme of activities, described interesting innovations and drew a series
of interim conclusions. It said:

"Stated simply, the transition period has been recognised as
increasingly important, particularly if all the resources devoted to early




childhood programmes and. to the education of those with disabilities and

difficulties are to be used effectively. Transition +to adulthood is a
necessary phase in a community’s responsibility for the care and education of
its young people. To neglect this phase, leave it to chance or to the

vagaries of a chaotic non-system of different responsibilities is to be
wasteful and neglectful. Neglect increases the long-term burden on society of
those deemed handicapped. Appropriate transition programmes will increase the
number o©of handicapped persons who can escape dependency and passivity and
contribute and participate in society.”

The 1986 Conference. This conference, referred to at the beginning of
this section, was based on the 1986 ’'Road to Adulthood’ Report and the review
of policies and practiées in three Member countries.

Six main themes were selected for the Conference agenda:

i) Policies, responsibilities and practices in the pre-compulsory
school years; :

ii) Aspects of integration in the school years;

iij) The process of transition to adult and working 1life for
individuals with disabilities; ‘

iv) Employment, sheltered employment and alternatives;
v) Decentralisation, local responsibilities and equity issues; and
vi) How - a social policy for all children and young people, which

includes the needs of those with disabilities, is developed.

The conference was attended by ministers and senior representatives from

21 Member countries. Six‘conclusions were agreed. These were:

i) The attribution of a handicap as an individual characteristic is
unacceptable. The degree to which disability becomes
handicapping depends on interaction with the environment, other
people and the organisation of society =~ hence the overriding

importance of the acceptance of the integration principle in
school as well as in work; the problem then becomes one of how
to overcome the difficulties 4in the practical application of
this principle; :

ii) Integration within the ‘school is the first essential step.
However, a policy for a ’school for all’ (in the Swedish
Minister’s words) has important consequences, above all for
resource allocation and the development of curricula and
pedagogy, including teacher education suited to individual
differences, implying a general -educational plan for all,
including the disabled, from early childhood onwards;




iii) Recognising that young people with disabilities have the same
rights as others and, thus, the right to adult status; paid
employment must be the main objective, though other forms of
useful work and valued activity cannot be excluded as possible
alternatives in times of job shortages;

Lt

iv) Income maintenance was not enough and pensions should not become
disincentives to seeking paid employment; there is a role by
governments to stimulate employment opportunities for such
persons with both the public and private sectors. This would
call for appropriate legislation, the setting up of intermediary
services to link the milieu for disability to that of work and
sustained strategies to change public attitudes, particularly
those of parents and employers; )

v) Above all, there is a need to involve the disabled themselves in
schemes and decisions affecting their future and creating an
environment in which they could develop their self-esteem,
independence and capacity to cope and this could best be done if
they were to be involved in actual work situations; and

vi) Finally, it was recognised that in all this the major bottleneck
which remained was the co-ordination of policies and services
among the various ministries and government departments
concerned.

The report and the recommendations were subsequently approved by the
Council of OECD and considered by all its Directorates. The Manpower Division
later set up a Panel of representatives of interested Member countries to
review employment policies for those who are disabled. One of the first steps
taken by the Panel was to invite experts from the Transition Programme to
contribute to their discussions.

The 1986-1989 Programme

A further series of specific activities were undertaken in the period
1986-1989. These studies were planned to look in detail at a number of
significant themes which had emerged from previous work. They included
studies of the achievement of adult status, of technology and employment, of
case management through transition and of supported employment. These topics
were seen as significant in 1986.

Seminars and workshops contributed to these studies which addressed six
specific aspects of transition in all. Papers derived from these studies are
set out in Part Two of this report.

i) Adult Status Work on the theme of adult status continued with a
major seminar in Sweden in 1988 and the publication of ‘Disabled
Youth - The Right to Adult Status’ OECD/CERI 1988. It is
important to draw attention to the legal, cultural and
socio-psychological aspects of achieving adulthood for the
individual. However, in this report the personal achievement of
adult status is not dealt with in any detail. It is assumed to
be one of the major goals of transition, achieved through




gaining employment, and an essential outcome of an effective
transition process. It is an indicator of the quality of
arrangements to be Jjudged within local, cultural and family
context.

ii) The Labour Market for Young Disabled Persons. A report on this
issue in Part Two provides a context for many of the other
studies. . It is now becoming clear that demographic changes in
most Member countries indicate a significantly smaller
population leaving education for the labour market in the 1990s.
The opportunities for those with disabilities may therefore be
greater if training and preparation are effective.

iii) Technology and the Employment of Disabled Young People. A
number of aspects of technology have been explored including the
experiences of young: people. Reference to technological
aspects, which influence transition, will be made throughout
this report. One general conclusion is that while appropriate
technology can be shown to be enabling, some developments may
also prove to increase individual handicaps.

iv) Case Management during Transition. ©One important aspect of
inter-agency co-ordination is how the individual and his or her
family is helped to manage transition. A number of approaches
were identified including the liaison officer in Sweden and the
Kurator in Denmark. A detailed study of case management was
undertaken which involved commissioned papers and a working
seminar in Denmark.

The commissioned papers and the conclusions of its work will be
published separately. A further report, by Martin Gerry, describing the
Danish system, setting the initiative in its national context is also
available.

Vocational Preparation in the Final School Years

The two activities on vocational preparation in the final year at
school and supported employment are inter-related and papers on each appear in
Part Two. Particular features of the work were the development of individual
transition plans in the final school years and a close study of supported
employment arrangements in Genoa, Italy and in specific sites in the United
States. The Genoa arrangements are described in detail in a separate report
prepared by Martin Gerry. The studies illustrate how far expectations for
young people with severe degrees of disability have risen since work started
on the transition theme. Careful preparation in the final years of school and
well planned placements and supporting arrangement in open employment are
successful even where job opportunities are limited.

Standards and Strategies. It is now possible to identify successful

strategies which facilitate effective transition. Some of these are set out
in Part Two. It is equally possible to identify criteria and standards which
characterise effective transition.
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Iv. THE CONCEPT OF TRANSITION

It is not suggested that there is a clear and universally accepted
blueprint for successful transition from school to adult and working life.
However, it is argued that there are some general guidelines for developing
transitional arrangements of quality.

Although transition is receiving more attention in most Member
countries, there are seldom agreed conceptual frameworks or objectives for its
completion. The programmes available for young people often put stress on
preparation for employment or on preparation for independent living and
responsible participatory citizenship, rarely on both.

The objectives for young people as a whole are seldom seen as
appropriate for those who are disabled. If they are applied to those with
disabilities there are usually explicit or implicit professional reservations
about the future of individuals. Specific kinds and degrees of disability are
often associated with stereotypical views of the future.

This report argues that all countries require a conceptual framework
for transition if resourées devoted to child health, education and vocational
preparation are to be wused effectively. Such a framework should provide a
clear statement of the objectives of transition for all young people including
those with disabilities.

Transition should be regarded as a wunitary process by which the
individual grows through adolescence to adulthood and achieves the balanced
state of dependence and independence which is expected of all citizens.:

It should include the development of skills appropriate for open
employment, those appropriate for an independent life, those required to
pursue a range of leisure and recreational pursuits and, above all, those
necessary for social interaction, constructive self-advocacy and community
participation.

The achievement of these objectives for some individuals may take
longer and they may require long term support to sustain them. But young
people with disabilities should not be additionally handicapped by placing
limitations on their choices and opportunities, . in the early stages of
transition or, because of preconceptions about the effects of disabilities on
adult life, thus limiting the objectives of programmes for them.

A conceptual framework must look beyond the existing pattern of
facilities and services, which often circumscribes what is offered to young
people, and should consider the range of options it might be realistic to
offer if the resources, currently available, were used in a less sector
specific and competitive way. A more co-ordinated approach to agreed ends
would result in a more effective use of resources.

The sections which follows set out a conceptual framework for
transition and some of the major elements essential to its effective
attainment.
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A conceptual framework
Agreed Objectives

It is easy to assume that all government departments, agencies,
voluntary organisitions and professionals together with parents and the young
people themselves are working towards the same agreed objectives for the
outcome of the transition phase.

However, lack of communication and co-ordination is evident even in the
most caring societies. The policy reviews, carried out in 1986, showed one
government department putting considerable resources into programmes to enable
school leavers who are disabled to enter employment and live independently
while another department was using even more resources to award pensions
provided the same people remained dependent and unemployable.

This is but one example of conflicting aims and interests. There are
many others. What the CERI programme of activities has shown is that
inter-agency and inter-professional co-operation can only flourish where
programme objectives and outcomes are agreed. A first step in planning for
transition is to specify and agree aims and objectives for the phase.

Overall Aims

It is suggested that the aims of the transition process fall into the
four main groups:

i) Personal autonomy, independence and adult status;

ii) Productive activity (i.e. "wofking life") leading to economic
self-sufficiency;

iii) Social interaction, community participation, leisure and
recreation;

iv) Roles within the family.

It is the contention of this report that these aims should apply to all
young people who are disabled, whatever the nature and degree of their

disabilities. Transitional programmes for all should work towards the same
objectives. Any modification of these objectives should only take place after
young people have had experience, education and training directed to these
ends. More limited expectations are inappropriate before the final stages of
transition.

Effective practices demonstrate <that appropriate training technology,
longer periods of training (involving direct experience) and positive
expectations can enable even the most severely disabled young adult to achieve
much higher levels of competence in employment and independent living.

Aspects of the overall aims will be discussed in Part Two. At this
stage two ©points should be emphasized; first it is necessary to see the
transition phase and process as a coherent whole; and secondly a coherent




i

i2

holistic framework is wvital if all the agencies, institutions and people
involved in the phase are to work towards common ends.

Coherence

[

Experience has shown that the specific skills required in particular
jobs are often of considerably less importance than the social and life skills
necessary to function effectively in a place of work. Participation in the
community together with access to recreational and leisure activities depends
on managing ones own resources, particularly those derived from paid
employment, as well as on social skills. An independent life in a family or
appropriate social group requires the status of a contributor as well as
competence in the other areas of adult life.

Many programmes still concentrate on an aspect . of transition,
employment or independent 1living for example, in isolation from other
programmes; assuming that other aspects of individual development will
"happen®. The individual cannot be neatly divided into his health, education,
social welfare and employment parts although administrative arrangements are
often based on this assumption.

While it is wunrealistic to expect that divisions of administrative
responsibility will not persist or have an acceptable rationale, it is
possible to hope that responsibilities will be seen as shared and will be
exercised towards agreed common ends.

Coherence in transitional -arrangements requires joint planning and

inter-professional and inter-agency collaboration at national, regional and
local levels. These themes are illustrated in case studies in Part Two.

Personal Autonomy

Personal autohomy for those who are disabled is not just a quality of

life but a human right. This is an aspect of transition where the
expectations of parents and professionals have a crucial influence on the
personal development of the individual young person. Do facilities and

services result in young people having choices and managing their own lives?

The transition phase should include a major restructuring of
professional and parental attitudes to and relationships with disabled young
people if they are to achieve a positive self-concept and manage their own
lives to the maximum extent. Self-presentation and self-advocacy are
essential ingredients in transition programmes,

Work

The concept of significant living without work, outlined in earlier
reports, is no longer acceptable. Similarly, studies have shown that
sheltered work is seldom an effective preparation for the labour market. The
aim must be open, paid employment for all.
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Open employment and supported open employment, either for individuals

or small groups in enclaves, has proved to be possible and sustainable for a
much higher percentage of young people with severe disabilities than was
thought the case when the programme of activities began.

A unified concept of transition must now assume that <all young people
are capable of making a contribution through the useful work involved in
self-care and through open or supported employment. Time filling trivial
activity is personally demeaning and handicapping.

Social Interation and Community Participation

This is the aspect of transition where issues surrounding the concept
of integration come to the fore. Of <¢ourse the process of integration is
important for the preparation of non-disabled young people to accept and
understand their contemporaries who are disabled. Nevertheless, at the end of
transition, whether a young person was educated or trained in separate or
integrated programhes is not the major question. It is whether he or she is
equipped for living in the community and has confidence to interact with
others and participate in neighbourhood activities. However, there is no
doubt that those most equipped have been educated in regular schools.

Social interaction is rniot a separate igsue from that of employment. It
is often in the work place that many of those with disabilities may have their
only opportunity to make relationships outside their home. Work is not only a
sign of adult status, and a provider of resources, it is one of the main areas
of social interaction for many.

Roles within the Family

It is not wunreasonable to portray many traditional professional and
parental expectations for young people with severe disabilities as an "eternal
childhood™. Facilities and services have moved towards providing a
"normalised" pattern of life. Nowhere is this more evident than in the living
arrangements which have followed deinstitutionalisation. But adult patterns
of relationships and living may be less easy to achieve. :

In recent years human rights movements have questioned continued
dependent status. Marriage and having a family are slowly becoming recognised
as acceptable goals and a conceptual framework for transition must embrace the
adult family roles, and group living patterns as legitimate objectives for
young people with disabilities.

7

Concluding comment

Frameworks are used to plan services. Services themselves require
evaluation and a later section of this report looks at evaluation in more
detail. But first consideration is given to the changing political and social
contexts that have developed over the past few years and its significance for
the development of effective transition arrangements.

-

”




v. ' THE CHANGING CONTEXT

Over the ten years that OECD/CERI have been looking at aspects of
disability, major changes have been occurring in the context within which
transition takes place. The acceptance of equal rights as an objective,
demographic changes, different conditions in the labour market including the
influence of new technologies and a redefinition of social protection policies
are some of them. All influence the future of young people with disabilities.

Equal Rights and Opportunities

Although, in the 1960s and 1970s, professionals were moving towards the
concept of a normal pattern of life for those who are disabled, it was the
equal opportunities movements and parents groups, together with effective
advocacy by disabled people themselves, which brought equal rights and equal
opportunities policies to the fore. Campaigns, lobbying, using the courts and
new legislation have all had their effects in Member countries.

However, equal opportunities approaches tend to stress the minority
needs of ethnic groups, women and other disadvantaged groups and often omit
those of individuals who are disabled. Nowhere is this more apparent than on
entry to the transition phase. Conditional rights are often based on
performance while at the same time administrative definitions of handicap deny
young people with disabilities the experiences which might enable them to
reach performance criteria.

While the rights to education training and independent and small group
living have been recognised, the right to employment in the community with
others has been less often accorded. A considerable advance has been made in
parts of Italy and the United States where, as the papers in Part Two show,
legislative changes and policies have recognised the failure of the sheltered
workshop through-put model and encouraged supported and open employment.

Rights and opportunities are closely linked with professional
expectations. Some professional groups have a vested interest in the separate
dependent "handicap industry" while others have been at the forefront of new '
initiatives to support integration, independent living and employment.

The evidence shows that the expectations of professional staff with
appropriate training can be very much higher, when combined with properly
resourced and sound training technology for the young people concerned.

Over the last decade, there has been an increased recognition of the
common human rights of people with disabilities. Each Member country can
assess the extent to which human rights and adult status are now accorded to
some or all of its young people and adults who are classified as
"handicapped". But it is clear that in many areas there is still a long way
to go.

What is evident is that policies, based on proven experience, directed
towards their support in the community are enabling young people with
disabilities of all kinds to make a greater contribution in society.
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Demographic Changes

When the OECD/CERI programme of activities first began there were high
levels of youth unemployment in most Member countries. Attention was given to

youth employment training programmes. However, employability, judged on
school performance or traditional ideas about disability, was usually an entry
criterion. Prospects for young people with disabilities were poor. The

concept of significant living without work was being seriously considered.

Now, ten years later, the youth group entering the labour market is
considerably smaller (20 to 30 per cent in some instances) while the
percentage of aging people moving out of the labour market is increasing
sharply. High levels of retirement through age and a smaller cohort of young
people entering the labour market are bringing a realisation that labour
shortages may occur.

Developed societies will need as many working contributors to the
economy as possible. The prospects for those previously not recruited, the
minorities, the disadvantaged and the disabled should improve.

The innovations described in OECD/CERI publications, and the
conclusions drawn from them, hold out a great hope that an increased
percentage of disabled young people will be enabled to enter open employment.
This will occur where there is effective transitional preparation and
continuing support for those with severe disabilities who may need it.

To achieve this many staff, concerned with vocational preparation, will
need to change their attitudes and have higher expectations. Personnel
management staff will need to develop positive recruitment policies which
recognise the economic advantages to employing people with disabilities.

The Labour Market

The pool of young labour may be shrinking but there are also changes in
the nature of the labour market. Some of these are due to the emergence of
different patterns of manufacturing and service industries, a distinction
which is becoming increasingly blurred, and others to new technologies.

Majox changes include a reduction of the labour required in
manufacturing and agriculture and an increase in the number of Jjobs in what
are now termed service industries. Many of the new "high tech" industries are
carried out in small units and their location is no longer concentrated on the
areas where natural resources exist. New economic groupings are also having
their effect on employment. \

New skills are demanded by new industries but these skills are required
for shorter periods. There is less permanence in job skills and individuals
may be expected to retrain two or three times during a working lifetime.
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This has a paradoxical effect on the employment of young people who are
disabled. While new employment patterns may make it easier for them to gain
employment, the difficulties some experience in retraining and change may make
it hard for them to retain jobs.

Technology

The speed of labour market changes is considerably increased by the
introduction of new technologies, particularly information technology. The
latter has a pervasive effect which can result in lowered costs, a better
integration and control of activities, increases in productivity and making
small batch production more economical.

However, it is the effect of new technology on the employment prospects
of young disabled people which is relevant to the transition phase. A number
of studies of the use of technology have been undertaken in Member countries.
It is hoped to bring them together in a single report. The United Kingdom

‘'study, already published in that country, summarises common issues. It is

concerned with the development and application of technology in the
post-school years. Its content is illuminated by the first hand experiences
of students and the staff who taught them.

It is one of the most comprehensive surveys of the use of technology in
post-compulsory school age education ever undertaken in the United Kingdom.
The experiences reported confirm that appropriate technology can:

- provide access to new opportunities in education and employment;

- give increased independence;

- assist with integration into mainstream activities and

- motivate.

New technologies can enable students with disabilities to have a wider
choice of courses and curricula and to have new and enhanced education and
employment opportunities.

But effective support, in the form of information, advice and technical

services, and appropriate training in the use of technology are necessary for
students, their teachers and carers.

The individual needs of students should be paramount in providing new
technology. The matching of new technology to student needs is essential.
The survey provided 1little evidence of such matching being evaluated. The
complexity of the range of post-school provision, of the different
responsibilities of services and of the needs of individuals requires
facilitation. The task of ‘facilitators’ would be to enable students to gain
access to adequate information, to advice and to experience good practice.
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Although it is possible for students to acquire new skills, via
technology, the opportunity for them to demonstrate those skills during work
experience or in employment is less in evidence. Many employers seem unaware
of the enabling potential of new technology for young people with disabilities.

The information base provided by this study is an important source of
reference nationally and internationally.

Social Protection

OECD Reports show that many Member countries are adjusting their social
protection policies, The features of this process, outlined in one report
[MAS/MIN (88)1] are that:

Social policy has become 1less preoccupied with the enhancement of
benefits and services and more concerned with questions of efficiency and
effectiveness. Although it should be noted that the two are not necessarily
incompatible.

A declining proportion of households consist of two-parent,

two—-generation, nuclear families. Other types of 1living arrangements
—- including one person households, lone parent families and the
institutionalised elderly -- are demanding increasing and different forms of

social protection.

The growth of personal incomes has created the potential for a larger
proportion of the population to carry a greater part of its own social risks.

The deterioration of economic conditions, which has shifted priorities
towards the social problems associated with unemployment in some countries,
has weakened those social security systems which rely on employment as a
criterion for eligibility and as a basis of revenue, and has exposed a basic
lack of consistency between social security systems and manpower and education
policies. '

At the same time, changes in the structure of the labour markets, such
as the growth of part-time employment, strengthen the need to review the
relationship between social security and labour market policies.

The problems of economic performance, taken together with the present
magnitude of social security transfers, have drawn attention to the possible
adverse incentives on work and savings behaviour arising from high levels of
‘taxation and social security benefits.

The prospect of an aging population stucture has cast a shadow over the
future of those social programmes (health, old age pensions) whose costs and
outlays are age related.

The changing age and economic structure of the population is leading
not only to a growing number of frail elderly people in need of caring
services but also to a large number of "young elderly" people who are largely
retired from the labour market but who may expect to remain physically and
intellectually active for ten or twenty years after retirement.
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These factors are seen as giving rise to issues which cut across
policies such as "activity versus dependency", "responsiveness to social and
demographic change®, "the balance between public and private finance and
provision" and "the efficiency and flexibility of social provision".

While social protection policies are under review it is an opportune
moment to feed in new ideas about the most effective ways of facilitating and
supporting the transition of young people with special needs as potential
contributors to rather than consumers of national resources.

Financial Implications

The essential feature of the financial implications of transition is
the relationship between short-term investment in the transition process and
the long-term costs of dependent institutionalisation.

It is argued in this report that financing effective transitional
arrangements results in a significant proportion of young disabled people
being able to earn money and live relatively independently. The cost of
support for them, in work and independent living is significantly less than
the cost of support currently provided for those forced to remain dependent.

Studies in the USA and Sweden have shown the high cost of long-teim
dependency and the value to the economy of even the limited earnings of those
who are disabled.

The papers in Part Two show what can be done and the positive benefits
which result not only in economic terms but in the quality of life for those
who are disabled. 1In current political and economic circumstances, it would
seem foolish to neglect experience which enables young people, previously
excluded from active participation, to work, exercise choice and contribute to
the economy because of short-term parsimonious budgeting during the transition
phase.

VI. EVALUATING TRANSITION SERVICES

In order to develop transition services and to improve their quality it
is necessary to maintain an on-going evaluation of them. This . section
discussses the main criteria as they have emerged from the research work. This
section outlines some of the main issues. A more detailed description of one
working system is given in Part Two.

The role of assessment in transition arrangements
In most systems there is an individual assessment process towards the

end of the school period. The purpose of assessment and the use to which it
is put is crucial.
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If assessment at the end of schooling is wused to categorise, if school
performance is used to decide what individuals can or cannot do in other
situations and if the result is to limit choices and options such procedures
may themselves be handicapping.

What is required is positive assessment, which includes evaluating
performance in real 1life situations outside school, and which identifies
individual transition needs. Assessment, as a basis for an individual
transition plan, ITP, as described in Part Two, is a positive approach.

Each of the following criteria can be assessed along a number of
dimensions that relate to the orientation of the transition service under

scrutiny. These dimensions are as follows.

i) The extent to which policies and practices are integrative or
segregative,

ii) The extent to which services are oriented towards care or
independence.’

iii) The extent to which the staff are client oriented.

iv) The extent to which services are either inward-looking or initiate
co-operation with other agencies.

v) The extent to which services reccognise individuality and choice.
Criteria

The main criteria, or indicators of quality, of a service are given
below. They are presented in more detail in Part Two.

Information

Because of the fragmentary nature of responsibilities and services in
most developed countries it is very difficult .for young people and their
families to get clear and accurate information about all the options available
to them. The comprehensiveness, relevance and clarity of available
information is thus an important criterion of effective transition
arrangements.

The Programme Balance

A narrow professional conception of transition can result in a lack of
balance in programmes of activities. They may not give equal weight to all
the major aims already set out. Do the vyoung persons opportunities,
experiences and training possibilities achieve a reasonable balance between
preparation for work, for independence, for participation and for an adult
family life?
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Continuity

As individuals move from school to vocational preparation, from one
agency to another and from one professional to another discontinuities are
common . How much do professionals working in different phases of transition
work with each other to ensure cohérence and progression in what is offered?
What steps are taken to ensure that there is a consistency and continuity in
the programme, in approaches and in expectations. These are important
criteria of effective arrangements.

How are Families Involved?

Professionals working with adolescents tend to concentrate their
efforts on developing the independence of the young people with whom they
work. They may inform parents about programmes but they do not always discuss
acceptable objectives with them.

The involvement of parents and families in the care and management of
young people with disabilities is continuous. Their views of the future for
their c¢hildren are an important influence on what transition programmes can
achieve.

The nature of parental and family involvement is therefore an important
criterion. Effective transition 4involves a new tripartite relationship
between young people, their parents and professionals.

What are Service Priorities?

Individuals are entitled to a personal plan for their transition but
often they are treated as stereotypes or fitted into available programmes and
met by a take it or leave it attitude. The extent to which facilities and
services are flexible, change in response to individual need over time and
respond to consumer demands is an important criterion.

How is Participation and Self-Advocacy Developed?

Is it evident that steps have been taken in programmes that develop
choice, self-presentation skills and participation in decision-making? At the
end of the transition period an effective programme should result in young
people who are capable of managing many areas of their lives. This element is
an essential part of effective transition arrangements.

Bow do Professional Practices Change?

The previous criterion has implications for professional practices.
Growing independence and adult status require a greater equality in
participation and decision-making. An important criterion is the changing
pattern of professional practice which should result in a recognition of the
disabled person as a responsible adult taking as many decisions as possible.




21

Financial Management

Again this criterion relates to the previous one. The gquestion is
whether resources are always channeled through professionals or whether the
young person gradually obtains control over them. At the end of transition
most young people with disabilities should be able to take some responsibility
for managing their own time and resources and an effective programme will
demonstrate this.

VI. ACTION--CONCLUSIONS AND RECOMMENDATIONS

This report has addressed conceptul issues about transition and
indicated criteria which should be applied to transitional arrangements.
Evidence in the form of innovations and sample case studies are given in Part
Two. This final part of the report promotes an agenda for services and
agencies. It is hoped that it will help all concerned, with the transition of
young people with special needs from school to adult and working life, to
discuss and evaluate their current arrangements.

The main thesis of the report is that policies, facilities and services
for the transition of young people with disabilities and special needs should
be an integral part of policies, facilities and services for all young people.
Transition for them is not a separate or different process or an "add on
afterthought™ to arrangements for all young people.

General Consideration for All Readers

There are many actions which can and should be taken to disseminate the
ideas in this report and to ensure that they inform both policies and
practices. BAmong these ideas are:

An Awareness of Transition

There is a need for a greater awareness and understanding that
trangsition from school to adult and working 1life 4is a unitary process
involving all aspects of a young person’s life. This is particularly true for
those with disabilities and difficulties. It cannot be tackled adequately
where separate agencies provide for elements of the process, eg. preparation
for employment, in isolation from other elements.

The Importance of a Comprehensive Programme for Transition

Becoming a contributing citizen is not simply a matter of acquiring
increased technical and vocational skills; important as these are for the
individual and the economy. The development of personal and social skills is
equally important. To help individuals with special needs to live a
reasonable life as independently as possible, even when work is not available
for them, may save a long term and costly commitment to dependency and
professional care. '
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The Definition of Handicap

The concept of handicap is a major determinant of attitudes, policies
and practices. The need to clarify the definition of handicap over the
transition period is evident. The conclusions to be drawn from work to date
are clear. First, a distinction must be made between a disability and its
handicapping effects and, secondly, the word "handicap"™ should now be seen as
a social construct defining the relationship between the individual and his
environment. This definition is a dynamic one which implies that the degree
to which a disability is handicapping depends on the situations experienced by
the individual, the attitudes and expectations of others and the intervention
strategies and environmental modifications which are made.

It follows from this definition that disabilities and difficulties
which may be seen as handicapping in schools and colleges may be viewed
differently by the health, social welfare and employment sectors. These
sectors may have their own criteria for determining who is handicapped.
Although disabilities may remain constant whether they are considered
handicapping or not, many depend on which sector is making a judgement and for
what purpose the judgement is made; for example, employability oxr health care.
During the transition phase, individuals may move into and out of categories
which may label them as "handicapped".

Handicaps are now commonly defined relatively in terms of situations
and administrative procedures and not in terms of individual deficits. Thus
the poténtial contributions, which may be made by all departments and
agencies, to increasing or limiting the degree to which individuals with
disabilities may be handicapped should be recognised. ’

The Educational Contribution

The contribution to both vocational and personal/social preparation by
secondary schools and by continuing and adult education should not be
minimised. Post compulsory school education is not a charity or optional
extra for those who are disabled but it is a major element in enabling those
with disabilities to make a long term contribution to the national and local
economy.
The General Approach

There are two principal approaches in meeting special needs:

1. On the one hand they can be met by:

a) Making the range of opportunities on offer to all more responsive
to individual differences in styles and rates of learning;

b) Making that range of opportunities more accessible to those with
disabilities; and

c) Providing arrangements to support individuals with special needs
in regular programmes;
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2. On the other hand special needs can be met by the provision of
separate special opportunities for groups of individuals with the
same disabilities or difficulties.

Where the objectives of the range of provision is integrative these are
not alternatives. Both approaches may be part of the range and the issue is

one of balance and overall aim.

Greater priority should be given to improving the responsiveness of

regular facilities, services and supporting arrangements. This priority,

reflected in resource allocation, would lead to a more effective use of
resources.

National Authority Considerations

One of the clear messages from the OECD/CERI studies is that national
authorities unwittingly adopt a very fragmented approach to disability and
handicap. Within this fragmentation contradictions occur between practices
intended to develop the contribution to the work force of those who are
disabled and those practices which for sound humanitarian reasons, support
the social needs of the disabled but runs the risk of creating dependency and
are ipso facto handicapping.

There is seldom an awareness of the effects of all departmental
policies on those with disabilities, nor are their needs often considered when
policies are formulated. A major question for national authorities is how to
develop an appropriate mechanism by which to keep the implications of
developing policies, for those who are disabled, under review. Other
considerations should include:

Inclusion in General Policies

Is meeting the needs of children, young people and adults with
disabilities included within general policies for education, health and
social welfare? Are separate policies for these needs developed after
general policies have been decided? Are they always consequential?

Dafinitions

How are disability and handicap defined in education, health, social
welfare, employment and other spheres of the individual’s life? Are
the definitions of disability and handicap wused by different
departments and agencies consistent with one another? Do they
encourage maximum competence and independence?

Coherence and Continuity

Do the different government departments and other agencies involved
work towards agreed objectives for transition? Are there coherent
policies covering the phases of transition from school to adult and
working life? Is there continuity between phases of education and
training?




Financial Support

Does the system of pensions and benefits for those defined as
handicapped encourage or discourage autonomy, independent living and
supported and other forms of employment?

Education

How separate is educational provision for those with disabilities and.

difficulties? How far does it prepare individuals for employment and
independent living? How far are programmes influenced by the
experiences of those who are disabled?

Employment

What steps are taken to introduce and support young people and adults
with disabilities in employment? Are some types of disability excluded
from consideration?

Local Authority and Neighbourhood Considerations

In developing plans for continuing and adult education, social
services, employment support and other relevant arrangements in a local
authority area or neighbourhood those concerned should:

a) Recognise that to make an ad hoc response to individual special
needs as they arise is both time consuming and ekxpensive;

b) Carry out needs analyses in their areas, involving all agencies,
services and voluntary organisations;

c) Develop appropriate local definitions of need, determine the extent
of need and develop the facilities and services to meet them;

d) Consider the resources necessary to provide those facilities and
services and their appropriate allocation;

e) Consider and ensure the development of an effective curriculum for
transition which is responsive, to the maximum extent possible, to
individual needs;

f) Make clear in the plan and elsewhere the ways in which it is
proposed to evaluate the effectiveness of facilities and services,

using the .same standards as for other provision;

g) Consider the training needs of staff to meet special needs and
ensure that they are included in the in-service programmes.

Institution and Service Considerations

Among matters for consideration by individual facilities and particular
services should be:




a)

b)

c)

d)

e)

f)

g)

h)

i)
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Ensuring that the managing board, of institutions and services for
all young people, has a member with responsibility for seeing that
special needs are recognised and met;

Ensuring that the institution or service 1links with other voluntary
and statutory agencies to increase awareness of special needs;

Contributing to a needs analysis in the community served by the
institution or service;

Developing an equal opportunities policy within which special needs
are defined and provision to meet them is an integral part of what
is on offer;

Ensuring that the institution or service plans achieve a reasonable
balance between arrangements supportive to general facilities and
services and separate special arrangements;

Ensuring that the person with overall responsibility for the
co-ordination of provision to meet special needs is a member of the
senior management team of the institution or service;

Ensuring that all members of staff are aware of special needs and of
the importance of making a contribution to meeting them;

Providing in-service education and training opportunities for all
staff to develop awareness, understanding and a contribution to
meeting special needs;

Arranging to monitor and evaluate provision to meet special needs
within the same framework and standards as is used to evaluate all
the work of the institution or service.

Considerations for Specialist Staff

Staff with specialist responsibilities will be making a continued and
varied contribution to institutions or services including:

a)

b)

c)

d)

e)

Defining the special needs which can be met within current staffing
and other resource limitations; '

Working with professionals in other services and agencies to develop
agreed aims for transition;

Making oneself aware of available community resources to facilitate
transition;

Within local authority, institution and service guidelines,
developing individual transition plans;

Developing a continuity of support for the individual over all
phases of transition.

'\

-~
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Concluding Comments

The above agenda is a formidable one but it should be recognised that
the tasks are not new and not additional. They are integral parts-of
procedures for policy development, policy implementation and policy
evaluation. They become an additional burden where those regular procedures
do not naturally include the consideration of equal opportunities, the needs
of those with disabilities and of others with special needs. Awareness and
knowledge of disabilities and special needs and their automatic inclusion in
policies and practices will become less burdensome if the guidelines for
action set out above are seriously considered.
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PREFACE

The Centre for Educational Research and Innovation (CERI) of the
Organisation for Economic Co-operation and Development (OECD) launched a
programme of activities in 1978 on the themes of integration and transition to
adult and working life for young people who are handicapped. This programme
was widely supported by Member countries.

From 1982 to 1986 a programme of activities on the theme of transition
from school to adult and working life was carried out. This was made possible
by generous financial assistance from the United States Office of Special
Education and Rehabilitation. The programme resulted in a number of reports
including Young People with Handicaps - The Road to Adulthood published in
1986.

During 1986 a study was undertaken of national policies for children
and young people who are handicapped, with the co-operation of the authorities
in Australia, France and Sweden. At the end of the study a high- level
conference was held in Paris in December 1986 resulting in a further series of
reports.

The programme of activities concerned with young people with
disabilities is now drawing to a close with a series of detailed studies of
particular aspects of transition. One of these activities is devoted to the
management of transition.

Among the outstanding issues to be highlighted in the transition
programme was the question of how to achieve continuity and provide a
recognisable point of reference for young people and their families during the
transition phase. This was viewed from a number of different standpoints
including:

a) the information and support necessary to enable young people, and
their families, to manage their own transition through the maze of
different government departments and agency responsibilities;

b) effective means of providing continuity of support as individuals
move from education through training to work and adult life;

c) the co-ordination of different education, health, social welfare and
employment policies and services during adolescence towards agreed
objectives for adult status and the maximum autonomy.

The more detailed study of the management of transition involved three
elements. A review of the outcomes of the transition programme, the




commissioning of a series of studies of spegific arrangements in Member
countries identified by the review and a small working seminar in Denmark in
November 1988. Tha seminar was arranged with the active co-operation of the
Danish authorities.

This report, concerned with "case management", covers all the work done
on this aspect of transition including the findings of the seminar. It is in
three parts.

Part I Describes the main outcomes and issues to emerge from the transition
programme and the context for the particular study of T"case
management";

Part II Consists of the commissioned studies of transition management;

Part III Draws conclusions about effective means to help individuals and
their families to manage their own transition.

This report has been prepared by consultants and the Secretariat. The
views expressed in Part II are those of the authors of the papers. The views
expressed elsewhere, as an outcome of the study, do not commit the
Organisation or the national authorities concerned.




Part I

A FRAMEWORK FOR TRANSITICN




THE BACKGROUND

Adulthood .

One of the first quedtions to ask about transition is transition to
what? It is far from certain that a young person with a disability will be
expected to become an adult or will be treated as one. The question of how
adult status is or is not achieved was an important element in the transition
project.

The broad conclusion was reached that "adulthood"™ is a less than
precise description of a legal and social status and of a range of individual,
social and economic choices. It may be defined differently in different
countries and cultures but there are common features. "Coming of age" can be
observed in four. main areas of life:

a) personal autonomy and independence;

b) productive activity;

¢) social interaction, community participation, recreational and
* leisure activities;

d) roles within the family.

One of the problems in most modern developed societies is that each of
these areas of life tends to be dealt with separately by a different
department or agency.

What is needed is a conceptual framework for transition which
encompasses all aspects of the move through adolescence to adulthood. Within
this framework there needs ‘to be a clear statement of objectives in
behavioural terms. If these objectives could be agreed by all agencies, by
professionals, by parents and above all by the young people themselves, there
might be a more concerted effort to develop coherent approaches to the process
of transition and less confusion in areas of responsibility.

Phases of Transition

The OECD/CERI study recognised three inter-related phases of the
transition process, namely:

a) the final years of schooling;
b) further education and vocational preparation; and
c) entry into work and adult life.




These phases will cover varying time scales in Member countries but
they each have different characteristics. There is a need to recognise their
inter-relationship.. ‘

The Concept of Handicap

The time of transition reveals confusion in the use of the term
handicap (This issue is discussed more fully in Educational Monograph, No.l,
OECD/CERI, 1987). Traditionally it has been a label attached to individual
deficits. Two things have become increasingly clear, namely, that it is
important to distinguish between a disability and its handicapping effects,
and that for the same disability these effects vary from person to person and
from situation to situation.

It follows from this sitdational and individual definition of handicap
that to .categorise people by a single criterion, such as a specific
disability, 4is wrong. It leads to sterectyping, to inappropriate expectations
and to a lack of planning for individual needs.

During the transition phase, educatiocn, gsocial service, health and
employment agencies may use different criteria to define who is handicapped.
Some definitions are based on the help needed for the individual to be as
independent as possible and others are based on the assumption that the
individual remains totally dependent. These differences reflect attitudes
which may be crucial to individual development during adolescence.

What modern methods and technology have achieved is a lessening of the
handicapping effects .of many disabilities with a consequent raising of
expectations. We should no longer talk about "a handicapped person" but about
"a person who is handicapped". This is not just a semantic gquibble: It
represents a significant change and a recognition that it is attitudes,
situations and administrative decisions which determine whether disabilities
are more or less handicépping.

Assessment

The .process of assessment is potentially handicapping. In practice an
individual’s beha—-iour, achievement and response to education may be very
potent determinar-# of what is offered on leaving school. Being in a special
group may limit wiat is expected and offered. But the skills and knowledge
expected in school may bear little relationship to those expected in most
living and working situations.

The purpose of an assessment and the evidence on which it is based are

important considerations. If the purpose is to categorise, then the result
may lead to stereotyping and low expectation. If the evidence is school
performance, then the result may be relevant to further education but not to
employment and independent living. Capacities for employment and for

independent living should not be assessed without observing experience in
those situations. Assessment should lead to a plan for the individual and not
be a prediction simply based on past performance.




Major Problems of Transition

These have been described in detail in the OECD/CERI publication Young
People with Handicaps - The Road to Adulthood, op.cit. Major issues may be
summarised briefly as follows:

Different Starting Points. At the end of the school period individuals
may be in -regular classes, special classes, special schools, hospitals and
residential institutiomns. They may leave schools at different ages. A major
question is how far the situation and the age from which transition starts
result in preconceived ideas which limit the range of opportunities that is
offered-to the individual.

Continuity. In each of the three phases already described, different

agencies and professions have different objectives and may attempt to cover
different curricula. It is becoming increasingly important to develop a

continuity of concern, curriculum and objectives.

Consistency. Individuals and their families face inconsistent demands
and attitudes. One agency may be giving support to develop employment skills
while another may be awarding pensions and benefits on the basis of the
individual’s incompetence. Is it in the individual’s best interests to remain
dependent? There needs to be some consistency in expectations from one agency
to another. '

Time Scale. There is no doubt from international experience that
extended education and training, particularly for young people with severe
disabilities, pays off in terms of employment and independence. In the United
States or Sweden an individual would normally remain in high school wuntil at
least 18 and then have at least between two and four years vocational
preparation. Compare this with the one or two years offered after the age of
16 in other countries. Adult competence is often expected from those at the
greatest disadvantage many Yyears before it is. expected of others whose
education is extended.

Co-ordination. The young person with a disability might well ask
whether headlth, education and social services know what each other are doing
and whether they work with voluntary organisations. There is a need for a

great deal more local co-ordinaticn at least to the point of agreeing on
common objectives.

Parents and Transition. It is during the transition phase that parents .
of young people with disabilities may become particularly concerned about
their children’s future and, without help, may inhibit progress towards
adulthood. Professionals need to work with them over time to develop an idea
of the adult 1life that is possible. Information is not enough. A new
three-way relationship needs to be formed between parents, professionals and
the young person concerned.

Self-Presentation and Advocacy. We need to move away from the "eternal
childhood™ model of disability towards a more positive view of adult status.
New relationships will not be possible unless those with disabilities are
enabled to express their views and manage their affairs.




Categorical or Individual Thinking. We have had a tradition of people
being labelled according to categorwv of handicap and then receiving a package
of services, whether they need them or not. How f2r can we individualise
service delivery? How far do we expect individuals to achieve an adult status
where they manage their own resources and select the services they need? By
labelling someone as disabled do we automatically assume that they must be
dependent on professionals and agencies?

CRITERIA FOR EVALUATING TRANSITIONAL ARRANGEMENTS

It is possible to begin to look at the transition phase as a whole and
to ask questions about it. These questions can be a form of evaluation and
might include: :

1. What are the objectives of assessment at the end of schooling? Are
they to categorise or to develop an individual plan?

2. What 4is the balance of the curriculum in the final school years and
in further educaticn? What is the respective weight given to
academic, social, vocational and life skills objectives?

3. What information is available to young people and their families
about the range of transition facilities and services available to
them?

4, What continuity of concern, curriculum and objectives is there
between the three phases of transition?

5. How are parents and families involved in planning and supporting
their child’s transition?

6. How far do transitional arrangements encourage the development of
independence, autonomy and self-advocacy?

7. Do professional practices and areas of responsgibility affect the

development of effective transitional arrangements?
[ d

.

8. What financial arrangements support an individual and his or her
family during transition? How far do these arrangements inhibit or
facilitate autonomy and adult status?

9. When we aim for community provision and participation, how do we
define community?

These questions add up to a review of how transition is mahaged. It is
. this management aspect of the process which was the main objective of the
study.




THE PURPOSES OF THE STUDY

The period of transition from school to adult and working life for
young people who are disabled is often a bewildering array of services and
areas of professional responsibility. From & relatively simple situation,
where the school is a natural focus, for professional co-operation, individuals
and families move to an often uncharted territory where there are few clear
signposts and where different service criteria and objectives may not be
compatible. :

One of the major issues to emerge from the OECD/CERI transition project
was the need to look in more detail at the ways in which +transition can be
managed more successfully. The term "case management"™ has been used to
summarise the issue but it is a shorthand requiring explanation.

The different contexts in Member countries and regions within them,
together with their cultural values and social policies for young people, are
a powerful influence on the transition process and on the adult status it is
possible for those with disabilities to achieve. However, given that all
individuals have to make some form of transition, there are common concerns
about how this is best managed.

The purpose of the study was to discuss these common concerns in
detail, to examine practices which appear to be effective in facilitating a
successful transition and to look at ways in which important features of those
practices might be incorporated into professional practices in other countries.

Study Themes
There are three broad themes for the study:

a) The development of coherent transition plans for individuals during
a phase when different agencies, with different responsibilities,
may not be working towards the same objectives;

b) The achievement of a proper balance between the management of their
own transition by individuals and its management by professionals;

¢) The identification of professional activities and services that are
effective in facilitating the transition of individuals and in
helping their families to accord adult status.

\

Outsﬁanding Issues

The study was intended to address a number of specific issues. The
focus was on the individual and his or her family and the ways in which
agencies and services contribute to transition. Among topics for discussion
were:

a) Are there agreed objectives for transition to which departments and
agencies work?




b)

c)

e)

£)

g)

h)
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In what ways'is information made available to individuals and their
families to enable them to plan transition?

To whom can individuals and their families turn for help during
transition? ‘

Are plans for transition made individually or are there stereotyped
and limited expectations and opportunities linked with categories of
handicap?

What continuity exists over the move £rom school to work and
independent living, and who provides that continuity?

How are individuals prepared for managing their own transition?

What kinds of person are seen as helpful in assisting transition,
what do they do and how should they be trained?

Among the range of role options -- key worker, facilitator, case
manager, progress chaser, guide, counsellor —-- which seems to be the
most appropriate within the multi=~agency context of transition?
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Part II

STUDIES OF 'TRANSITION IN SELECTED COUNTRIES
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THE KURATOR SYSTEM IN DENMARK

by

Gia Boyd Kjellen

Introduction

One of the particular concerns to emerge from the OECD/CERI transition
study was the ways in which young people and their families get information,
guidance and counselling during this important phase in their lives.
Different options and agency responsibilities present a complex challenge to
case management and guidance services.

A unique approach, identified in Denmark, was the Kurator system. In
preparation for a specific study of case management during transition it was
decided to study the Kurator system in more detail. This abridged report is
based on a study visit during one week in May 1987.

The'Programme of the Visit

Two days were spent in discussions and visits in Copenhagen setting the
work of Kurators within the context of special educational developments.
Three days were spent looking at the work of Kurators in the Odense area.
During this period visits were paid to schools and other facilities and
discussions took place with young people and their parents.

The Education System

A comprehensive school system, from the lst to-the 10th grade, was
established by the Education (Folkeskole) Act of 1975. The Act lays down the
fundamental principles that everyone, regardless of gender, social origins,
geographical origins and physical or mental disabilities, shall have the same
access to education and training.

There is no division of compulsory education into stages and all pupils
attend the same school from the pre-school stage up to the 10th grade.
However, children attending Folkeskolen can £inish their last two years in a
continuation school (Efterskole) if they wish. Some of the’ continuation
schools are specially designed for disabled pupils and combine teaching and
practical work. :
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If pupils choose an academically-oriented education after cdmpleting
the Folkeskole. course, they can aim for either courses in Gymnasia, or courses
leading to Higher Preparatory Examination. ‘The latter is an alternative way
of gaining qualifications for higher and further education.

Students choosing a vocationally-oriented education can either apply
for apprenticeship training (2-4 years) or a basic vocational education (EFG) .

Another element in the system are youth schools run by municipalities
for you-g people between 14 and 18. ' These provide a wide range of courses to
enable less skilled young people to become more employable.

Legislation

Brief descriptions of legislation relevant to children and young people
who have disabilities or significant difficulties are set out below:

Education Department Order on Special Education in the Folkeskole -

i978. This order, implemented in 1980, transferred responsibilities for the
education of pupils with disabilities from the Ministry of Social Affairs to
the Ministry of Education. Municipalities and counties had to assume

responsibility for provision and to finance it with the assistance of block
grants from the government.

Paragraph 19 of the Order sets out the respective responsibilities of
counties and municipalities for provision and services. It 4is the
responsibility of:

a) Counties (Para 19.2) to educate pupils with severe (vidtgaende)
disabilities. This is often referred to as Paragraph 19.2 education.

b) Municipalities (Para. 19.1) to ’ educate other puﬁils with
.disabilities and special educational needs.

Departmental Order under the Social Security Act 1976 amended 1979.
This lays down procedures for Kurators to inform Social Service Departments
about pupils in special classes. There is no duty to inform social services,
although in some municipalities it is an agreed procedﬁre, but to do so
enables pupils =¢ get financial assistance, particularly if they attend a
continuation schooi. Assistance is based on parental income.

Paragraph 42 Social Security Act 1976: This paragraph deals with
financial assistance for vocational rehabilitation or further education after
a vyoung person reaches the age of 18. The Kurator helps pupils to apply for
help. Municipal authorities decide what assistance an individual is entitled
to and for what period. This assistance is not dependent on parental income
but in some cases may be given as a loan.

Ministry of Education Departmental Order 1988 (draft): This order,

which has been circulated for comment, will set out the duties  of school
psychologists with respect to young people leaving school and the assistance
Kurators can give to students in entering further education and obtaining work.




Law on Youth Guidance: This legislation, implemented in 1981, ensures
that all young people are given guidance about education and training until
they reach the age of 19.

The Special Education System

Special education in Denmark has a long history. The Royal Institute
for the Deaf was opened. in 1807 and compulsory attendance introduced in 1871.
The Royal Institute <£for the Blind opened in 1811 and compulsory school
attendance for the blind was introduced in 1926. The first school for
children with psychological and learning disorders was opened in 1855 and
attendance was made compulsory in 1959. Rl1 these schools were privately
financed with a contribution from the State until 1934 when the State assumed
responsibility for running the schools.

The first municipal classes for what were then called backward
children, were started in 1900. Classes for children with .reading
difficulties were started in 1955 and for children with motor disabilities in
1961. Finally, classes for psychotic children were started in 1967.

From the 19508 municipalities had responsibilities to meet special
educational needs but children with severe disabilities were sent to state
schools. In 1980 counties and municipalities toock over responsibility for
these schools. At the same time Folkeskolen had to provide support for pupils
whose development required it and pupils with severe disabilities were assured
of eleven years schooling.

The changes brought about by the 1980 Act are based on the principles
of normalisation, decentralisation and integration. All disabled children
"have the same right to education as others. Normalisation i1s seen as a
challenge to society to adapt rather than a demand on the individual to adapt
to6 society.

Who Receives Special Education

Pupils with learning difficulties, for which special education is
considered necessary, fall into four main groups:

a) pupils with specific physical and sensory disabilities, e.g. of
vision, hearing and motor function;

b) pupils with .general difficulties in learning, e.g. slow learners,
children with intellectual disabilities and with psychological
developmental disorders;

c) pupils with social adjustment difficulties, e.g. children with
behaviour difficulties, social and emotional disorders and
psychological disorders;

d) pupils with specific difficulties, e.g. retarded readers and
children with dyslexia.
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In the academic year 1983/84 special education took up 16 per cent of
the totzl hours of botnh regular and special education in Folkeskolen.

The Structure of the Kurator System

The branch c¢Z the Ministry of Education responsible for special
education is the Directorate of Folkeskole and Teacher Training. Within the
Special Education Section there is a part-time Kurator ‘advisor. The advisor
acts as a link between the Ministry and Kurators in the field. This is a
position held by a working Kurator who gives three days a week to the Ministry
and works two days a week in the municipality in which he or she is employed.
The part-time advisory post is an appointment which can be held for up to
seven years.

A Kurator is always a Folkeskole teacher qualified to teach in ‘Grades 1
to 10. Being a Kurator is not a separate career. There is no formal training
but most Kurators have taken additional courses in guidance and special
education since qualification. A Kurator post within schools is one for which
experienced teachers apply and those appointed are teachers who know their
school and neighbourhood well.

At present there are 140 Kurators, 110 of whom are school counsellors
and 30 of whom combine being a Kurator with being a guidance teacher.

Each municipality works out its own plan for the work of Kurators. If
schools are small they may share the same guidance team and small
municipalities may also share guidance teams. There is no set work plan for
Kurators, who work closely with class teachers, and they develop their own
pattern of work within the guidance team.

The Guidance Team

There is a counselling system in all schools maintained by a team which
includes the school psychologist, a guidance teacher, a youth advisor and may
include a Kurator. It is obligatory to employ a guidance teacher but not a
Kurator. :

Guidance T #.chers: The 1975 Education Act states that there must be a
guidance teacher -2 every schcool. His duties are to offer guidance to all
pupils in grades 7 to 10 about their choice of subjects, about opportunities
for further edudation and about employment possibilities. He arranges work
experience and brings in speakers from training institutions and the world of
work as part of a guidance programme. A concrete work plan is laid down in a
ministry circular for guidance teachers. ’

Youth Advisors: Legislation, passed in 1981, states that all’ young
people living in a municipality should have access to an advisor concerned
with training and work possibilities for up to two years after leaving school
or at least up to the age of 19. The aim of guidance is to ease transition
from school to further education and work. Guidance sessions should take
place twice a year. )
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Kurator: The third member of the team is the Kurator who is an advisor
and guide for pupils with learning difficulties who attend special classes.
The extent of pupils’ disabilities and their - severity in these classes varies
from area to area. Some Kurators may also help children with disabilities
integrated into regular classes.

Pupils have a right to a Kurator while still at school. Once they
leave, ex—-pupils have to contact the Kurator if they want continued help. The
Kurator has no duty to follow them up. :

Many Kurators also work as youth advisors and give disabled pupils the
same services as youth advisors including the twice-yearly meeting and the
statutory obligation to follow their progress after leaving school. Kurators
who also work as vyouth advisors get additional hours to work with disabled
young people.

Co-ordination

Local councils should co-cordinate all the various guidance
arrangements in the municipality for young people under 25. They should also
produce a youth team consisting of representatives of the various guidance
systems including school and youth advisors, social services and the
employment agency. In some municipalities Kurators will be included in the
team but this is something decided by each local authority.

The Work of a Kurator

The Kurator could be described as a transition specialist. He has
specialised knowledge of community relations, vocational placement and liaison
with other agencies. Guidance during transition is done in co-operation with
disabled students, their parents and their teachers. It is an informal
process not regulated by legislative rules which aims to develop and
facilitate an individual plan for each student.

The guidance Kurators can give covers work, training, leisure time use,
family relationships and the economics of family living. The counselling is
general and not psycholegical. If more intensive personal counselling is
needed this will be done by psychological services or other agencies.

A Kurator is ., employed by a local authority with a minimum of 2000
pupils in municipal schools. Ke is allowed a reduction in his teaching for
guidance and liaison work according to the school population. If the number
of pupils is between 2000 and 2500 there is a reduction of four hours; from
2501 to 3000 pupils there is a reduction of five hours and thereafter a
reduction of one additional hour for each 1000 pupils. In larger
municipalities a Kurator will work in a district with at least 5000 pupils.

Various job descriptions for Kurators exist because each local
authority can work out its own.. The Danish Union of Teachers has one which is
as follows. The Kurator:
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a) carries out his work under the responsibility of the central
leadership of the school. He is also an assistant to the main
school psychologist;

b) gives advice on the conditions in the school, possibilities for
training and jobs during the school years, and during the first
years of transition, to pupils in special classes, pupils with
general difficulties in learning, other retarded children and their
parents. Lately there is a tendency for the Kurator to follow many
of these pupils up into their twenties;

¢) works with class teachers, head teachers, the school guidance team,
the school nurse, the school doctor and other health and social
service agencies to build up a complete picture of the pupils
concerned;

d) has the responsibility, where appropriate in co-operation with the
clags teacher and other guidance personnel, to see that pupils get
guidance on training and employment opportunities;

e) has the responsibility for making contacts with employers about
pupils needing special consideration. With the parents’ permission,
the Kurator is also able to make contact with employment agencies
and employers to f£ind jobs for pupils;

£) should be well informed about employment and social security
legislation as well as conditions and wages. He ‘should be aware of
local conditions and take part in meetings about the development of
transitional arrangements for the pupils who are his concern.

The local Education Committee . in Odense produced a ten-point Jjob
description in 1976 which closely follows that of the Union.

A Working Week

In Odense, a town of 170 000 inhabitants, about 17 000 pupils from
pre-school to 10th grade attend 42 Folkeskoler. In six of the schools there
.are special classes for pupils with general learning difficulties. In 1986/87
.there were four Kuzators to work with 285 pupils in these classes.. ’

4

A typical working week, as observed in Odense, would start say on
Monday morning with a two-hour period in the office at the school in which the

Kurator is based. The four Kurators in Odense share six schools but have
their own offices in a particular school. This two~hour period is an
important one when parents, teachers and other people concerned with the pupil
and the family can be sure to contact the Kurator after the weekend. The

Kurator also makes sure that there is one other fixed time during the week,
after school hours when he can be reached by telephone.

Teaching in special classes or regular classes takes up most of the
week. There is an obligatory two hours devoted to educational and vocational
orientation but other teaching time might be in any subject with any grade.
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The reduction in teaching hours, which the Kurator has, provides time
to visit young people undergoing work experience or in work. New possible
employers are sought and liaison maintained with a network of colleagues
involved in the transition phase.

Continued contact with parents is an important part of the work and
regular visits to home and meetings are held usually after school hours to
enable both parents to be involved.

With Whom Do Kurators Work?

In practice Kurators work mainly with pupils with general learning
difficulties who are in special classes. They may also work with pupils with
other disabilities who are in regular classes.

The Kurator starts to give educational and vocational guidance in the
8th grade. The subject is taught for two hours each week from the 8th to the
10th grades. It is during these periods that the Kurator gets to know
individuals and forms plans for continued education, work experience and work.

Some pupils may choose to ‘attend courses lasting one ‘or two years in
continuation schools during the 9th oxr 10th grades. The Kurator is expected
to have a wide knowledge of these schools and to help pupils choose schools
and apply for places. Kurators will follow pupils when they attend such
schools and assist in finding further training and perhaps work.

The Kurator may work with guidance teachers and class teachers to help
individuals with disabilities in regular classes. Responsibility £or their
transition can be transferred to Kurators if there is a written request from
the parents and the school to the guidance team. The Kurator’s work is to
provide assistance with transitional arrangements similar to that given to
pupils in speciai classes.

Managing Transition

Through the orientation lessons the pupil becomes aware of educationai
and vocational poséibilities and gains some understanding of the world of
work. There are two different aspects of work in the final school years, woxrk
experience and work placement. The former is experienced by all pupils and
the latter is only possible for pupils in special classes during the 10th
grade.

All pupils should have work experiences during the 8th, 9th and 10th
grades. For pupils for whom the Kurator is responsible there is discussion
about possibilities, consultation with the school doctor and discussion with
and consent from parents. Pupils then go out for periods of work experience,
in which they are not paid, during the school year and the Kurator pays visits
to assess a pupil’s response. Pupils can also attend short introductory
_courses at youth and technical schools.

Work placements are considered particularly important for young people
with disabilities to give them confidence and enhance their chances of getting
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a job. During the 10th grade the Kurator’s pupils are helped to find work
placements in a number of forms. For example, a pupil:

a) might go.to school from 8 a.m. to 11 a.m. each day and then to a
work placement;

b) might go to school three days a week and to work for two days or
vice versa;

c) might work full-time for a term and then return to school.

Working conditions and a reward is arranged for each pupil. This will
be a payment from the employer which might be an agreed wage or might be made
up of an employer’s contribution supplemented by social service payments.
Employers, parents and the young people themselves turn to the Kurator if any
_ problems arise.

The Kurator’s Areas of Work and Networks

Through teaching and work with pupils, their families and a wide range
of other professionals, the Kurator deals with the following aspects of his
pupil’s life:

a) School circumstances . Choice of subjects, vocational
orientation, work experience and
placement, continued education,
educational grants, youth schools.

b) Further education and Continuation schools, evening schools,
training home economic schools, vocational
schools, apprenticeships, basic
vocational education and semi-skilled
workers training schools.

¢) Working conditions - Choice of career, applications,
references, salaries and conditions,
careers officers, employers, trade
unions and legislation.

d) Personzg matters Disability, the home environment,
economics, leisure time, accidents,
military service, social security,

" public offices and services and social
welfare.

Professional Training and Development

In 1953 a Commission on Youth recommended that ‘guides’ should be
attached to special education. They should help slow learners to get in
contact with public and private institutions which might help them. Standard
guidance for Kurators was introduced in 1968 because the importance of their
work had been recognised and there was wide variation in working practices.
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The official status for Kurators was recognised in 1971 when they were
established as school counsellors for the Kurator system.

There is as yet no standard training for Kurators. After teacher
training and experience, many complete additional courses in guidance or
special education. The Ministry of Education arranges a two-day conference
each year for new Kurators and a conference to discuss their work. The
National Association of KRurators -- who are also members of the Teachers
Union ~-- has been established to promote and develop the work of Kurators and
also holds a biennial conference. It has been decided to introduce a
development course for 24 participants for two separate weeks in different
terms during the academic year 1988-89.

visits and Discussions

During the study, discussions took place with young people, parents,
‘ gocial workers and other professionals in schools and workshops.

Among the institutions wvisited were: Folkeskolen, a boarding school
for adults, a sheltered workshop, a rehabilitation centre and a production
high school (a school which combines practical and aademic learning). These
all play a part in transitional arrangements.

Comments

The work of Kurators in schools can give rise to tensions. A recent
survey showed that some class teachers thought that the Kurator was
interfering with the traditional role of the class teacher who, in Denmark,
may stay with the same class for the whole of a child’s school 1life. On the
other hand KXurators thought that some class teachers had insufficient
understanding of the problems of pupils with special educational needs.

Many post-school decisions about young people with disabilities are
taken by social services. Parents thought that social workers had too many
families to deal with and went for cheap solutions. Many parents thought they
often had to fight for their children’s rights.

A significant element in preparing for transition is the Kurator’s
report to social services in the 9th or 10th grades. This is important in
helping social workers plan post-school provision and financial support.

Interviews with young people illustrate the wide variety of help being
_given by Kurators. -They appreciate the help given. Parents appreciate . the.
informality .of the system, some being happy with the contribution of Kurators
and others feeling insufficiently involved in decision-making.

The Ministry of Education received the report of private consultants
who reviewed the whole guidance system in 1987. Its findings are now being
disseminated and considered and will influence the future work of Kurators.
There 1is strong backing from the Ministry of Education for the Kurator system
and wish to extend their work to all children receiving special education.
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There are plans to double the number of Kurators but financial
restraints make it difficult for the smaller municipalities to employ them.
A programme of action to help slow learners is also

Ministry.

being developed by the

i ]
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THE LIAISON OFFICER IN SWEDEN

by

Eje Hultkvist

Introduction

During the OECD/CERI Transition Project, the experimental work of the
Liaison Officer was described in a Swedish position report in 1984. It was one
of a number of initiatives to facilitate transition that have been studied in
more detail for the Case Management Seminar. The report first describes the
problems and then shows how the introduction of a liaison officer has helped
to. solve them.

While studying at the senior level of compulsory school, youngsters are
expected to choose an education for a future job. To some, this is a task
without great problems, but to most youngsters this task is filled with
difficulties, difficulties which could make life exciting and stimulate new
efforts. Some obstacles are, - however, impossible to overcome. Admission
requirements in the education system can mean that the desired education
cannot be realised. Moreover, uncertainty in the labour market could make it
very difficult to choose a profession.

Many youngsters have ‘had to change their plans when the thought-of
assignments have disappeared or been changed. Moreover, the short supply of
jobs strikes extra hard on youngsters.

To youngsters with orthopedic Handicaps, the choice of education or
profession is more difficult than for other youngsters. The supply of jobs
is, for them, even less.

Employment and residence are closely related. Many youngsters with
orthopedic handicaps have to change their residential locality in oxder to
find employment. The possibility to get a home of their own is, for many
people, dependent on the access to personal assistance at many different times
of the day.

Youngsters with orthopedic handicaps thus have even more substantial
difficulties in carrying out their plans for the future. These problems are
well known to those who work with these youngsters, and naturally, above all,
to the youngsters themselves and to their parents.
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Society has made, and is still making, considerable efforts to
ameliorate the situation for people with orthopedic handicaps. In spite of
these efforts, there are still great differences in the standard of living
between :the groups of people with orthopedic handicaps and the population as a
whole.

In recent vyears, schools have taken increasing opportunities to
admitting pupils with handicaps of various kinds on an integrated basis. The
establishment of regional school consultants has undoubtedly meant a great
deal in helqing the individual school and its staff, through advice and
assistance, to solve educational problems of various kinds. What is still
lacking, however, is vocational guidance in greater depth and closer
co-operation between schools and rehabilitation staff, as well as with the
pupil and his family.

School Information

Young persons whom we talked to in the early part of this survey called
for vocational guidance in which allowance was made for their situation as
handicapped persons. They would have liked better information concerning
educational opportunities which might be open to " them both in upper secondary
school and in other forms of education. These young persons felt that careers
teachers and Vocational Guidance cofficers (SY0) today lacked experience of
dealing with the problems of handicapped youngsters and were therefore unable
to give them adequate assistance. They wanted more information about study
routes which could be modified or adapted according to the situation of the
individual handicapped pupil.

Today, only a small number of orthopedically handicapped youngsters are
taking the vocational lines of upper secondary school. Many, on the other
hand, have stated that they would have chosen studies of this kind if the
programme had been adapted to suit their needs.

Most handicapped youngsters have less chance than their non-handicapped
classmates of obtaining on-the-job training, which in turn means that they
have less opportunity of acquiring work experience. To Aincrease their
opportunities in this respect, it is important-to help them make use of the
opportunities which PRYO (practical.vocationél orientation) can offer. Given
careful planning, PRYO/PRAO (practical working life orientation, i.e. work
experience) and :p:ended PRYO or adjusted studies can be a great help. Some
pupils may need =axtra experience of a particular occupational field before
venturing into a long process of vocational education.

In connection . with the transition to upper secondary school,
handicapped youngsters need help in analysing their work situation and their
assistance requirements. Work in upper secondary school is essentially

different from compulsory school, and the individual pupil has to make plans
for it in advance.

During their school career, moreover, handicapped youngsters must be
helped to find .feasible working methods for their subsequent employment or
education.
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All this means that the help required in upper secondary school can
differ from that required in compulsory school. In order, therefore, to
obtain a realistic picture of the work of upper secondary school, some of the
young persons taking part in the project were given a trial week in the line
of upper secondary school which they proposed taking.

Until now, notice of admission to upper secondary school has come late
in the spring, leaving little time for practical planning. It is of course
important for planning in connection with the transition to be completed
before the transition actually takes place, for the pupil to be able to gain
access to premises, for technical aids to be installed in advance, for a
pupil’s assistant to be engaged-and so on. For pupils not spending a "PRYO"
period at upper secondary school, an extra whole-day visit has been organised
instead. In this way, each pupil, together with upper secondary staff, has
been able to examine facilities and timetabling and discuss practical points.
In many such cases the rehabilitation advisor has also taken part so as to
recommend solutions. )

Housing and Employment

Most disabled youngsters live with their parents while they are
attending school. It has proved difficult for many of them to realise their
ambition of a home of their own after leaving school. 1In cases where this has
been possible, they have often had to change their residential locality,
moving £rom a small community to a larger town or city. For many of them it
has proved impossible to £find both housing and employment in the same
locality. These difficulties are often due to a lack of co-ordination between
various agenﬁs. The shortage of modified flats is another major problem.

Housing and Independent Living A

Housing and access to care services are carefullyzinterconnected.
Handicapped youngsters reguire services adapted to suit their need for
contacts and social life =-- services which are available at the times when
young people usually get together. A number of these young persons also
require service round the clock if they are tc be able to realise their aim of
independent living.

Care of this kind c¢an be provided for young persons who are able to
obtain service accommodation,' but it seems difficult to arrange for those
having other forms of housing accommodation. Night-time home help services
can seldom be arranged for those living in flats of their own away from their
parents or for those continuing to live in the parental home.

As things now stand, most of the care received by handicapped
youngsters is provided by their, families. Only in exceptional cases have
municipal authorities provided home help services for young persons living
with their parents. The State, acting through the Care Services Board, has
assumed responsibility for the care of young persons living away from home in
order to study at folk high school or university.
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Housing and access to care services are essential in order for young
persons with severe orthopedic handicaps to be able to live independently. If
the housing question is not adequately solved, there will be little prospect
of employrent and meaningZul leisure.

The need for care must not be overlooked when helping young persons,
during their school career, to plan for the future. It is important for the
young persons themselves to .analyse the assistance they require and the ways
in which they prefer to receive it.

For some years now, Jjobs have been in short supply for all young
persons. The employment situation for young persons with handicaps of various
kinds has always been difficult. An increased supply of job opportunities
does not always mean better prospects for handicapped youngsters.

These young persons therefore need special support and assistance in
their efforts to find employment. This assistance must be offered at an early
stage, which means that practical forms of collaboration between school and
the various departments of the employment office must be devised while the
pupils are still at the senior level of compulsory school. At present this
very seldom happens. Consequently many young people today have had long waits
between the end of their schooling and their first Jjobs.

Large numbers of them have confirmed that this waiting period has a
devastating effect on their self-confidence, and it often intensifies their
feeling of being handicapped and left out of things.

It is therefore important for young persons to explore every
opportunity of finding a job. The supply of jobs which can be offered to
handicapped youngsters today is extremely limited. A great deal of
imagination is a good help in finding new Jjobs.

Wider opportunities of workplace adjustment and wage-subsidised
employment of various kinds should make it possible for more young persons to
be helped in finding employment. Over and above the possibilities already
existing, new expedients should be tried, and this is in fact being done.

Leisure Time

Leisure =z .vity opportunities of various kinds are important to all
young persons, b.: unfortunately the leisure of young persons with orthopedic
handicaps is often very constricted. Most of the activities of daily life are
time consuming. Journeys to and £from school often involve periods of
waiting, and so on. - Many handicapped youngsters, moreover, receive various
forms of treatment which have to take place during leisure hours so as not to
interfere too much with their school work.

But apart from the impact which all these things have on leisure hours,
handicapped youngsters have limited opportunities of associating with other
people of their own age. True, most of the young people interviewed said that
they had friends, but for some of them having friends their own age is an
unattainable dream and most of their leisure activities are shared with adults
only.
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Friends will seldom call to see a person who is unable to go and visi:t

them. If a young person is prevented by an orthopedic handicap from going out
independently and is dependent on help from adults, this reduces his contacts
with friénds of his own age. Transport assistance has been a solution where:
some young people are concerned, while in other cases parents and relatives
have provided transport. Whatever the arrangements, however, spontaneous

contacts with friends are always difficult to achieve so long as one is
dependent on others for getting out.

An important part of- the project has involved talking to young-persons
about the extent to which they believe they need help or support in order to
make their leisure more rewarding. This can relate both to transport and to
the e&stablishment of contacts so as to Jjoin clubs or participate in other
youth activities.

Co-operation is often needed between various public authorities in
order for handicapped youngsters to participate in the various resources which
the community has provided for them. At present, thls is left entirely to the
handicapped individual and his family.

The co-operation referred to here concerns measures within the
individual municipality, but it can sometimes involve measures elsewhere. If
a handicapped person wishes to move to a new locality in order to take up
employment, this calls among other things for suitable housing, access to the
requisite services and adequate transport assistance arrangements.

The Social Insurance Service and, often, vocational rehabilitation
authorities also have to be contacted in connection with a change of
residential locality, and various social welfare departments in both
municipalities have to be notified to prevent grants and supportive measures
from "drying up". The rehabilitation clinic in ‘the new residential locality’

will require a referral, and so on. All these various things £frequently
involve the individual person in dealings with 10 or 15 different people (see
figure on page 32). What 4is more, responsibilities within the various

departments are often divided between several departments and officials.
Unfortunately, responsibilities for co-operation and co-ordination within the
individual authority are not always clearly defined.

These difficulties are widely attested by many handicapped youngsters
and their parents. Many questions of concern to the individual have remained
unsolved due to the inadequate co-ordination of practical measures.

Desirable as it may be, co-ordination of the activities of different
authorities is definitely not a practical proposition. If the liaison officer
is placed at the disposal of these young persons, each handicapped individual
can be piloted through the bureaucracy. Through his experience of several
cases of a similar nature, a liaison officer can establish routines making it
possible to devise new solutions to problems. In this way disabled youngsters

can participate more in the resources which the community has intended for
them.
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Following consultations with the local rehabilitation units in the area
concerned, the rehabilitation officers have been linked to the experiment as
liaison cfficers.

The Project
The 60 or so young persons taking part were selected in consultation
with the rehabilitation advisors and local and regional rehabilitation units.

Following an initial mail shot, the young persons selected were
contacted personally and given ‘ further information about the project.
Appointments were then made for interviews with them and their parents. Since
the project would occupy quite a considerable period, it was important Zfor the
young persons taking part to be told that they were free to discontinue their
contact with the project team when they wished to do so. They could always
return later on if they liked. One important part of the project was to help
these young persons to feel that they are personally responsible for the
measure needed tc be taken. It was therefore important that they themselves
should also decide the amount of dealings they wish to have with us.

Because of this freedom of choice, some young persons who at first were
hesitant about taking part, Jjoined the project. Most of the young persons
made their decisions after talking the matter over with their families.

The project leader, together with the local liaison officers, visited
and interviewed the young persons and their parents in their homes. On these
occasions the young persons described their experiences of school and their
plans for future education or employment. The interviews followed a set
pattern, including questions about school, conditions at home, leisure,
preferences concerning future education, employment etc.

Only a small number of the young persons interviewed stated that they
had received any close guidance about planning PRYO. Only a few of the 60
youngsters taking part knew about the information material available at all
schools on the subject of planning for employment and the future. They
believed that extended PRYO was only available for school-fatigued or
disruptive pupils. None of these young persons had been asked whether they
needed any technical aid in connection with their intended ERYO period. Those
who had personal 3ssistants at school did not know whether their assistants
were entitled and fole to accompany them to their work experience locations.

Following consultations with the youngsters themselves, the school
careers teacher or the SYO officer was contacted in each individual case. All
of the persons thus approached were prepared to co-operate. "Joint meetings
were planned and held. The pupil and, if possible, his parents:were always
present on these occasions. Schools were represented by the pupil welfare
team members who, in the opinion of the careers teacher, had an important part
to play in planning. The project team was represented by the liaison officer
and the project leader. The school situation of the individual pupil and
aspects of future education and employment were discussed on these occasions,
and various suggestions and solutions were jointly evolved by the participants.

'




All of these contacts were then followed up in telephone contacts with
both school and pupil. In a number of instances it was also possible for the
school advisor to attend, which was an advantage especially during the
introductory phase of planning. His knowledge and experience concerning the

availability of special sclutions came in useful in several cases.

During the year, the liaison officers have kept in continucus touch
with both school and pupils, so as to discuss and settle current issues. In
some cases the school has suggested follow-up conferences together with the
project team, while in other cases the initiative has come from parents or
from the liaison officers.

Practicélly all the parents and young persons we met during our work on
the project stated that 4in their opinion, young persons with orthopedic
handicaps encounter more substantial difficulties in the transition between
school and employment.

Many of the young persons themselves expressed concern at the risk of
not getting a Job on completing their education. At a time when job
opportunities are in short supply for all young persons, employment prospects
for the handicapped are felt to be extremely limited.

The overwhelming majority of the parents felt that the experimental
arrangement of a liaison officer had been useful to the youngsters.

In the course of the project, only two young persons chose to
discontinue their contacts with the project team, their reason being that they
felt themselves to be so slightly handicapped that they did not require any
special support for the time being.

Most of the other young persons have spontaneously declared that
contact with -the project team meant a great deal to them in the process of
planning their future education or employment.

Most of the young persons involved in the project have been more or
less regularly in touch with rehabilitation units. Some of them have had
dealings with other specialists and many have received regular physiotherapy.

Routines for transfer to rehabilitation clinics or long-term care vary
somewhat from one hospital management district to  another, but in all cases
the rehabilitation units lose touch with young persons somewhere between the
ages of 18 and 20.

In the course of the project, contact has been maintained with the
regional rehabilitation advisors. Co-operation arrangement have wvaried
somewhat between the three experimental areas. In the County of Halland, the

. rehabilitation advisor has taken part in all visits to schools, and this

participation has been. of great benefit to the work of the project.

In the other areas, the rehabilitation advisor has arranged special
in-service days for school staff who are to receive orthopedically handicapped
pupils in their <classes. Project personnel and rehabilitation staff have
asgsisted on these occasions.
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As the project has progressed, continuous reports have been transmitted
between the rehabilitation advisors and the project team.

- Zo-operation between schools and the project team has run smoothly.
Consultations have been held on one or more occasions concerning all the
pupils involved ia the project.

~he arrangements for these consultations have varied, depending on
local pupil welfare routines. On certain occasions the entire pupil welfare
team has taken part, while on others only the SYO advisor and, where
applicakle, the class teacher have been involved.

The pupils preferred the latter arrangement. It has been easier for
them tc assert their views in a smaller group. Even if a pupil gets on well
with everybody in the team, it can be rather daunting having to face ten
adults on his own. Experience from the project has clearly shown that all
planniné for these young persons requires a great deal of time. The SYO
advisers and careers teacher had to devote a great deal more time to these
pupils than to others. The task of finding PRYO/PRAO opportunities requires
both a knowledge of the popentialities and limitations of the young persons
concerned and time in which to plan FRYO so that it will run smoothly for the
individual.

A large number of the young persons taking part broached the idea of
extended PRYO when talking to the pupil welfare team, and in most cases this
was actually arranged.

As the . project proceeded, it became increasingly apparent that the
PRYO/PRAC period -was of the utmost importance to this category of young
persons. Only a small number of them were able to acquire work experience.

All planning for the transition between compulsory and upper secondary
schools takes a lot of time and requires extra inputs.. A certain amount of
handling time was involved in obtaining finance for adjustment measures and
approval for the procurement of technical aids. Accordingly, we have tried to
begin planning upper secondary studies for young persons involved in this
project about one term earlier than we begin making similar plans for other
pupils.

In many cases, informal discussions were held between the school and
the admissions b-#s-d and also together with the receiving school, so as to
facilitate the traasition.

In the case of pupils whose handicaps require extra measures, a "PRYO
week" was often arranged at the receiving school so as to give the pupil and
the receiving staff an opportunity of talking things over.

Suming up

In the course of the project, we have not come across any organised
co-operation between schools and vocational rehabilitation services where
handicapped youngsters are concerned. Several of these young persons will in
all probability be dependent on vocational rehabilitation resources later on.
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According to the description of . the project, these activities were
expected to make young persons with orthopedic handicaps more prepared for
independent living, employment and occupation. The liaison officer, together
with the relevant parties, was to take the necessary steps to this end and
assist teachers and others in devising means of overcoming problems connnected
with the integration of orthopedically handicapped pupils.

The reaction we have met from young persons and parents clearly shows
that a liaison officer is needed. The experience gained in working together
with schools, rehabilitation units and vocational rehabilitation services has
shown the model for this work included in the project. plan to be viable.

Today, the project is finished. However, in the county councils where
the project has been carried on, the work has been made permanent. The
permanent organisation is worked out somewhat differently, but the working
method and the philosophy are the same as in the project. In the new
organisation, the liaison officer ‘has had access to help from occupational
therapists and physiotherapists as well.
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ACCOMPANYING SERVICES IN FRANCE
REHABILITATION FOLLOW-UP TEAMS
by

Thibault Lambert

Introduction

Co-ordination and management issues were shown to be of particular
importance during the OECD/CERI project on transition. How were the
contributions of different government departments and voluntary agencies made
known to young people and their families and put together in a coherent
package to facilitate access to training for employment and independent living?

In France, the Commission technique d’orientation et de reclassement

professionnel (COTOREP) -- Technical Commission for Orientation and
Professional Rehabilitation -- in each départment (administrative territorial

division) offered an interesting model. ‘One of the services available to the
Commission is the Equipe de préparation et de suivi du reclassement (EPSR) --
Team for the Preparation and Follow-up to Rehabilitation. This paper looks at
follow-up services with particular emphasis on the work of EPSR teams.

Transition

The period of t;ansition from school +to vocational training and
employment. is a sensitive one, particularly for young people who are

handicapped. The activities of the many agencies need to be more closely
co-ordinated by persons or groups who act as guides to accompany individuals
and their families through transition. This guidance should not be confined

to vocational training and employment but should seek to open up opportunities
for social interaction which result in true integration.

The French Context

Two commissions were set up at the département level in 1975 to be
responsible for arranging and co-ordinating provision and services for
children, young people and adults who are considered to be handicapped.
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The Commission d’éducation spéciale (CDES) is responsible for planning
services, considering the assessed needs of children and young people who
require special education and sanctioning or making educational and other

arrangements to meet chem. The commission is responsible £for all such
arrangements for individuals up to the age of 20. It delegates its powers to

two sub-commissions, =ne for the pre-school and elementary stages, and the
other for the seccondary stage. -

The second commission is the Commission technique d’orientation et de

reclassement professionnel (COTOREP). It is responsible for individuals over
the age of 20 and develops programmes which include employment, sheltered
work, alternatives to work and other facilities and services. The commission

also decides who is to be accorded invalidity status and the pensions they are
to receive. It thus has a profound influence on the future lives of young
people with significant disabilities.

Two considerations need to be borne in mind. First a great deal of
provision of all kinds, including education and vocational training is carried
out by voluntary associations and agencies which are subsidised by the State
social security system. Secondly, there may be a gap, in practice, between
the work of the commissions when young people with special educational needs
leave the regular school at 16 and do not enter any form of continuing
education or training.

Follow-up Services

Within the ambience of the two commissions, three kinds of services
carry out a guidance role in different ways. The criteria which distinguish
them are: -

-— whether they specialise in employment, social integration or both;

-- whether they are linked to an establishment or not. Some facilities
for those who are disabled have their own follow-up services. Other
agencies have been set up specifically for follow-up work;

~- the age range for which they provide a service. Some services help
clients of all ages while others concentrate on the needs of
adolescents;

-4

-~ the leg:l status of the service. Not all services are liable to
regulaticn. Some have an unofficial status being financed from
within the general budgets of establishments. Only one service, the
EPSR, is subject to specific regulations.

a) Establishment-linked Follow-up Services

These have no official status and are limited to three years after
children and adolescents leave an institution (Statutory Order 56-284 of March
1956, Annex 24, Article 32). These activities are "subordinated to other
initiatives™ in the sense that they are not always given priority.
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There are different kinds of establishments with such services and it
is necessary to distinguish between disabilities; for instance,
medico-professional institutes (IMPRO) provide for young people with marked
intellectual disabilities up to the age of 20 and in some cases beyond. Some
of them have their own follow-up services and this kind of institute is a
particularly good example where on average 38 per cent of those who attend are
placed and supported in ordinary employment.

Young people with physical and sensory disabilities either attend
specialised rehabilitation centres for particular disabilities or general
rehabilitation centres. These centres are concerned with direct placement and
leave longer-term follow-up and integration to the EPSR.

b) Independent Guidance and Support Services

These are created by associations for the disabled to deal specifically
with the social integratiéon of individuals.

c) EPSRs

These are regulated and are one of a number of services for the
adolescent age group. Regulations, orders and circulars in 1975, 1978 and
1979 defined their role, structure and finance. EPSR teams are
multi-disciplinary teams to support people who are handicapped and enable them
to achieve a stable social and professional life. They participate in every
stage of the integration process. They are concerned with transport, housing,
psychological preparation and rehabilitation. '

EPSR Se:vicés

i) Among the tasks of the teams are

- to provide individuals with information relevant to
rehabilitation;

-- to 4improve vocational and professional competence by arranging
for placements in training institutions, sheltered workshops and
in work; '

-- to give vocational guidance and support in employment;
-= to work in industry and commerce to inform managers and workers
of the potential of handicapped persons and to seek positions for

them;

-- to establish a dialogue with other professionals about
appropriate services and programmes.
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ii) The structure of EPSR services

There are two kinds of teams, those which have public status and those

which have private associative status. Public teams have a minimum of two
members, a placement officer and a social worker. They may also have a member
for secretarial and informatien work and a receptionist. Private teams are

often made up of four or five persons with similar functions.

Teams have recourse to psychologists, speech and other therapists of
all kinds, who can be paid on a sessional basis up to the equivalent of a
full-time worker.

EPSRs are set up by the département Head for Work and Employment (DDTE)
and public teams are fully financed. Private teams receive up to a maximum 75
per cent grant and must raise the rest of their finance from other public and
private agencies. ’

iii) Statistics

There are 73 EPSRs of which 50 are public and 23 are private. They
cover 70 départements with both public and private teams in three of them.

Figures from about twelve teams show that they have more than doubled
their number of clients between 1980 and 1985. Two-thirds of them were men
‘and one-third were young people between the ages of 18 and 25. Disabilities
were predominantly physical and sensory but about one—third were intellectual
disabilities or psychiatric conditions. Approximately 1C per cent of clients
had multiple disabilities. Their general education level was limited with only
one-third of all applicants having a general education leaving certificate.

Just under half of the applicants underwent rehabilitation and of these
84 per cent obtained open employment, 5 per cent received vocational training
and 11 per cent entered sheltered workshops. Other applicants received
careers guidance, help with housing, transport or leisure activities, family
support and other forms of help.

The activities of the EPSR

It should #= recognised that the COTOREP only directs individuals to
the team if there is a theoretical 1likelihood of obtaining employment. The
major activities of the teams are preparation, placement and follow-up. Much
of the work involves complementing vocational and professional training with
work on the social aspects of transition.

i) Preparation

A programme is prepared, with client co-operation and agreement, for
each individual. This aims at social and work independence. The planning
involves a number of activities such as discussions, exchanges of information
and collaboration with local agencies. '
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Among different aspects of preparation the following are emphasized:

-~ Psychological preparation which aims to help the individual gain
confidence, get rid of psychological blocks and make a dynamic
readjustment to his or her disability;

-~ Social preparation which aims to clarify administrative matters such
as pensions and benefit claims and establish status as a person
seeking employment. This aspect 1is to enable individuals to have
financial resources, housing, help, where necessary with self-care,
and information about rights and needs and thus be in a position ‘to
look for a job; )

-- Preparation for employment which may include short preparation
courses (15 days) for those who have never worked and courses in
sheltered workshops which are institutions £for the vocational
training of disabled young people. This also includes making use of
measures which facilitate the employment of the young people
concerned and helping them to present themselves and write
curriculum vitae.

-- Preparation for independence which includes independent travel,
finding one’s way about in the community and independence £from the'
family.

ii) Placement

The work of the team includes particular attention to identifying and
preparing places in different enterprises. First, there is the need for a
knowledge of employment conditions in the area. Then there is an approach to
management which will involve explaining disabilities and 4illustrating
potential to work. There will next be information about all the financial and
other support arrangements available to employers, including modification of
the workplace. Finally the contacts must be personal and those -offered for
employment must be well prepared.

iii) Follow-up
Two aspects of follow-up are equally important:

--~ Employment follow-up. After placement frequent contacts are
maintained with the employer and those in the work situation to deal
with difficulties which may arise. This guarantee of a regular
follow-up and help with difficulties when they occur is significant
in maintaining employment. It may for a short period of months but
also, in some cases, for several years. It may take the form of
telephone calls, visits and further work with clients.

—-—- Social follow-up. This will involve the team social worker in
seeing whether the support network for independenf living is
appropriate, is working or needs to be modified.




38

Conclusion

Although EBSR services provide <fcr many young people, there 1is no
systematic follow-up to education and training for many other young people
with disabilities. The beginning of some co-ordination between institutions
and EPSR follow-up arrangements is evident. A great deal still depends on the
interest and good will of the establishment from which a young person leaves,
usually a medico-professional institute or rehabilitation centre, in referring
individuals to follow-up services and on the ability of those services,
particularly EPSR teams, to respond effectively.
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DEVELOPING INDIVIDUAL SERVICE PLANS
FOR PEOPLE WITH SEVERE DISABILITIES, MANCHESTER, UNITED KINGDOM

TRANSITION FROM SCHOOL TO COLLEGE -

by -

Mick Molloy

This report is about individual planning services for .young people with
disabilities. It gives a short presentation of Manchester City followed by
some insight into policy in the area of services. The “public's“_perspective
on the disability issue 1is discussed in one section and the geneéeral ways in
which educationalists can respond to those perspectives. A framework for
transition from school to college or adult 1life and a personal plan that
enabled one young man to attend his local college are also presented here.

The City of Manchestex

The City has a population of about 460 000. The levels of disadvantage
and deprivation are high, with many families living below the poverty line in
terms of modern definitions of poverty. In some parts of the City well over
50 per cent of families are below that line.

The national rate of unemployment in 1988 was 11.9 per cent; for the
North West region of England it was 14 per cent, and for the City of
Manchester 21.1 ver cent. In central areas of the City, the statistics
indicate that 4Zgper cent of all males were unemployed. Only a small
percentage of youagsters who leave school at 16 enter permanent employment. In
1987, 13 per cent of pupils f£rom mainstream schools went into permanent jobs
and 28 per cent continued their education largely in colleges. The rest went
on to Youth Training Schemes for 18 months or to the unemployment register. Of
the 316 pupils who left special schools, only eight went into permanent
employment (2.5 per cent). :

All these characteristics have implications for the way the City
Council provides and delivers services. The demands for educational services
has increased as a result of changes in age structure, unemployment levels and
social characteristics at the same time as the resource base has special
problems. However, this recognition does not extend to providing sufficient
financial resources to tackle them. ot |



Poat-16 Educational Services for Disabled People in Manchester

In March 1987 a report on the Development of the Post-16 Provision for
Disabled People went to Manchester Education Committee. This report requested:

i) more care supporters (two per year over the next five years):

ii) funding for youth workers to ensure that disabled youngsters are
integrated into youth clubs;

iii) additional funding to enable the twenty or so young people with
profound mental handicap who leave special school each year to
remain in education after they are 19 and probably until they are
21; and

iv) a systematic building programme to create more barrier-free
environments in our colleges.

These issues are being tackled. If progress is slow it is now clear what is
required in this area. :

The City Council has a policy on "Recruitment and Selection™. This is
there to ensure that not only do job descriptions accurately reflect the jobs
that have to be done, but that the process of selection is as free of
subjective bias as possible. Implied in this process is that more people from
minority groups will gain jobs and careers in local government. There is also
a policy statement entitled "Equal Opportunity in Employment -- A Policy
Statement."

Policy statements at the level of intention are of little use if they
are not effective. It is therefore important to note that:

i) a national legal framework which states that learning alongside
peers in mainstream schools should be the first choice for
disabled pupils;

ii) a groﬁing number of children, and young people, with significant
disabilities are now in mainstream education;

iii) more parents want to see their disabled children learning
alongside their non-disabled peers;

iv) children and young people with mental handicap spend some of
their time learning alongside their mainstream peecrs;

vy 20 per cent of pupils are leaving special schools at compulsory
school 1leaving age (16 years) and going into Post-16 Education in

integrated settings;

vi) some disabled youngsters attend their local youth clubs;




vii) disabled adults attend integrated adult provision;

viii) deaf people plea to maintain separate provision for them so their
sign language will not disappear; deaf people want to train to be
tutors in adult education;

ix) there is a growing minority of disabled people in paid employment
in the Local Education Authority; and

%) there is a will of elected Councillors to see more integration
take place and emergent policies and strategies that ensure there
is a commitment to this happening.

Whilst developments are slow, most disabled pupils and students usually
say that they wish to remain in integrated settings once there. If integration
is a process, and not a state, then the more we learn how to support disabled
pupils and students in open settings, the more our educational services will
develop. ’

What Many of us Take for Granted about Disabled People

An appropriate definition of handicap to start with for the purpose of
this report is outlined in an OECD/CERI paper which states:

"One specific aspect of policies bears on the distinction between
disability and handicap. This is best illustrated by an example. A
young person with a physical or sensory disability may not be able to
operate a machine in industry as it is produced for the ordinary
employee. However, with today’s technology it may be possible to modify
its operation so that the disabled individual can use it as effectively
as other operators. Failure to make the modifications turns the
disability into a handicap. It seems, therefore, important to recognise
in all the major fields of education, social welfare and employment,
that policies which do not include appropriate situational
modifications play their part in increasing the handicapping effects of
disabilities and will influence the size of the group described as
handicapped.”

Generalised definitions of the term "handicap" or "disability" are
always inadequat:frecause of the many different situations commonly regarded
as "handicapping" or "disabling". Numercus differences exist amongst us all,
but these differences are not usually experienced as personal "penalties". It
is only when the value attached to the difference by others and society in
general is a negative one that this tends to happen. This, sadly, would appear
to be a widespread phenomenon and not merely one that is particular to people
with visible disabilities.

Educational services have in the past required many disabled young
people to leave their wusual surroundings and go where the services are’
provided. That is still widely prevalent. Children and young people go away
from home to special residential schools, often in other parts of the country.
Many of us, traditionally, have had very low expectations for these pupils and
students. Services to them have often relied on the use of "special™ buildings
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on one campus, in which the "special™ needs of those young people are
supposedly met. Segregation of disabled people whatever their age from
non-disabled people carries a number of costs for those segregated:

i) it is sometimes suggested that special "assessment and treatment
units"™ are required. However, the very process of removing a
young person from his/her usual setting (the mainstream setting)
removes the opportunity to observe and analyse the interaction
between the person and his/her environment. Artificial
environments should be avoided if at all possible;

ii) once segregated, opportunities to learn how to adapt to living in
the person’s local community are drastically reduced;

iii) segregation makes it difficult to reintroduce a person to less
restrictive settings;

iv) personal relationships, with family, friends, neighbéurs, are
usually disrupted by segregation and can become difficult to
re-establish; ’

v) segregation often reduces the oppdrtunities to learn appropriate
behavior from non-disabled peers;

vi) there is a danger of segregated settings being used unnecessarily
because staff in ordinary settings may become less able or willing
to serve people who present a challenge when they know that
alternatives exist; and

vii) segregation, per se, contributes to a damaging fall of self-esteem.

Why are disabled people as a gJgroup devalued? Why do we seek to
reinforce their own doubts? These are not easy questions to answer, but along
with the issues to do with the way services are designed, answers are probably
to be found in the distorted mental images most of us hold, and the bias in
those images against disabled people being valued as competent members of
society.

Positive Ways to Respond

One major challenge is to develop service provision that meets pecple’s
needs, young or old, in an individual way. The way 4in which services are

provided can inhibit or enhance personal freedom and choice’ It is, in the
first place, important to ensure that a disabled person has the correct blend
of support to sustain a life in the open community. Rarely does one come

across a service with aims that recognise the importance to the individual of
community participation, but unless a service consciously works to such an aim
it is likely that it will quickly develop into a place where disabled people
go rather than a service which supports them in their daily living. Once
separate service has been established, even if it originally did have clear
aims, it can begin to assume a logic of its own.
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A powerful way of improving service design is to give the people who
deliver services the opportunity to become more aware of the implications of
their actions on the people they serve. Specific aims could be to:

i) develop staff awareness and understanding of the needs of disabled
students;

ii) examine some typical institutional constraints; and

iii) promote development of student awareness of disability through the
tutorial system.

Another way is to give senior staff the opportunity to beccme directly
involved in supporting a disabled person doing routine things in the community.

Planning personal services can benefit people at three different levels
within the system: - -

i) disabled people have a better chance of getting what tﬁey need if
a well-written statement specifies the forms, extent and frequency
of various interventions needed;

ii) providers know exactly what services they should be providing and
in what way they need to be provided; and

iii) those paying are able to specify exactly what they expect as
outcomes for each service used.

The chances of achieving effective and efficient services are much
greater with this approach because there is a mechanism to measure whether or
not the expected service is being delivered for a specific amount of money and
effort. If personal planning is not viewed as an essential function,
providers will continue to operate as they usually do now. A disabled
person’s needs come to be defined as what a provider has available, not what a
person requires to lead a full life.

Tt is not unusual to find a variety of specific services for disabled
people with no arrangements for evaluating their combined effort. Typically
the means of Mgetting on the road" assumes more importance for the planner
than where one is going. Whilst the processes and structures of planning are
important, these g:11 not necessarily determine the direction planning takes.
This is set by the principles used in drawing up plans. It would, for
instance, be possible to make a personal plan for someone which excluded more
than promoted her/his participation in the community. It is very important to
be clear about the principles which are wused, and, as the plan unfolds,
continue to make sure there is a match between principles, process and
outcomes. FEveryone should have at least a basic entitlement to:

i) a presence in the community;

ii) opportunities to participate in community life;

iii) experiences that make us more competent;
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iv) situation where we make choices; and

v) respect and status.
This 4is what is needed in working with each disabled person requiring
additional support.

Guidelines for Transition from School to Adolescent/Adult Life

In England and Wales the 1981 Education Act and the Special Educational
Needs Regulations, 1983, require an annual review of the Statement of Special
Educational Needs compiled for individual pupils. Although reflecting the
statutory position in England and Wales, the principles are capable of general

application. The annual review should be part of the series of a school’s
planned involvements with parents, seeking to promote confident relationships
and full participation by them in the education of their children. The

involvement of a young person in the decision-making process is important
although there is no statutory provision undexr the 1981 Education Act for this
to happen. The presence of a young person at a review as he/she gets older is
desirable. The wishes of the young person should, and those of the parents
must be taken into cons;deratlon

The following procedure creates a framework for leavers’ reviews based
on legislation and good practice in many special schools in the United Klngdom

i) First stage

There should be a formal process which initiates the pre-leavers’
assessment for every pupil for whom a Statement of Special Educational Need is
maintained in mainstream or special schools. This should commence in the
academic year in which a pupil is fourteen. 1In England and Wales under the
1981 Education Act a local education authority has a statutory responsibility
to carry out a mandatory reassessment during the period of twelve months
beginning with the day on which a pupil attains the age of thirteen years and
six months.

a) Mandatory reassessment must involve the parents from the outset and
use the full procedure laid down in Section 5 of the 1981 Education
Act, thus enabling parents to submit written comments or make oral
comments which the authority must record. As a prelude to this, it
is wuseful to invite parents, by letter, to the school to discuss the
information available to the school with the head teacher. The
parents should have the option of involving their child in this
discussion. At this meeting: '

-- the pupil’s files should be available for perusal;

-- it should be explained that the information has been supplied by
professionals from several disciplines;

-- the general options apparently open to the pupil should be
discussed. A variety of pertinent information brochures, careers
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leaflets, prospectuses and details of local employment which
reflect the options should be given to the parents. Appropriate
points of contact (e.g. Careers Officer, Principal of Post-16
establishments) should be given so that parents and the pupil can
follow up the options presented; and

-- parents and the pupil should be given the opportunity to make
their own suggestions and the head teacher should endeavour to
suggest appropriate points of contact for further information
where appropriate.

b) Towards the end of the school year there should be an open evening
for pupils of this age cohort and their parents. This open evening
should have contributions from the Careers Service, providers of a
local post-16 provision and the multi-disciplinary team attached to
the school and give parents and pupils the opportunity to deepen
their knowledge of post-school facilities.

ii) Second stage

In the year in which a pupil is fifteen a review should take place,
usually not later than the spring term. The purpose of this is to plan with
more certainty the future course for the pupil, allowing sufficient time for
special provision to be arranged.

a) Whilst the review might include all those included the previous
year, in addition to professionals requested to attend by parents,
the cost implications need to be borne in mind. Selection by
parents and head teacher is important; for instance, it is now that
the health visitor could be involved. She/he can contribute to the
assessment and planning for the future by indicating whether or not
her/his services, or those of her/his district nursing colleagues,
would be appropriate.

b) More specific plans should be drawn up.

c) Should it be considered that there is an eventual need for provision
not currently available, this is the time at which such a
recommendation should be brought to the notice of the Chief
educati # officer. - The likelihood that such a recommendation is to
be made, and the reason for it, should be drawn to the attention of
local colleges to ensure that every opportunity to secure
appropriate local provision has been pursued. ’

iiji) Thixd stage

A review should take place in the autumn or spring term in the year in
which a pupil is sixteen. The purpose of this review should be to:

a) monitor progress;

b) amend recommendations if necessary;
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c)'evaluate work experience placements; these can serve the dual
function as a "taster" for the young person and a further platform
for assessment; and

d) finalise plans or suggest further schooling.

Such a framework is important to ensure that the process of planning
actually takes place for each pupil.

In July 1986 a new Act of Parliament received the Royal Assent. This
is the Disabled Persons Act 1986. Section 3 of that act is intended to help
bridge the gap which many disabled young people find on leaving school. It
requires local education authorities to notify Social Services Department of
all children aged 14 and over who have Statements of Special Education Needs,
at a certain specified time. Those young people concerned must then
subsequently be again notified to the Social Services Department nine months
before they are expected to leave school so that their needs in relation to
other statutory services can be determined. These services in England and
Wales are those that are principally available under the Chronically Sick and
Disabled Persons Act 1970; these include the provision of recreational
activities, television, home helps, travelling assistance, and holidays.
Section 5 of the 1986 Act has just come into operation and will affect for the
first - time all pupils who reach their 16th birthday in the academic
year 1990-1991. It remains to be seen how effective this act will be; there
is a clear intention, however, to develop closer co-operation between the work
of the Education Department and the Social Serviges Department and this must
be welcomed.

A Personal Service Plan for Transition from School to College Life

The deneral backbone of a plan is simple. It follows the outline given
in the Education (Special Educational Needs) Regulations 1983 mentioned
previously. It is based on reinforcing the ordinary life model and gives:

a) a description of the person’s unique needs;

b) the resources required to meet the needs; and

c) an indication of how the resources can be secured.
. This particular plan for Paul was produced with Paul and his parents to
help him transfer from a segregated residential school setting to an ordinary
college of further education. The plan answers four essential questions:

a) What are Paul’s needs?

b) What educational provision needs to be made to meet those needs?

c) What additional non-educational provision should be made?

d) Where is the most appropriate place for his educational needs to be
met?
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The plan is drawn from a real case study. The procedure outlined above
was followed, but since Paul was attending a residential school in the south
of England (some 300 miles away!), Manchester LEA arranged the meetings. They
took place largely in Paul’s own home, when he was on vacation, and his local
college.

Paul’s general needs

Paul is in his final term of compulsory education (16 years). He
attends a residential school outside Manchester and has indicated his
preference to pursue education until he is 19 years old.- He has said that he
would 1like this to be at his local college and, as far as possible, with
non-disabled people. He and his parents have decided that for this period at
least he should live at home.

Paul is a lively outgoing person whose general abilities and interests
are much the same as most young people of his own age. He is a person with
athatoid cerebral palsy and as a result of this his motor functions are
grossly impaired. He uses a wheelchair and requires support when transferring
to and from, and to propel it, unless it is electric and even then he has not
had experience of moving independently any great distances. It is likely that
he will not use public transport. He does travel in a car, provided the
support to lift him in and out is there, but he cannot sit unaided and someone
has to support him. There is no reason why he cannot use a taxi provided the
support is there.

His communication needs

Paul understands everything that is said to him but others have great
difficulty understanding what he says due to his impaired articulation. They
must be prepared to listen and use contextual cues. He is patient and 'very
tolerant of others. This helps a great deal as does his sense of humour.

His educational needs

a) Paul’s attainments in the basic skills of 1literacy and numeracy,
althouc'? not low, are at the hesitant stage. He requires practice
and sugpgort to develop fluency. He has the cognitive ability to
write, but his hand movements are severely impaired and he cannot
write in the conventional sense. He will therefore require an
alternative method of writing. He <can type, but the typewriter he
uses, an IBM Golfball, hides the print from view. A typewriter with
a wvisual display unit would alleviate this difficulty. Once Paul
attends college, tutors should begin to explore with him the
potential of the microprocessor as a tool for writing.

b) Paul 4is also interested in Art, French, Astronomy and Computer
studies. He has had little opportunity to experience the resources
in his own community and has said that he would 1like a course to
help him achieve this.




course

following

needs:

The education provision to meet Paul’s needs

Paul should, in the first instance, attend a twelve-month bridging

at

a)

b)

c)

his local college. His personal plan should aim to:
increase his participation in his local community;
offer him experiences that will make him more independent; and

prepare him for an open college situatien.

Within the existing college structure Paul’s neeﬁé can be met with the

a)

b)

c)

blend of provision:

A third of his timetable with the special mneeds group with
opportunities fox:

-- Problem~-solving learning;

-- Participating in discussion groups on social and life skills
training; and

-—- Experiencing community facilities.

A third of his timetable in open classes related to:

-— Typing;

-—~ Using microprocessors;

-— Art;

-- Geography; and

-- English and Maths through adult literacy groups.

A third of his timetable with his support worker in relation to:
-- Exploration of personal aids;

-- Using the local community; and
-- Independence and personal effectiveness training.

Non-educatiocnal provision for Paul

Paul will require the following non-educational provision to meet his

a)

Personal support: in the first instance a 12-month appointment of a
personal supporter for:

-- Open classes; .
-- Community settings; and
—-— Specialist classes.

This should be provided by his local college. The cost will be
reimbursed to the college by the Education Department.
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b) Trxansport: Paul will be able to use the college transport for
disabled people mornings and evenings. He will also require an
allowance to allow him to experience his wider community during the
year. This money should be paid to his local college by the

Education :‘Department, and will probably be used to purchase taxi
time to transport Paul and his supporter into the wider community.

¢) Communication aids: The provision to meet Paul’s needs in this area
has been explored by specialists from the district health authority.
Paul will initially require equipment £rom the following sourxces:

—— Education Department: Brother printer EP22 and a photonic wand,
both purchased by the Education Department, but remaining the
property of Manchester Education Committee when Paul finishes his
course. This equipment is for use in college;

-- Department of Health and Social Security: Paul will require
gimilar equipment for personal use at home. This should be
pursued through his consultant at Booth Hall Children’s Hospital.

d) Physiotherapy: paul should receive termly supervision by the
community physiotherapist from the district health authority. This
provision should:

—- Assist him with his exercises;
—- Help his parents to support him in his exercises; and
-— Offer training to his personal supporter.

e) Physical and financial support: Paul will also require assistance
from the Social Services Department in the following areas:

—- His home will require modifications to allow him to live with
increasing independence. Paul has not lived at home regularly
since he was twelve;

—— Financial benefits on change of status due to age, especially in
relation to Requirement Regulations Schedule 4, paragraph 18
(claims for a permanent helper):;

Al

—— Inder=2ndence aids within his home and also in relation to
comm ®:cation aids that cannot be provided by Department of
Healtn and Social Security; and

—- Ensuring that personal support is available to him to pursue his

interests after he leaves college.

Reviews of Paul’s personal plan

The first review of this plan should take place after the first half-
term. Tt should look at how accurately the picture of Paul’s needs is and how
well the services respond to them.
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Conclusions

The central message of this report is that people with very complicated
disabilities can participate in the mainstream of society, if we look closely
at the way we deliver the supporting services and ensure that they do support

people rather than segregate them.. This tends not to happen when "packages”
of service provision are based on the institutional model. In the original
letter, and not untypically, that was received from the Careers Officer about
Paul, many negative stereotypes were used such as: coping with someone (a
difficult person); use of term "boy" for a person who is sixteen years old (a
child image); removed from his school (segregation); "¥" gchool with all its
resources (institutional model of service delivery); and hold out for "Y"

college (despair).

What happened to Paul? What about the evaluation? Shortly after Paul
had started at college, I moved to another job. The next time I saw him was a
year later when he attended a conference as a student delegate on issues to do
with disabled students. We spoke briefly and he told me that he was settling
into college 1life. I asked him to keep in touch. About a year later I
received a letter done on his own personal computer:

. "When I startéd at Abraham Moss back in 1984 I was on the bridging
course, I found the-work on the course easy and was not really learning
anything and sometimes I got quite bored.

Then in October my tutor got me into some part-time Maths and English
classes, 4in the basic skills area, even though it was only a coupie of
hours a week I was using my brain more.

In January 1985 I started the 2l1-hour course doing Maths and English in
basic skills. Also I do other studies which are Computers, Social
studies and I.E. (Instrumental Enrichment) .

Next year I am going onto the CFE (Certificate of Further Education)
course which is a one-year examination course and includes the
following subjects =-- Maths, English, Computers, Social Studies and
Human Biology, plus French and other subjects to make up the hours."

The point about things being too easy is interesting but Paul was now
in an environment where people could respond to that. He had more control
over his own studies. Two years after that, I received another letter from
Paul. It said:

"I am still at Abraham Moss studying Basic'Maths, Basic English and
Sociology at GCSE. At the beginning of the academic year I started on
the GCSE English but found the level too high. I hope I will be doing
GSCE Maths and English next year.

For my sociology I have to do a piece of work in which I have to find
information by a number of different sources, such as interviews and
qguestionnaires.
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I have decided to do my piece of work about educating the physically
handicapped and I wondered if it would be possible for me to interview
you on this subject.

I would be very grateful if you could spare the time and it would help
me a lot."

That letter speaks for itself. Paul was about to evaluate what I do.

Paul 4is still pursuing a college course in an open environment. He
very firmly wanted to come home and receive his education in his own
community. The way forward must be to think positively with individuals about
their desirable futures and help them plan them. A starting point might be to
suggest that every college should not be allowed to refuse admission to a
disabled student other than on the following proven grounds:

—— Course is full and there is not an alternative acceptable to the
student; '

-- Prospective student is not qualified for course;

-- The degree of personal support required by the student is not
available;

-~ The student does not have the necessary personal aids to have access
to the course material;

~- The physical barriers on site will make movement in important areas
impossible for the student;

~- The student - could not get to college because no transport is
available; and

—— That such modifications as might reasonably be made within the
college to remove the grounds for refusal have been examined.

Colleges should be rigorous in this approach and should actively assist
intending students with counselling or refer them to an appropriate support
agency. Analysis of this information will help local authorities with the
planning for futur: resources.

k4

This indiv:dual example is a summary of principles put into practice
which exemplifies what can be done, even in difficult circumstances, if
objectives are clear and actively pursued.



53

CASE MANAGEMENT IN THE UNITED STATES

by

Ruth Luckasson

The phrase "case management"” is used frequently in the United States
by individuals in the human service fields. Generally the phrase appears to
carry a positive connotation, but its use by many human service workers is
often accompanied by an expression of disappointment that case management
ndoes not work as well as it should". Further gquestioning rarely yields
specifics about either the precise definition of case management, why it does
not work, or what we could do to improve it. It is as though everything about
case management is supposed to be self-evident. But of course it is not.

This report will attempt to analyse some of the case management issues
that have arisen in the United States and perhaps provide some useful
counterpoints for discussion of the international experience. Regrettably,
little empirical or qualitative research has been conducted on case management
in the United States. With few exceptions, the writing in the area consists
primarily of reports on funded projects, training handbooks, and descriptions
of how case management ought to be conducted and what it ought to accomplish.
Since much of this literature is unpublished, it is frequently not
peer-reviewed, and it is difficult to collect. My own literature search was .
most fruitful when I was able to personally contact authors who then
generously shared their collections with me. For an excellent compilation of
literature on the subject, the reader is referred to the bibliography.

The repor # will begin with a description of the evolution of case
management in the United States. Next, it will survey the primary definitions
of the phrase and attempt to distill the common themes running through the
definitions. It goes on to discuss issues affecting implementation, such as
direction, -independence, authority, caseload, training, and job satisfaction.
Finally, some state-by-state descriptions of case management will be reviewed.
Since a convenient access to many of the referenced materials was difficult,
excerpts from documents that may suggest useful starting points for discussion
were provided.

The Evolution of Case Management

Reviewing the history of the principle of case management in social
services suggests that it is not an invention of the 1980s. The idea emerged
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early in United States attempts to assist 4individuals by providing social
services. A pioneer of BAmerican social work practice, Mary Richmond,
emphasized as early as 1822 the importance of what she termed ‘"indirect
action™ (Richmond, 1922) but what we would probably call case management:
"Indirect action through many parts of the social environment -- through other
persons, through institutions and agencies, through material things =-- though
not the only approach of the social case worker, is more exclusively within
his field than are scme 27 the other approaches (i.e. counselling) I have
mentioned"™.

Case management has been rediscovered periodically since then, by
different professions, often by different disability groups, and frequently as
components of different social policies. For example, the early 1970s saw a
modern manifestation of case management principles when Elliot Richardson,
then Secretary of Health, Education and Welfare under President Nixon, issued
a memorandum entitled "Services Integration: Next Steps". Federally-funded
services integration projects, the Services Integration Targets of Opportunity
(SITO) Projects, were begun in order to establish interagency linkages’ among
human service programmes. The goal was to reduce the dependency of
individuals on welfare who had multiple problems by providing: "a) the
co-ordinated delivery of services for the greatest benefit to the pecople;
b) a holistic approach to the individual and family unit; c¢) the provision of
a comprehensive range of services locally; and d) the rational allocation of
resources at the local level so as to be responsive to local needs."
(Richardson, 1971, reported in Caragonne and Austin, n.d.). Recently, The New
York Times discovered case management. An editorial heralded a "bold"
alteration to mental health care delivery -- a corps of "case managers" to
address the needs of .people with mental illness. "The experiment deserves
local approval and national attention." (Mental Health on the Street, 1988,
p. 22). There must be something about the social problems of individuals and
the idea of case management that accounts for its appeal, longevity and
adaptability.

Case management appears to have taken root in the modern developmental
disabilities field with the birth of de-institutionalisation and the
philosophical commitment to providing services consistent with the principles
of  least intrusion and least restriction. As individuals with developmental
disabilities left total-care facilities and began to confront the complexities
of a scattered service system, it became clear that most of these individuals
would require assistance to create the service package indicated by their
needs. At the same time, people with disabilities began to assert their
autonomy and decisicn-making powers, creating a self-advocacy movement. Urging
that ﬁhey be treated as "consumers", self-advocates promoted a shift in the
balance of power, recasting human service workers as the employees of the
people who have the disabilities, and demanding that decision-making power be
in the hands of the disabled person rather than the worker. Given the very
real disabilities that self-advocates experience, assistance in the form of a
case manager was essential to fulfill the client’s intentions and assist him
or her in negotiating the complex and often fragmented service system. It has
been suggested that increased '~ emphasis on case management generally
accompanies theoretical shifts from attempting to change the individual
through clinical services to attempting social change of the individual’s
environment through social manipulation (National Association ©of Social
Workers, 1984).

-
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A related interpretation has been offered. Perhaps after total-care
institutions no longer provided the point of accountability for the lives of
people with disabilities, it became necessary to designate an alternative

point of accountability. A single-service institution could not be held
responsible since the needs of people with developmental disabilities require
wide-ranging services from many types of service providers. Thus, designating

a person, rather than an institution, as the point of accountability satisfied
the system’s need for pinpointed responsibility. Case managers fulfilled this
role.

The phrase "case management” has not been without criticism. The
primary objection is that an individual is not a "case" to be "managed”.
While accepting the sensitive nature " of the objection, for ease of
communication this report will use the phrase.

What is a Case Manager?

One way to analyse the definition and function of a case manager in the
United States is to review the legal mandates for this service and the
responses from relevant professional groups. Case management has been
described and mandated in many official directives including federal laws,
state laws, and court cases, and by professionals in the human services
fields. Some examples follow. :

The federal Developmentally Disabled Assistance and Bill of Right Act,
major legislation in the disabilities area, was passed in 1975 as an amendment
to the Developmental Disabilities Services and Facilities Construction Act.
Its purposes were to expand federal assistance to assure that all persons with
developmental disabilities receive the services and opportunities necessary to
enable them to achieve their maximum potential through increased independence,
productivity, and integration into the community; to enhance the role of
their families in assisting the person to achieve maximum potential; and to
support a system in each state to protect the human and legal rights of
persons with developmental disabilities (the state "protection and advocacy"
systems, 42 USC 6000 et seg.). The statute designates case management as a
priority area and defines it as: N

Wactivities to establish a potentially life-long, goal-oriented process
for co-oriinating the range of assistance needed by persons with
developmer £:1 disabilities and their families, which is designed to
assure accessibility, continuity of supports and services, and
accountability and to ensure that the maximum potential of persons with
developmental disabilities for independence, productivity, and
integration into the community is attained.™ [42 USC 60001(16°), P.L.
100-146, sec. 102].

Another major disability law, the federal Rehabilitation Act of 1973
(29 USC 701 et seg., P.L. 93-516), was designed to develop and implement,
through research, training, services, and the guarantee of equal opportunity,
comprehensive and co-ordinated programmes of vocational rehabilitation and
independent living. It requires that each consumer be served according to the
Individualised Written Rehabilitation Plan. Among the services  included by
the Act are case management services, "counseling, guidance, referral, and
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placement services for individuals with handicaps, including follow-up,
follow-along, and specific post employment services necessary to assist such
individuals to maintain or regain employment, and other sexvices designed to
help individuals with handicaps secure needed services from other agencies,
where such services are not available under this act." [29 USC 723 (a) (2)]

Similarly, the federal Mental Health Systems Act requires that every
state provide case management services to chronically mentally ill individuals
who receive substantial amounts of public funds or services [42 USC
300x~-11(b) (6) (amendment of 1986, P.L. 99-660] . For a fuller discussion of
case management services for individuals with mental illness, see Platman
et al., 1982).

In the current federal Medicaid health insurance reform proposal, case

management services are included as a reimburseable community and
family-living service. The Social Security Act defines case management as
"gervices which will assist individuals... in gaining access to needed

medical, social, educational, and other services.™ [42 USC 1396n(g) (2)1]

The federal special education statute, the Education for All
Handicapped Children Act of 1975 (20 USC 1400 et seq., P.L. 94-142) requires
that a handicapped child’s education and related services be co—-ordinated by
an interdisciplinary team according to an Individualised Education Programme
(IEP). An IEP is:

"y yritten statement for each handicapped child develcped in any
meeting by a representative of the local educational agency or an
intermediate educational unity who shall be qualified to provide, or
supervise the provision of, specially designed instruction to meet the
unique needs of handicapped children, the teacher, the parents or
guardians of such child, and whenever appropriate, such child, which
statement shall 4include i) a statement of the present levels of
educational performance of such child; ii) a statement of annual
goals, including short-term instructional objectives; iii) a statement
of the specific educational services to be provided to such child, and
the extent to which such child will be able to participate in regular
educational programs; iv) the projected date for initiation and
anticipated duration of such services; and v) appropriate objective
criteria and evaluation procedures and schedules for determining, on at
least an annual basis, whether instructional objectives are being
achieved.™ [20 USC 1301(19)] X :

Transition, the process of assisting young people with disabilities to
move from special education and school to work, has been the focus of serious
analytical work by OECD/CERI (1986). Case management forms an essential part
of successful transition (a description of current US service systems and
concepts in transition can be found in Ludlow, Turnbull, and Luckasson, 1988).

Many states have developed state regulation to accompany federal case
management legislation. Minnesota, for example, has attempted to address the
issue of case management by mandating that counties provide ongoing case
management services to any client diagnosed as mentally retarded or as having
a related condition. Case management services are defined as including
"diagnosis, an assessment of the individual’s services -needs, an individual
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services plan, and methods for providing, evaluating and monitoring the
services identified in the plan" [Minnesota Statutes Annotated sec. 256B.092,

(1988) 1. Minnesota has also legislated an Interagency Office on Transition
Services. The office is within the Department of Education and is directed to
gather and co-ordinate data on transition services for secondary age

handicapped pupils, provide information and technical assistance to state and
local agencies involved in transition services from school to work, to assist
in establishing local interagency agreements, and to assist in planning
interagency training to develop and improve transition services [Minnesota
Statutes Annotated sec. 120.183, 1988)].

A federal district court, after ordering the closing of Pennhurst, a
large mental retardation institution in southeast Pennsylvania, mandated that
the counties appoint case managers to serve the needs of all class members of
the Pennhurst case (Halderman v. Pennhurst, 1979; Order for the Interim
Operation of Pennhurst, March 3, 1979, reported in Conroy and Bradley, 1983).
(For a well-researched description of the Pennhurst deinstitutionalisation,
see Conroy and Bradley, 1985). The court found that lack of accountability in
case management had been the central reason for the lack of movement from
institution to the community (Laski and Spitalnik, 1979).

Two major professional groups, the Accreditation Council for Services
to People with Developmental Disabilities (ACDD) and the National Association
of Social Workers (NASW), have also addressed the principles of case

management . A frequently cited definition of case management is found in the
standards for accreditation .0of° ACDD. This nationally respected voluntary
accreditation group is comprised of the representatives of ten major

professional groups in the field of mental retardation. Many service-
providing agencies as well as consumers across the country regard the ability
to meet ACDD standards as the hallmark of high-quality services. The federal
government has, in several notable cases such as Medicaid federal health
insurance, adopted ACDD standards as the federal law. ACDD standards
emphasize co-ordinated service delivery and the section on plan co-ordinatiocon
refers specifically to an individual plan co-ordinator or case manager. The
relevant standards on case management follow:

"600. An individual program plan co-ordinator is designated for each
individual being served. Regardless of who is designated, staff of all
agencies providing any component of service required by the plan take
an active vole in assuring effective communication and overall plan
co~ordinat fa.

1605. Each individual unable to function as his/her own individual
plan co-ordinator is assigned one who is responsible for monitoring and
co-ordinating all activities in implementing the individual plan.

"606. If the individual is not the plan co-ordinator, the individual
plan co-ordinator is identified to the individual, to the individual’s
parents or guardian or advocate, and to those persons who provide
services to the individual.

"607. The agency’s written procedures allow an individual or an
individual’s parents, guardian, or advocate to request and secure a
different individual plan co-ordinator.
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"Tf the individual is not the plan co-ordinator, the designated
co-ordinator:

"608. assists the individual in locating and obtaining, outside or
inside the agency, those services identified by the planning team;

"609. observes at least monthly the implementation of programs and the
delivery of services, and intervenes to ensure implementation of the
individual plan;

"g10. facilitates the transfer of the individual to another service or
agency when such transfer is desired by the individual and such a’
transfer is consistent with the individual’s plan; '

"6ll. elicits the individual’s preferences and respects those
preferences when they are not inconsistent with the achievement of
goals;

"6l2, assists the individual in assuming management of those
activities for which the individual has demonstrated management
capacity. (ACDD, 1988)

The National Association of Social Workers promulgated "NASW Standards
and Guidelines for Social Work Case Management for the Functionally Impaired”
(November 2, 1984). While recognising that various models of case management
are being practiced around the country, and that -=he case management function
is not always carried out by professional social workers, the Association
attempted to clarify some of the issues in order to guide social workers in
providing case management. Case management was defined as "a mechanism for
ensuring a comprehensive program that will meet an individual’s need for care
by co-ordinating and linking the components of a service delivery system. The
components may -be in a single agency or may be spread through various
agencies. Tn either instance, sufficient authority must be granted to the
case manager to allocate and monitor services if case management is to be
effective."

NASW issued three standards to direct the professional behaviour .of
social workers in the provision of case management services:

"Standard 1. Enhancing self-determination. It is the respohsibility
of the social worker as case ﬁanager to assure that clients are
involved, to the greatest possible extent, in the development and
implementation of the plans for their care. '

"Standard 2. Primacy of the client’s interests. The social worker as
case manager should use all his or her professional skills to serve a
client and should carefully weigh the organization’s goals in relation
to the client’s needs.

"Standard 3. Relationship with colleagues. As case manager, the
social worker should treat colleagues with courtesy and respect and
strive to enhance interprofessional co-operation on behalf of the
client.” ’
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NASW further issued five guidelines formulated to direct the process of
case management:

"Guideline 1: Case management tasks. Case management in long term
care includes a multidisciplinary assessment of a client and a periodic.
review of the client’s status, the development of a plan of care;
implementation of the plan of care, co-ordination and monitoring of
services; advocacy, termination of the case, and follow-up.

"Guideline 2: A shared function. Case management as a function that
is shared by the social worker, the client and the client’s family, and
other professionals and agencies, requires a delineation of tasks.

"Guideline 3: Accountability and program evaluation. The
accountability of the staff and the agency should be assured through
appropriate documentation and data collection and through periocdic
evaluation of the quality, adequacy, and effectiveness of the case
management system and of the services provided through this system.

"Guideline 4: Development of resources and social action. Because a
wide range of social and health care systems must be available to
assist the functionally impaired and their families, the social worker
as case manager must be able to identify gaps in services and work
toward the expansion or establishment of services in the agency and in
the larger community to meet these needs.

"Guideline 5: Agency policies and resources. The many unique
responsibilities of case management must be backed up by administrative
and fiscal support and must be given appropriate consideration in the
agency’s planning, policy making, staffing, and budgeting processes.”
(NASW, 1984) . S

How is a case manager different from a traditional social services
worker? Caragonne and Austin suggest this comparison:

Traditional Case management services

8:00 - 5:00. Indeterminant.

Routine sci=2dule. Non-routine work.

Operates 1 & >ffice. Community-based.

One service emphasis. Multi-service emphasis.

Little or no inter- Extensive and varied inter-
agency contact. agency contact.

Authority on case-load only. Authority to represent agency.

Limited decision-making. Extensive decision-making.

Limited freedom to operate. Extensive freedom to operate.

Routine feedback. . Periodic, extensive feedback.
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Common themes in case management formulations

Upon reflection, several common themes emerge from the wvarious
formulations of case management described in the previous section. All of the
formulations anticipate an individualised assessment and evaluation process
designed to determine the needs of the individual. It also seems clear that
the general purpose of case management is to improve the functioning of the
individual, increase his independence and opportunities for a self-directed
life, and to provide continuity-of care. Undergirding these goals for the
individual appears a strong push to distribute social services, both
specialised and generic, in a manner as efficient, fair, and rational as
possible. all agree that many individuals with developmental disabilities
will require a complex array of services over a long period of time, thus
resources and services must be genuinely available or there will be nothing to
"manage". Finally, there appears to be general agreement that following up on
the services received and monitoring the quality of those services are
essential components of case management .

Ross (National Conference on Sccial Welfare, 1981, p. 106) suggested
three models for case management programmes, the minimal model, the
co-ordination model, and the comprehensive model. He proposed the following
comparison:

Minimal model Co-ordination model Comprehensive model
Outreach. Outreach. Outreach.
Client assessment. Client assessment. Client assessment.
Case planning. Case planning. Case planning.
Referral to service - Referral to service Referral to service
providers. providers. providers.
Advocacy for client. Advocacy for client.
Direct casework. Direct casework.
Developing natural Developing natural
support systems. support systems.
Reassessment. Reagsessment.
’ Advocacy for resource
development.

Monitoring quality.
Public education.
Crisis intervention.

Controversies in case management

Review of the available literature suggests that several areas arise
repeatedly as areas of tension in case management. These include: conflicts
between the individual’s judgement and the case manager’s judgement; whether
case managers ought to be independent or part of a service agency; whether
case managers can effectively' function solely on their personal negotiating
skills or whether they must have genuine authority; whether case management
responsibility ought to be designated in an individual or a team; what the
optimum case management case-load is; and job satisfaction for case managers.
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The possibility of conflicts between the individual’s judgement and the
case manager’s judgement has been recognised by most authors. Resolution of
conflicts specifically within the case management arena has not been the
subject of published research.

Should case managers be independent or part of a direct service agency?
The most frequently recognised drawback to case managers being part of a
service-providing agency is the potential for conflict of interest (Bersani,
1988; Spitalnik, 1981). This conflict may arise in at least three ways: the
manager’s loyalty may be divided between his employer and his client; and the
manager’s loyalty may be divided between two clients of the agency; and the
manager may limit his selection of services to the services provided by the
agency by whom he is employed.

Forcing case managers to be separate from direct service agencies may,
however, cause other problems. Such separation may make their professional
positions unnecessarily precarious, unnecessarily isolated from the services
they are supposed to be managing, and may deny them the "clout™ necessary to

negotiate their duties. When case management is a separated service,
"privatisation™ may occur, and non-governmental providers may sell the service
under contract to the government. Spitalnik (1981) suggests that private

providers of case management services are less desirable than government
providers because they lack the institutional stability, permanency, and
continuity provided by government services. Another important consideration
is that under the US Constitution, important civil rights protections may be
limited to the "State action" created by a government provider. Without those
civil rights protections, individuals with disabilities are vulnerable to
discrimination.

Clearly, case managers must have the ability or clout to actually
accomplish the tasks required by their =role. This means that in addition to
granting them the necessary pover, they must be accorded sufficient
professional status. One means for assuring that case managers have the power
to accomplish their goals 4is to develop -formal inter—-agency agreements
concerning the receiving agency’s acceptance of clients into their programmes.
Some creativity may be lost, but the case manager may be spared some of the
case-by-case negotiation or M"re-litigation" otherwise required in every new
situation.

Most auth-rs in the developmental disabilities field suggest that case
management respc.® ibilities should be vested in an individual rather than a
team. However, ~“a=st (1979) reports that in the mental illness field, team
structure provides more consistent availability and continuity not dependent
on a single case manager, better planning because of the additional points of
view, and less "burn-out”.

Questions of optimum case management case-loads rise frequently. The
report from the State-of-the-art conference indicates that "no other issue was
raised with equal consistency or discussed with equal vehemence" (National
Conference, 1981, p. 10). Reports from across the states demonstrate that
there is enormous variability, with the highest over 100 clients per manager.
Later descriptions of case-loads as high as 300 are reported in Spitalnik and
Sullivan (1988, p. 27). The judge in the Pennhurst case mandated a case-load
of no more than 40. The feedback from the Pennhurst case managers was that a

.




62

more realistic load would have been 25. Case-load size depends, of course, on
the nature of services being provided, the needs and demands of the clients,
geographic considerations, and the skill and experience of the case manager.
Weighting systems might wusefully take into account such factors in the
allocation of loads among managers.

The costs of case—loads that are too high include being constantly "on
the run" and unable to develop relationships with the clients, always reacting
to emergencies rather than helping clients plan for anticipated problems, and
responding to the most insistent clients rather than fairly to all the
clients. On the other hand, case-loads that are too low will drive up costs
and perhaps generate dependence in clients who are too indulged by their case
managers. :

The -job satisfaction of case managers was researched by Caragonne and

Austin (n.d.). They report that case managers who expressed ‘high job
satisfaction reported high wvalues on mediation skills, persuasiveness,
flexibility, and knowledge of inter-agency policies. Satisfaction was

positively correlated to greater numbers of inter-agency contacts, ability to
receive referrals and to make referrals, and high levels of task feedback,
task independence, and self-actualisation (p. 129).

Current practice

Several representative US case management systems will briefly be
described, including California, North Carolina, Colorado, Florida, Eastern

Nebraska Community Office of Retardation (ENCOR), and South Carolina. (The
information was collected in 1980. For more detail, the reader should consult
National Conference on Social Welfare, 1981, pp. 2.2-2.19). A recent

three-year study of case management in New Jersey will then be reviewed.

California has 21 "regional centers" employing approximately 1 000 case

managers, each manager serving about 64 clients. The regional centres are
private non~governmental agencies which contract with the state to provide the
services. The regional centre 'system began as a pilot study in 1966. Two
special programmes train parents of persons with disabilities to be case
managers. Great variation exists among the 21 centres.

North Carolina does not have a state-wide case management system; but

it has five  programmes serving eleven counties.  The Craven County DD Case
Management System has five staff members, each of whom serves approximately
105 individuals. An identified weakness is that since case management in

North Caroclina has no basis in state law, there 1is a perceived lack of
legitimacy.

Colorado has had a state-wide case management system since 1978,
operated through 22 private not-for-profit boards under contract to the state.
There are approximately 130 c¢ase managers, each serving approximately
65 clients. The boards also provide direct services and consequently,
conflicts of interest have been identified.

Florida state law has mandated case management services since about
1977. There are approximately 165 case managers, with case-~loads of 105 each.




The system is operated out of the State Department of Health and
Rehabilitative Services. Identified as the greatest strength of the Florida
system is the authority and clarity accompanying the fact that all financial
control is within the state agency.

In Nebraska, case management has been a component of the widely
respected ENCOR since its inception in 1971. The five-county programme
employs about 25 case managers, each . serving approximately 37 clients.
Administratively, there appears to be greater accountability to the counties
than to the state.

South Carolina has operated a state-wide case management system out of
the Governor’s Office since 1980. There are 13 case managers, each with a

case—load of approximately 35. The rural nature of the state creates problems
in the delivery of services. The placement of the system within the
Governor’s Office is regarded as politically neutral. Case managers are given

great discretion in the purchase of services, and this 4is regarded as
enhancing staff morale and avoiding staff burnout.

New Jersey: one of the best analyses of a US case management system
can be found in a recent report on the New Jersey experience (Spitalnik and
Sullivan, 1988). New Jersey completed a three-year study of their case
management system. Dr. Deborah Spitalnik, Director of the University
Affiliated Program (UAP), Robert Wood Johnson Medical School, University of
New Jersey, conducted the study. Currently, New Jersey has approximately
25 000 individuals receiving case management services. The study was prompted
by the state’s rapid de-institutionalisation, making case management
increasingly critical <for individuals with mental retardation entering the
community for the first time; and New Jersey’s expansion of eligibility for
case management from a typically restrictive definition of mental retardation
to the more expansive definition of developmental disabilities.

New Jersey analysed its current case management practice by a variety
of methods, including:

"ee interview of case management staff at all levels within the Division
of Developmental Disabilities (DDD);

—- interviews of Special Child Health Services case managers;

-~ interviews of service providers within the state;

-- a detai’ :d survey of area supervisors within DDD;

—— a thr=&tiered consumer survey of direct consumers, family members,
and skill-development home providers; :

-- a review of an unpublished DDD 1985 internal audit of community
services case management and intake units;

-~ a review of the DDD five-~year plan;

-- a review of the Public Advocate’s 1984 survey of community
residential facilities for the mentally retarded; ’

-- a review of a monitoring study of mentally retarded clients placed
in the community;

-— consideration of the recommendations of the governor’s taskforce on
services for persons with disabilities;

-- a detailed training needs analysis based upon feedback from
participants in UAP training programs;
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-~ a survey of case managers’ perceptions of the Individual
Habilitation Plan currently in use;

-- analysis of the requests to the UAP for technical assistance;

—— collaborative efforts with DDD staff and other service providers."
(Spitalnik and Sullivan, 1988, p. 4)

Based on the extensive study, Spitalnik and Sullivan concluded that
while the system was functioning adequately from the perspective of most
current consumers, there was serious overload from the perspective of the
staff. Dysfunction in the service delivery area was summarised:

.. discontinuity between service need information and system planning;
-- overlapping service provision;

-- restrictive practice in service provision;

-- lack of specialised assessment and program resources;

-- lack of access to generic resources;

-- poor implementation of inter-agency agreements."

Factors which impact negatively on case managers’ ability to function
effectively include:

n"_— lack of clarity of role expectations to workers and to the public:
-- lack of empowerment of case managers;

—- high case-loads;

-- paperwork requirements;

—- need for enhanced supervisory structure;

-- need for ongoing in-service education;

-- need for enhanced support services."

The study goes on to make approximately 35 specific recommendations for
improving the system. Clearly, the New Jersey Developmental Disabilities
Council is pursuing improvement in the provision of case management services
to individuals with developmental disabilities.

Conclusion

Ultimately, the real question 1is how to provide the best case
management services in 2 manner most conducive to successful community
integration for individuals with disabilities. The research of Caragonne and

Austin suggests that the following characteristics of the work environment
lead to increased case management: .

"__ tasks are clearly defined by upper level management;

-- leadership providing structure and support;

-- high levels of autonomy;

—— little control of behavior through rules and regulations;

-- clear communication patterns between organizational levels;

-- tasks of case management supported within the work environment;

-— commitment to and involvement with the job of case management;

-- sanction to perform tasks in an unorthodox, innovative manner."
(p.- 115)
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Successful community integration for people with developmental
disabilities will depend on good case management services. All of our other
work to assist in creating genuine opportunities for rich lives in the
community will fail 1if we neglect this task. The issue warrants our best
efforts. B
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ESSENTIAL ELEMENTS IN MANAGING TRANSITION

The key message of this report is that young people with disabilities
need a continuity of support if they are to make a successful transition to
adult life. It is crucial that departments, agencies and professionals work
to agreed ends to provide this continuity so that independence in working life
can be achieved by all. '

Introﬂuction

The closing session of this phase of the project on the transition to
working 1life of disabled people, as agreed at the outset, was a meeting of
experts, in Denmark. Their role was to identify the most significant issues
that are seen to be necessary to ensure the optimal management of this key
period in the lives of disabled people. ’

At the meeting, following an extensive discussion of the case studies
that have been reported in Part II, differences in opinion were expressed but
concensus emerged over the conditions that are necessary to achieve a smooth
transition from school to work for disabled people. The case studies
themselves describe a variety of approaches to managing transition in certain
Member countries and they illustrate how varying methods have developed in
different contexts.

Tt emerged that the Kurator system as developed in Denmark was an
important basis from which to evaluate different approaches and to  identify
significant case management issues. It was agreed that the Kurator system came
closest to the most ideal arrangement and inevitably this model was clearly
highly influentia’gon the more general recommendations that follow.

The conclusions reached at this meeting are intended to be
generalisable and are therefore stated rather broadly.

Main conclusions

Areas of general agreement - It is important to stress that goals for
individual disabled people can only be realised within the appropriate social
framework and policies of a country, such as those that exist in certain
Scandinavian countries. Some of the manifestations of such policies are goals
which emphasise fairness, access to the benefits of society that are generally
available to all, as well as inclusion and participation in the development of
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the policies themselves. The realisation of these policies implies the right
to full adult status with the pleasures and the pain, the privileges and
responsibilities that that concept entails. A society must allow for the full
deveiopment of all of its citizens and these rights should be reflected in its
policies. It has to be recognised, however, that full participation is an
action which must also be strived for by individuals and their families.
Segregated provision, of any sort, is therefore in opposition to these goals.

In order to achieve these goals it was agreed that the general approach
to young people who are disabled should:-
a) be individualised, flexible and interactive;
b) give adequate attention to psycho—social factors;
c) involve a planned progression, continuity, follow-up and
acountability;
d) involve young people and their families in decision-making.

Furthermore, it has to bé recognised and stressed that services will
need to continue to be available and that these must have their focus in the
neighbourhood and the community.

The organisation of services

The identification of services as an important aspect of successful
transition clearly raises the question of how these services should be
organised. It was agreed that:-

a) they should be planned and provided in such a way that the
individual, personal transitional arrangements are not only possible
but an integral part of the service delivery system. This means that
they must be client led to allow for a maximum degree of choice for
the client. This itself requires a co-ordination of funding
arrangements between services and agencies in addition to
co-ordinated funding for individuals for the effective management of
transition. Furthermore, the system must be flexible enough to be
able to respond to the changing pattern of needs of the local
community. This in turn means that resources and decision-making
should ideally be delegated to the local level,

b) these services should be operated by key-workers who themselves have
particular needs:

i) they require appropriate training;
ii) they need small case loads since it is essential that support
be given, not only to the client, but also to his family and

under these circumstances cases can become especially complex;

iii) they need easy access to wide ranging information on for
example all available programmes and resources;

iv) they need a professional support group, not only to maintain up
to date knowledge and to develop skills, but also to increase
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job satisfaction and to help to prevent ‘burn-out’. There was
some discussion over the preférred title to be used for this
type of person. It was agreed that the name was important but
the actual choice would clearly need to reflect the
cirumstances in each Member counfry;

¢) The arrangements must be clbsely monitored and evaluated to ensure
for example continuity for clients across different case managers
and in the  programmes and services available as well as in the

handing over, where necessary, from one agency to another. It would
of course be preferable for cases to be handled by a single
individual;

d) A decision must be made over the range and scope of the case
management function during transition. One arrangement may limit the
process to one which ensured access to the appropriate facilities,
while a different plan might well include an advisory and
counselling role. The age range of the client group would also need
to be agreed.

A further very important question indeed is  whether or not the case
management practice should only be related to the employment objective. For
instance should the case manager also be concerned with the adjustment issues
involved when a disabled adult moves from the institution to the community.
The experience of the Kurator model has shown that there is pressure to extend
the role of this manager to a wide range of disabling conditions such as
severe mental retardation, thus going well beyond the initial brief of working
with young people with moderate learning difficulties.

The quality of the manager

There is also a2 need to look at the gqualities of the managers
themselves. The following is an outline of some of the major features that
such individuals would ideally possess, how they would operate and what they
would do.




QUALITIES

Experience with young
people in school and
elsewhere on a regular

basis.

Social flexibility.

Good communicator
in many different
fields of home,
school and

work.

Lives in and knows
the area.

A good listener.

A good manager of
behaviour.

Counselling skills.
Knowledge of

disabilities.

A person to whom

others naturally turn

Final comment

This part of the
meeting of experts

for disabled youth.

The report shows

being translated,

requires a knowledge

transition will

The experts meeting shows that there was general agreement, among those

characteristics of effective
management. Isues of priority and emphasis can only be resolved in the context
individual Member countries. It is to be

who had studied

of the policies and practices in

report

that

PROCESS

Assessment

(multi-professional) .

Developing material
for an individual

transition plan (ITP).

Preparing with others

an ITP.

Agreeing the ITP

with the young person

and the family.

Facilitating the
plan.

Supporting the
individual and the
family.

Monitoring the
effectiveness of
transition.

problem, on the main

has summarised the views
for the implications of
transition to work for young people with disabilities.
to provide guidance to those who might

a case

transition process.

ACTIVITIES

Providing information
about further education,
employment training,
leisure/recreation,
housing benefits, etc.

Making relationships
with the young person,
families, teachers,
social workers,
employers/employees
and agencies.

Facilitating visits,

interviews, placements
and the young persons
contact with agencies.

Providing continuity
during transition.

Communication and
co-ordinating
individual programmes.

there are principles and practices capable
appropriate forms, to other contexts. However, this
understanding of the
achieved where the

that emerged at the
management approach to

The emphasis has been
wish to plan transitional arrangements

Effective
departements, agencies
professionals who contribute to transition work in isolation one from another.
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hoped that this report will prove a use ul basis on which to develop
procedures for managing transition.

It is worthwhile repeating the main message again. Young people with
disabilities need a continuity of support if they are to make a successful
transition to adult 1life. It is crucial that departments, agencies and
professionals work to agreed ends to provide this continuity so that
independence in working life can be achieved by all.
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From School to Working Life in Genoa '

Restricted Educational and Vocational Opportunities

. Historlcally, a large number of young persons with moderate and severe
disabilitles had been confined toresidential institutions for long-term care. These
facilities offered little in the way of basic edueation and provided no vocational

education services. Apart frorh adult day care services and limi_ted *sheltered

"work" opportunitles thesereslidential programs wei‘e designed with theassumption
that “clxents" or "patients" with disabilities could not and would not successfully

"transition” to adult working life in community settings.

In the mid-1970's as resldential institutions for persons with moderate and
severe disabilities were officially closed, the integration of large numbers of these

~ young people into regular compulsory schools first occurred. With this major socfal

change, the possibility of successful transition by 'y‘oung persons with moderate
and severe disabilities from school to int‘egrated, competitive employment was
first seriously addressed.

A key problem frustrating successful transition for young people withmoderate
and severe disabilities to competitive employment and independent community
living which soon emerged was the absence of needed social and work skills and

competencies. Experience dem'Onstrated that while many young persons with

‘disabllities could master speciﬁc job skills they lacked the proper psycho-social

preparatlon for the demands of the work envxronment (e.g., the rules of the

"~ workplace, the social contact with supervisors and fellow employees). It became
readily apparent that an important factor leading to the failure of individuals to

develop these needed "work skllls" was the lack of practlcal experlence, i.e.,
actual exposure to the workplace.
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. Attitudes and Involvement of Others

* Prior to the initiation of the Genoa Project, and exacerbated by the long-time
school segregation of children withmoderate and severedisabllities, non-disabled

..members of the Genoa e'ommunlty (e.g., employers workers, shopkeepers) had

comparatlvely llttle contact with persons (chlldren and adults) with moderate.
and severe dlsabllltles This lack of famjliarity, in turn, created a negatlve
.psycho-soclal environment for transition. Many employers and unions either
believed that most dlsabled persons were incapable of productive employment or
that necessary employment support wo_uld be costly and disruptive. Most potential

~. coworkers tended to view the additlon_of.mOdera'te and severely disabled persons

to the workforce as both threatening (in terms of limiting the number of.avallable

_jobs) and burdensome (.e., likely to increase the work expected from their non-
dlsabled peers) ‘ '

lnef!‘ecti ve Serw‘ce Coordination

Prlor to the implementatlon of the Genoa 'l‘ransmon Approach, the

responslblhty for mteragency service coordlnatlon was left entirely to the young

© person with disabillties a_nd his or her family. Most of the problems encountered

by young persons “w'l"th disabilities in linking competitive employment and

- independent ll\rln;g may be attributed to the lack of effective service coordination
.among the responsible public agencies. Even when» the supply of job opportunities

dncreased, employment prospects for young persons with moderate and severe
disabllities did not keep pace, The important mlssmg ingredlent was a mechanism
-for ensurlng intensive cooperatlon among health and rehabilitation staff,

employers and students and their famllles “to plan and ensure successful
transition,
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Needed Improvements

In light of the problems identified above, the founders of the Genoa Transition
Approach arrived at six basic conclusions regarding the design of an improved

transition approach for young persons with moderate and severe disabilities:

(1) During the compulsory school period, maximum attention should
be given to the integration of children with moderate and severe
disabilities within regular classrooms and on the development of
age—appropriate social and communication skills.

(2) In order to "transition” from school to gainful cimploymment, young
persons with moderate and severe disabilities need expanded and
intensive services designed to assist them to acquire needed "work
skills" and practical work experience hefore attempting Lo sustain
commpetitive employment, - necessitating practical forms of
collaboration among the various agencies responsible for the

provision of vocational and emplovment related services.

(3) Emptoyers and coworkers must be directly and substantially
involved inthe development of needed work skills and in the ongoing

support of disabled employees in order to build and maintain a
climate of strong psycho-social support.

(4) "Trial Work" approaches need to be developed which create
financial incentives for employvers to “"take a risk" in hiring and

maintaining first-tiine emplovees w1Lh moderate and severe
disabilities.

(8) Young persons with disabilities and their families should be
involved in identifying the assistance that they need and in
deciding how and by whom that assistance should be provided.

(6) The leadership of the Genoa community (part:culaxly city
officials and major employers and unions) is essentlal if young

persons with disabilities are to fully benefit from the vanous
resources which exist within the community.
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- ORGANIZATION OF PROFILE

- The purpose of this descriptive profile is to provide Amencan educatlon and
.rehabilltatnon agencies.with a basic understanding of the Genoa approach to the
education and transition of developmentally disabled young persons from school
to adult and wtor‘king life. Its goal is to provide information sufficient to allow
' "thlose agencies to replicate or adapt one or more important features of the Genoa
. spproach. It must be stressed that the descriptions provided below are a composite
- of the current practices in Genoa. Because of the siéniﬁcant variations in local
--service structures within the city, no totally uniform system exists.

In organlzing this profile it has been necessary to present information both
~about the Genoa Pr‘oject and the overall educational and health systems within
~ which it operates (i.e., "the Genoa Approach"). In doing this, it became difficult to
decide which information to present first. A decision was made to provide first a
general introduction to the overall system within Genoa to provide health and
social services to persons with disabillties (Chapter I1). Following this
mtroductlon Chapterlll outlines both the basic pre-school and compulsory school
education program provided for all children in Genoa and of the provision of
" special e,ducetylon seryices'within the city} This general overview is followed by
a description‘ of the Varioijs 'upper secondary education, training and work
programs currently operating within the municipality (Chapter IV). Chapter V
" presents a detailed discussion of the Genoa ProJect the key component of the
Genoa Transition Approach and Chapter VI presents a summary of. avallable
information regarding the Project outcomes and impact. The Profile conclud_es with
a discussion of the c'u-rr,e,nt ineffectiveness of American transition programs and

the implications of the Genoa experience for solving problems In the American

transition approach whlch‘contrlbute to Its current ineffectiveness (Chapter VII).
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DEVELOPMENT OF PROFILE

'I‘his descriptive profile iS based on information provxded to OECD over a five~
. year period by the Italian Mmistrv of Education and by the reglonal and municxpal
authorities in Genoa. It is also’ based on extensive information collected through -
'two on-site visits to Genoa in December, 1987 and October, 1988. These field
visits included both on-site observation of service prévision in Genoa and
interviews with young persons with developmental disabilities employers, co-
.. workers and staff of the educationai agencies of both nguria and Genoa.and of
various local health and social serv1ce units. :
- The profile was developed by Mr. Martm Gerry of the Fund for Equal Access to
. Society ("FEATS") and Dr. Wayne Sailor of San F‘rancisco State University, with
extensive assistance from Ms. Kathleen Kelley, OECD, and from Dr. Enrico
.Montobbio (Director of the Genoa Project) and several members of his staff. FEATS
would like to express ‘its- apprec1ation to OECD Mr. David Thomas i‘or his
‘ assistance throughout the preparation oi‘ the profile and to Dr. Michael Hardman
“(University of Utah) for his asslstance inboth organizing and conducting the field

data collection activities and in the preparation of the proflle. FEATS would like

also to express its’ appreclation to Dr. Nora Ferro (Rome Transition Project), Dr."

Wendy Turnbull (Unlversity of California Medical Ceriter) and Ms. Terry Hardman

for their assistance during the Genoa fleld visits. FEATS also wishes to thank Mr.
Luca Montobbio who served as a fieid interpreter durmg the Genoa visits
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CHAPTER 17 — OVER VIEW OF THE
ITALIA N/GE'NOA SYSTEM
_fS'o‘ciai ?olicy in ‘Italy, establlsh"es' a basic obligation on the part of governfment
. (nation'al regional and local) to provide whatever health care and social support

is needed by familles and lndividuals unable to successfully participate in the '
o mainstream social and economic systems of the country.

" THE ITAL!AN‘HEALTH CARE PROGR/lM |

I-"I“he' Regionval“ AdmlniStration_'of the Italian -M'inistry of Health ‘and Social
~ Services is'generallyresponslbie foremployment and rehabilitation provisions for

disabled people and all. health and social services delivered by the local health ‘
'authorities thhm Genoa P

- Structure of Local Health Units

For purposes of program operation the Cityof (‘enoa is divided geographically
' 'into local health dlstricts each contaimng a population of approximately 80,000
rpersons Within the average Genoa dxstrict approximately 11,000 persons (or 14%

. of the total population) are children ‘Bach local health unit is divided into seven
principal . ,_.,ser.vlces".r (1) Veterinary M‘edlclne. (2) Basic, Specialist and
B .l’harmat:entical,Medicijne; (3) l’tiblic and Environmental Health, Work Sal‘ety and
Forensic’ Mediclne; (4) Hospital Services; (5) Mental Health Services; (6)
o Handicapped and Geriatric Services; and (7) Maternal and Child HealthService(see _
Appendix C). ' " '
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 Services to Children and Youth With Disabilities

All non-residential health and social services for children and young persons
in Genoa under the

age of 18 are under —-— ——-: - ...

~the supervision of
the Maternal and LOCAL HENLTH AGENCY
Child Health Service
("MCH unit") of the

local health agency

‘servin"g the

catchment area in KATERIAL ﬂ‘ND CHILD UNIT  [roeserremmemeenmeeeenes

1
: ; crelons
which the child - - T 1
) | srEciaL |
resides. As indicated T : | REHADILITATION |

: : {owstons |
above, each MCH unit : : : _ o

S |

has a total client

population of ;| PEDIATRIC SUPFORT | “pEvintRiC nEDICAL
, ' 1E0 S1ATT
approximately ! -

1.1, o 0 0 |,
approximately\ 250 of

Figure 1 - MCH Subunits

whom are identified
as disabled.

MCH Structure

Within each MCH unit services are provided to children and youth with
disabilities through three principal subunits: (1) the regular pedlatric medical
staff; (2) a special Pediatric .Support Team; and (3) Special Rehabilitation |
Institutes, financially supported by the unit (see Figure 1). -

The services provided by the regular pediatric staff for children with
disabilities are identical to those provided to all other children, These services

Include preventive health care, diagnosis and treatment. The services provided

8



,Coordlnator of
-Services for the

compulsory ‘schools

three educatlonal

"and two speech .
therapists. The
After-Scho‘ol

"not a regular

Frbm School to Working Life in Genoa

by:each of the othér MCH units are focused on the provision of special health and
social support to children and youth with disabllities and their families. Services -

include neuroldg’léal and PKU screening of infants, school health services
(including routine vaccinations), and health education.

'Special Pediatric Support Teams

Within each MCH unit a Special Pediatric Support Team has been e‘staﬁllshed
In orderto coordinate the prbvlslon of health and social services to approximately

250 children and young persons under the age of 18 who have been identified as
disabled. Each Pediatrlc Support Team consists of a Supervisor (a psychlatrist who

also serves as

Pediatric Support Team

located ‘within the
cat.chment ‘area), ' ‘.Health Coordinator

‘ . Education Spedalis@
specialists, two.

cljnlcal psychologists Paychologist

Speech Therapist

Teacher, ‘alth'ough . Psyohiatrist

employee of the MCH L. ,
unit, functions as a Figure 2 - Pediatric Support Team

~de facto member of -

‘the Pedlatrlc Support Team during the periods of pre-schooland compulsory school
enrollment (see Figure 2). ' '
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The Pedlatric Support 'I‘eam provides services to children in pediatric day care
and, as is described above, most chlldren of preschool or school age with
disabillties receive "related servxces" through their local Team. Members of the
team also serve as members of the multi- —-agency staffing group operating within
public pre- -school programs, mcludmg the Supervxsor/Coordinator of Services, a
clinical psychologist, and speech therapists. .

Within a school population, determinations as to which c‘hlldr'en are disabled
(and thus which children are entitled to "special education services") are made by
the local Pediatric Support Team. buring the beriod' of compulsory school
enrollmenf. members of each Pediatric Support Team work closely with the school
staff (partieularly with the Principal and with ‘Support Teachers) of the
compulsory schools located within their "catchment" area. Team members also
participate both in the development and the monthly or bi- monthly reviews of
individual educatxonal plans for each dlsabled child. _

~ Pediatric Support Team members are also responsible for several in-school
healthrelated activities, including par'ent/teacher counseling, support groups for
- mothersof children with diéablllties. and language and psycho-motorevaluations.

_Special Rehabilitation Institutes

~Special Rehabllltation Institutes in Genoa, operating under contfact to one or
more MCH units, provide comprehensive "related services" to children with
disabllities In each of the following categories: (a) children with moderate or
" severe mental retardation (including virtually all cl\i_ldren with Down Syndrome);
(b) children who are blind and deaf-blind; and (c) children who are non-
ambulatory. Each of these special institutes is operated by a parents association.
Services offered at the Institutes include speech therapy.ibc'cupatlonal and
physical therapy, psychological services, recreation, social work services, school

health services, parent training and transportation.

-
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ITALIAN/GENOVESE DI;SA BILITY POLI cY

Elementary and secondary education in the Republic of Italy is under the
supervision of the national Ministry of qucation Education and transition policy

‘regarding persons with developmental disal)ilities in Genoa is centered around

three main principles (1) integration (2) multi- disciplmary support and (3)
commumty participation ‘ )

- Integration

Within the City of Genoa, the pr1nc1ple of "mtegration" has been pursued both
in the process of education and in the formulation of its ultimate ggals. Virtually
all children with disabilities are enrolled in regular compulson schools and are
assigned to regular classroom settings. Students with even. the severest

- disabilities are included in the age appropriate peer groups, and the compulsory
“school curriculum emphasizes the development of social and communication skills

Integrated gami‘ul employment and independent adult life within the community
have been established as the primary ‘outcome goals for the Genoa Project Within
the project, work evaluation and work experience strategies are used which i‘ocus
on regular integrated employment settings rather than sheltered work.

- Mu]ti;piscig,linarz Support .

'I‘he prlnciple of "multl discipiinary" support stresses the lmportance -of

-involvmg persons: drawn from a wide range of disciplines in different aspects of

the transition process In Genoa psychologists psychlatrists social workers,
special support teachers and regular educators all play important roles in the
education/transition process. One important aspect of this multi-disciplinary

process is the expanslve role played by local health agencies. lndeed the success
of the Genoa Approach Is due In large part to the work of talented professxonalsf

drawn from many disciplines who are committed to the goals of soclal and economic
integratlon for all persons wnth dlSdbl“tlQ

“11
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(_:omm unity Participation

The principle of "community participé‘.tion" requires that all seétors of the
community be actively involved in the overall "transition process"‘. This active
involvement, as a practical matter, reqhires the efféctlve linkage of employers,
labor unions, health facilities, and g‘ovérn_mept agencies at the municipal and
regional levels in order to form an effective support network for young persons
with disabilities and their families. In. addition to this broad concept of
organizatlonal participation, the principle of com.munity participation also
anticipates that peers, co-,-wofkers and family members will play an active -role in

the transition process as primary support providers.

GENOA

The City of Genoa is a large industrial and port city located on the
Northwestern coast of Italy. With a tot'ai population of approximately 800,000,
Genoa is the largest city and capitol of the region of Liguria. Genoa ﬁas a school
age population of over 200,000 and one of the highest unemployment rates of any
industrial area of Italy (60, 000 persons or 10% of the total workforce are currently
unemployed). Within the total population of persons currently unemployed 17,000
(or approximately 30%) are under the age of 20.

Genoa has, however, enjoyed an unusual degree of political and social stability
during the last decade as a result of strong collaboration among local political,
managerial, professional and labor union leadershlp Union support for integrated
employment has played an important role at both the national and local levels.
Although the present economic situation has slowed down the process of
Integration into open employment, the principle has been firmly"accepted and

employment integration continues to increase. One of the Genoa Project's greatest

concerns, however, is the absence of new jabs in the local labor market.

12
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The Genoa Project-1s administratively located within the Handicapped and

Genatrlc Service unit of one of thelocal health authorities in Genoa. By design,

‘ "~ however, the project. draws participants from the -entire clty and actively

% . | ' coordinates the operation of its program with all of the health units, including
| ‘ ~ each of their MCH, Mental Health and Handicapped and Gerlatric subunits.

. SYSTEM OVERVIEW

A chart providing an overview of the structure 'of the Genoa Approach fis
attached as Appendix B.

13
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CHAPTER 11 — PRE—-—SCHOOL AND

In Genoa‘ publlc pre-school educational programs are operated ona voluntary

enrollment basis for all children ages 3-6.In contrast education for all children
between the ages of 6

and 15 is mandatory.

PRE-SCHOOL Children Attending Preschools:
PROGRAMS - |

Public pre-~school Mo Fra-School 100%

Frivals Frg-Schivol 6.0%

educationis provided
8 hours per day, five
days per week in a ‘ ’

, Public Prg-School 84.07,
system of separate ' ,
public pre-schools.

Private pre-school

programs al‘éo operate
within the city. 4 :

" Of the 20,000+ Figure 3 - Enroliment in Pre-School Programs
children of pre- ' ‘

school age in Genoa, approximately 18,000 (or 90%). are enrolled in public and
private pre-school programs. Within thls group of pre-schoolers, approximately
17,000 are enrolled in public pre-school programs (94%) and 1,000 (6%) are
enrolled In prlvate programs (see Figure 3)

14
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. Program Design

Publlc pre -school education is provided free of charge to all children Special
transportatlon to and from the pre- school is also provided whenever public

- transportatlon systems are unavallable The public pre- ~-school program stresses

social development, creatlvity and cooperative activities rather than academic
development Average pre-school class size is approxlmately 12, and open'
classroom structures are used to promote social interaction among all pr_e'-sc.hool
children in the same age groups. ‘ ) '

Between 3% and 5%’0‘!‘ t‘he'chlldren enrolled'in public pre- school programs are
identified as d1sabled Wlthln the context of American pre-school programs, these

children would generally be classified as "developmentally disabled." Chlldren

with dlsabllitles enrolled inpublic pre~school programs are assigned to regular. '

. age. approprlate classes, and no more’ than two chlldren w1th dlsabilltles may be

enrolled in any one classroom grouplng

Services For Children With Disabilities

While the pre= school program for children wlth dlsabllitles is the same as the
program for all other chlldren special procedures are followed to ensure that each

child with a disability fully partnclpates in and benefits from pre-school

actlvltles A special Multi- Agency Staffmg Group (see Figure 4) meets at least
once each year to discuss the unique characteristics of each chlld. Pre-school
staff typically included as members of this multl-agen:cy staffing group are:.
(1) The child's "Support Teacher";
-(2) The child's 'current pre—school teacher;
(3) The child's paslt'pre'-sc'hool teacher; and

(4) The pre-school principal.
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The balance of the members of the multl-agency staffing group are employees of
thelocal healthauthority, including a Coordinator of Services to disabled children
(usually a clinical psychologist), a neuro-psychiatrist, therapists (e.g., speech
therapy, physical therapy), and the child's "After-School Teacher." While the
child's parents are not included in the annual staffing meeting, they do
participate in -monthly_meetl'ngs with responsible health agency staff (i.e., the
Coordinator and neuro-psychiatrist assigned to the child) to discuss the child's

needs and progress.

The primary objective of the annual multi-agency staff meeting is the

development of an individualized plan to support successful participation by the

child in the full range of
pre-school activities.
Regular classroom based
"sf)eclal education

services" described In

the plan are provided by -
" Support Teachers

.(described in detall in
Chapter 1III) and by
employees of the local
healthagency(describe_d
In detall in Chapter II).
Responslbllity for the
instruction and
supervision of all other
pre-school acti\}ltles
(including for children

Multi-Agency Staffing Group -

Health Coordingtor

Support Teacher

Pringipel <&} Psychiatrist
Alter-Schoo! Teacher :

FIgﬁre 4 - Multi-Agency Staffing Group

with disabilities) is assigned to the regular classroom teacher. .

Children enrolled in a pre-school program may be "retalned"' for an extra year
if they are judged by the Multi-Agency Staffing Group to be soclally unready for
enrollment in a local elementary school. In the event such a decision is made, the
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staffing group must prepare a written Teport explainlng the basis for the retention
decxsion and must. secure parental approval in advance

COMPULSORY sc11b0Ls

In Italy, all chlldren"ages's to 15 must attend a publi-c or private school

program. The vast majority of parerits in Genoa (over 95%) choose to enroll thelr
chlldrenin the puhlnc '

Compulsory Schools.

In Italy, compulsory I S . - b
public education Is | = Chjldren Attending Public Schools
separated into - two o o

sequen‘t~ial'

comprehensiveschool .

"%

programs - - Disghlag 2.08 i —'— o Dinebled 12.0%

"middle"”  schools. | . Hon-Disstied ce.08 Non-Disabied 86.0%

Eieme,ntary Schools.

“ ‘ "elementary" and
‘enroll children

_ o Genoa United States
between the-agesof6 S '

and 11 yeérs; Mlddle

Schools enroll :

| : o :

children between the e —nie. R e e
S Figurv 5 - School Fnrollmonlq

ages of 11 and 14

"years._ Italian "High

Schools”, which enroll children ages 15 to 19, are not _coinpulsory.

School Enroliment

In ,Genoa_approxiuia.tel.\' 31,000 students are (:urr'enl..ly'enro‘l'led (see Figure 5)
in public elemen tary school programs (,étges 6-11) and 28,000 students are enrolled
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- in publice middle school programs (ages 11-15). National laws passed in Italy in ’
1971 and 1977 clearly mandate the integration of all disabled children in both

regularelementary andmiddle schools (1971) and within heterogeneous classrooms
(1977). As a result, "special education" in Genoa does not exist as a "place“‘or

series of placps within Genoa but as a constellation of support services provided .
" to some children within the regular educatijon program.

Special Education

‘In Genoa, just as in every American school system, children of school age who
are identiried as disabled receive both speclal instructional services ("special’
education" in the American context) and, as -appropriate, a variety of
developmental, corrective and supportive services ("related services" in the

American context). In Genoa, specxal education services are vlrtually always
provided in the least restrwtive classroom environment.

ELIGIBILITY FOR SPECIAL EDUCATION

Asa reéult ot this definition of "special education”, the number and percentage
of children identified as “disabled" within the Italian schools is surprisingly low -
E (approxlmatolv 2% of all students) This national trend Is well retlected in Genoa,
where, in 1988 only 520 (or less than 2%) of the children enrolled in elementary

. schools were identitied as "dlsabled". and 776 children (or 2.5%) of the children
enrolled in middle schools were so identified (see Figure 6). Within a school
population, determinations as to which children are dlsabled (and thus which
“children are entitled to “special education services") are made by the local health
agency and not by the school system. In practice, children identified as dlsabled
by the local health authorities are divided into three groups: (l) mlldly disabled;
(2) moderatelv disabled; and (3) severely disabled.

In Genoa, the incidence rate .of ldentification of school-age children as
"disabled" (2%) s approxlmatelv 15 to 20% of the comparable incidence rate (10-
" 15%) In the United States The primary factors which account for this significant
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Special Educatibn_ Instruction

inc.luv'dve

children with

"mild" Speech

.Alter-School Teacher

children with' | . o
behaviorproblems

(who are not

clinlcally Fignre 6 - Special Education Services
determined to be ‘ ’

emotionally - ' _
disturbed) within the label of disabled. Because of the stress placed on school and

classroom integration in' Genoa, the principal consequences of this "under-

identification" are t}_\e a..bsencé of a’n‘lndivj.d:ualize.d'.,-educatl‘on-avl---plan~ ahdi—he S
‘unavallability of services from an After-School Teacher (discussed below).

THE REGULAR CLASSROOM ‘

Elementary and middle school education in Genoa is provided, for the most part,

m self—lcontained classroom settings where the tea_cilel'(pupil ratio is not

permitted by national law to exceed 1:20. The regulér'élassroom piacements of all
students with disabilities (including those with "severe intellectual disabilities*)
are age-appropriate and in natural proportion to the overall composition of the

school population..Children with disabillties are randonhly distributed among all

“ classrooms and no classroom may have more .than two disabled students on the

class roll :il‘._l,he same t:imé. In the Fall of 1988 lfewer than 20 children with
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disabilities (1.5% of all children with disabilities) were assigned to separate
" classroom settings. In most cases, these children (all very severely disabled) were

"transitioning" to regular classroom-based programs. The curriculum utilized

within the regular. classroom structure places much greater emphasis on

socialization and social skills development than do most American curricular

models for children in the same age groups. In many instances, the same teacher

. ‘may stay with a class of children for seveéal _y'ears.

SPECIAL EDUCATION SERVICES

"Special education” for all disabled children in Genoa is provided by regular
classroom teachers (described above), by Support Teachers who are employed by
and wor,_k_ within the compulsory schools and by special "After-School Teachers"
who are employed by the City of Genoa upon the request of the local health agency
(see Figure 7). Ih some instances, students with disabilities may also be provided

an extra year of compulsory schooling dufing middle school (ages 11-16).
SUPPORT TEACHERS

In Genoa, Support _Teachers prbvide assistance to the regular classroom
teachers both with respect. to the disabled children enrolled and the total
cﬁrriculap.effort. In fact, by law the service's of the Support Teacher are provided
to the classroom in which the disabled student is enrolled and not to the disabled
student. ' |
_ Support Teachers are former regular teachers who have taken specialized
training (usually, two additional years) on a wide range of subjects, including
psychology. Most of the assfstance provided by Support Teachers in Genoa occurs
physlcally within the regularclassroomand includes the useof team—tegchlng and
. small group instruction strategies as well as individual inst.ruét'lon.

Support Teachers tend to use expressive—emotional ortherapeutically oriented
approaches rather than the more behavioristicor "skill building" approaches used

inmost American special education programs. For e.iample. Support Teachers often
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provide small group (=

instruction to
disapled and nbn- N v'""“’““
disabled children |
which Is designed to

Mltte agensy
alting
N\ Grevy

" facilitate interaction

among “the children e P

and increase the | BT

. participation of the | . T T
‘disabled children |~ = . h

within the group.

Th'e pr l'm.a.,ry.

COMPULIOART SCHOOLS
student "caseload" . ‘

fora Support ‘Tea_cliher |

| ' ) i'anges'from one to. Figure 7 - Interagency Support
| ' ' _four students based. ' ‘ :

: A ' on an assessment or. . )
- . the 'éeverltx (not the type) of the student's. disability. Support teachers are
organized Into tour general areas ot specialization: o
(1) Mental handicaps;

(2) Learning and behavior handicaps;
(3) Deaf; and '
| k | (4) Blind.

\ - | Occasionally, ‘indlviduai'childrén with diéabllities are "pulled out” of the
~ regular cvlas-sroom for individua!l or small groﬁp instruction by Support Teachers.
Non-dlsvabled students with signiticant learning problems, including those
students not 'labelled diSa_bled in Genoa who would be so l'abelle‘d in an American
school system, are also-provided 1ndiﬁ[d1_1alized and small group instruction. by

Support Teachers. Fl,n'ally. SupportTeachersprovidecommunity-basedinstruction
‘for moderately and severely disabled children in a wide range of learning
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environments in a manner simiflar to that used in "best practice" programs in the

United States. Within the various settings, the emphasis of the Support Teacher's

~ work is much more on socialization, participation and "belonging" than is the case

in comparable American programs..

One of the most striking features of compulsory education programs in Genoa
Is the high degree of soclal acceptance at all ages among non-disabled peers.

" Repeated observation of activities In the compulsory school both inside and

outside of the classroom reveals very few lristances of social "differentiation” or
rejection of disabled students by their non-disabled peers.

AFTER-SCHOOL TEACHERS

Eaeh pre-school and school age child in Genoa who has been identified as

. disabled is assigned to a specific Pediatric. Suipport Team -opereted by the local

health agencles within the City of Genoa. A detailed description of the structure
and operation of the entire Pediatric Support Team ls presented in Chapter i1
above. ‘ . _

Members 61‘ each Pediatric Support Teatﬁ work eiosely with the school staff -
(pai;tlcularly with the Principal and with Support Teachers) of the compulsory
schools located within their “catchment" area. Team members also participateboth
in the developmenvt and the monthly or bl-monthly reviews of individual

educational plans for each disabled child. One of the key members of the Pedlatrle
Support Team Is the After-School Teacher

The After-School Teacher, consistent with the child's educational plan,

-provides_ special one-to-one instruction, usually in the child's home. The
_curriculum for after-school teaching is closely coordinated with the regular

classroom curriculum through frequent consultations between the child's Support
Teacher and After-School Teacher. As is the case with the.Support Teacher, the
After-School Teachermay provide instructional support services to the same child
over a period of several years. At‘ter'-sch,oo‘l instruction is typi_c'ally provided for

2-3 hours per day, 2 or 3 days per week. In addition to direct instruction and
“tutoring" with the child, the After-School Teacher often also works with the
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child's mother to help: develop parental reinforcement and support for the overall’

. educational strategy The After-School Teacher routinely attends the monthly or '

bi- -monthly case conferences held between Pediatric Support Team members and
compulsory school staff. N ‘

RELATED SERVICES

"Related- servlces". as that term is -used in American school systems. are
provided in Genoa either by members of the local health agency or by staff of -
special "institutes" which are operated by parent associations. These related
servicesinclude speech therapy, occupationaland physical therapy, psychological
services, recreation, social work servlces school health servlces parent training

*and transportation.

Speclal Rehabllltatlori lnstltutes provide comprehensl\ie "related services" to
children with dlsabllltles in each of the followlng categorles (a) children with

: moderate or severe mental retardatlon (including virtually all children with Down

‘Syndrome); (b) chlldren who are bllnd and deaf—bllnd and (¢) chlldren who are
. non- ambulatory c

All other chlldren of pre-school or school age with dlsabllltles recefve “related

‘services" through thelr local Pedlatrlc Support Team. All related services are

provlded free of charge and after regular school hours. -

Prebara tion for Transition

Durlng thelr flnal year of middle s:chool students enrolled in each public middle

.school In Genoa (including all students- with dlsabllltles) ‘and thelr famllies
. partlclpate in a three- pronged "transltlon" program which involves special

classroom instruction focused on varlous transition. Issues, site visits to various -

.upper secondary and employment options, and lndlvlduallzed transltlon counsellng

provided to students and their parents.

Indlvlduallzed transition counseling is provided by a special "Reglonal
Transltlon Team". These regional teams, which are voluntary, are composed of -
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regular and support teachers from Qarious school sites within a particular region
of the city. Reglonal transition teams meet with students and their families to
discuss both academlc and vocational interests and aptitudes. Based on these
dlséusslons. team members work to identify specific placement opportunities for
] each student who w_ill be leav'in'g_ the compulsory school program, These placement
options include both further acédeml‘c training (e.g., high school), 'dll_'ect
‘employment approaches (e.g., apbrentlceshlp). a range of vocational training

optlons (e.g., post-secondary vocational school: the Genoa Project),

and sheltered
workshops. '
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CHAPTER IV — UPPER SECONDARY
| PROGRAMS

Students with disabilities leaving Compulsory Schools .ln Genoa at age 15 or 16
have-a cholce of four different paths leading to employment: (1) the Acédemic
Path; (2) the Vocational Path; (8) the Sheltered Path; or the Genoa Project (see
Figure 8). This chapter provldeé an overview of the first three paths. The fourth
path, the Genoa Project, is the subject of detailed discussion in the next chapter.

" THE ACADEMIC PATH

Students successfully completing public middle schools in Genoa may elect to

enroll in one or more of the public Hlgh Schools operating within the city.
Successful

completion of the
High School

program, in turn, ‘ COHFULSORY SCHOOLS
permits students

t o enter
universities and,
thereafter, the

various flelds of

employment

requiring SHELTERED PATH VOCATIGMAL PATH ACADENIC PATN
graduate and CHIGH GCHOOLE)

undeigradu-ate
education.

Figure 8 — Upper Secondary Paths
Traditionally,

only a few

students with disabilities (usually physical disabilities) were, in fact, permitted
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to enroll in High Schools In Genoa. In 1987, however, the Itallan Supreme Court
ruled that fhe national school integration law applied not only to elemeritary a_nd
middle schools but to all public high schools. Implementation of the 1977 ruling
has varied significantly within Italy. In Genoa, significant progress has beenmade
in lncreasing the numbers qf physically disabled and mildly mentally disabled

* young persons who are now enrolling in high school programs.

THE VOCATIONAL PATH

- Disabled students who graduate from middle schoo_l programs in Genos may
elect to enroll In upper-secondary vocational programs of three basic types: (1)
Work Experience Programs; (2‘) Integrated Vocational Training Programs; and (3)
Special Training Workshops. In addition to these vocational programs, the Italian
Parliament in 1968 .created an "Employment Quota" Program which requ_lres
employers. to ensure that at least 10% of all employees are persons who are
meinbers of certain disability categories (see F‘igufe 9). '

VOCATIONAL PATH

¢ pesessacessnensinnaninede gessessectasentistessasnas )
) 1 ] [ ]
' ' ' [
' ' i :
v v )
- THE GENOA
VOCATIONAL SPICIAL TRAINING PROJECT SPICIAL TRALHING
TMINING . WORKEHOPS WORKGHOPS

Figure 9 — The Vocational Path
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Work Experience Programs

The local Ministry of Labor in Genoa has developed and operated aninnovative
summer work experience program for students with disabilities who have
graduated' from the public compulsory school system. Most of the work
opportunities within the program are agricultural. Students are given lodging and
board by farm famules who also provide on- the-job’ training- and monitor
performance on a wide variety of agricultural work tasks. Families are paid a
modest sum by the minlstry to partlclpate in the program.

The Work Experlence Program operates for an 8 to 12 ‘'week period..In most
Instances, the young persons ‘with dlsabllltles receive a direct stipend from the

minlstry The program has proven particularly effectivé in asslsting young persons
with disabllitles develop independent living skllls:

Integrated Vocational Training

Ordinary vocational training is provided to both disabled and non-disabled
students in publicly operated Vocatlona!l and Technical Schools. These schools
offer two to three years of speclallzed tralnlng in a wide range of commercial and
Industrial areas. Vocatlonal lnstructlon is provlded through a combinatlon of
classroom- based and on- the-job training, conducted in a variety of regular (i.e.,
lntegrated) employment settings. Academlc instruction is not routinely provided
wlthln vocational and technical school programs. Most students with disabilities

partlcipating in ordlnary vocational tralnlng enter the competitive workforce at
the completlon of the program.

27




L

From School to Working Life in Genoa

Special Training Workshops

Students between the age's of 15 and 17 with severe social and/or behavioral
problems (lncludlng both disabled and non- dlsabled students) may also enroll in
a special "partially sheltered" vocational tralnlng program upon completion of
middle school. This program Is supported In part by the Ministry of Health and

_Social Services and by a special grant from the European Economie Communlty (the -
. Common Market).

Bl

The twin goals'of the Special Training Workshops are the development of soclal
(l.e., how to get along with teachers and co- 'Aworkers) and work (i.e., how to use
tools, how to carry out work assignments) skills rather than the acquisition of
specific job skills. Four Workshops are operated by the local health agency within
Genoa in different parts of the clty Young people with mild and moderate
disabilities are distributed among the workshops In "natural proportion®. Young .
persons wi_th severe disabilities are assigned to only one of the workshops.

The Special TrainlngW‘orkshop program c"onslsts of three phases. Diu'lng the
first phase, both work skill preparation and academie lnstructlon are provided to
small groups of students who are assigned to a two-person training team.
Following the completion of the initial tralnlng phase students are assigned toa
specific work actlvlty within the workshop on a full-time basis. Work performed
within the workshop ls supervised by a work tralning lnstructor. and students are

paid a small stipend for the work performed during this phase of the program. The
"~ first two phases of the workshop program last between six months and two years.

Upon completion of the work activity phase, students are placed in a series of
short-termapprenticeships. During these apprenticeships, the employer pays the
student 26% of the regular wage and the local health agency contributes 75%. In

-most instances, during one of the apprenticeship ;'rotatlon" workshops, students
- are offered permanent, full-time, competitive employment.
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" sheltered employment for'
_ approxlmately 150 young
.adults wlth dlsabllltles,
. mostofwhomenteredthe
_:workshops upon the
" completion of ~middle
school. |

N Workshop provides

'lndlvlduallzed' oo S CONTER

newly enrolled

THE SHEL TE_‘RED P:A TH

Wlthln the Clty of Genoa. the Sheltered Path to employment opportunltles for

‘young persons ‘with dlsabllltles (usually persons wlth mental retardation or

multlple dlsabllltles) is comprised of three components (1) Sheltered Workshops;

(2) Rehabllltatlon Centers. and (3) Day Care Centers (see Figure 10). At present
' approxlmately 250 young persons wlth disabilities partlclpate in these programs.
' Genoa officlals estlmate however. that an addltlonal 250 young persons with

- disabilities who. leave compulsory school are currently on "waltlng lists" for initial
’ entry into Sheltered Path programs ‘

o Sheltered Workshop's

Flve Sheltered Workshops are currently operated in Genoa by the Natlonal

'Famlly Assoclatlon (“ANFFAS") an assoclation comprlsed prlmarlly of the parents
" of "lsabled chlldren The

workshops provlde v

SHELTERID PATH

-

r
Each Sheltered g - Lo

© . DAY CARL hmmiuimanion | SKELIEADD -
" HORNEHORS

]
. 4

vocatlongl training- for

employees. The length of :
the vocational training Figure lo‘ — The Sheltered Path
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provided by the workshop ranges from two weeks to several months, depending on
the entry level work and job skills of the Individual. Because of the emphasis on "
" soclal skill development in the compulsory school program, most enrollees now
entering the Sheltered Workshops have good social and communication skills.
Staff of the Sheltered Workshops in Genoa report that a substantial number of
the persons completing the vocational training offered by the workshops are
capable of entering the Genoa Project (described in detail below) or pursuing one
- or more of the options within the Vocatlonal Path (described above). At present
because of limited program capacity, only a few of these persons are actually able
to "transfer” to another prograii. The vast majority have been placed on "waiting
lists" and continue to be employed at the workshops during the "walting” period.
The regional administration of the Ministry of Health and Social Services
finances 100% of the cost of sheltered workshop services provided by ANFFAS. '

"Rehabilita t! on Cen t'ers

ANFFAS o rrently operates ‘one Rehabllitatlon Center in Genoa for
approxlmately 60 young persons with moderate and severe disabilities. The goal
of the Rehabilitation Center program is to provide young persons with the work
skills necessary for participationin a Sheltered Workshop program. Enrollment in
the Rehabilitation Center program ranges from a few weeks to several years. On

the average, approximately 15% of Rehabllltatlon Center students "graduate" into
the Sheltered Workshops each year,

Day Care Centers

ANFFAS operates three small Day Care Centers in Genoa which enrol} -
approxlmately 20 young persons with severe disabilities. The young persons
enrolled in these, who are regarded as "incapable of worklrig". are provided
instruction in self-help skills, recreation and regular social contact with both

disabled and non-disabled peers. Eachcenter provides an eight hour programdally
for from 6 to 7 young persons.
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THE:EMPLOYMENT QUOTA .

_ A* special, nationwide “quota" hlrlng law enacted in Italy in 1968 contributes
slgnlflcantly tothe interest of employers in recrulting young persons with certain
types of disabilities (1. e., physical and sensory dlsabilitles) who completer
, vocatlonal and technical tralnlng Employers at a minimum, are expected to have
at least a 10% parttclpation of disabled persons from these groups and from other
" _priority | groups (e.g., wldowers orphans) within their general labor force. The

Employment Quota program has proven particularly effective In promotlng the K

- hiring of young -persons with physical and sensory disabilities who pursue

- Vocational Path optlons

In 1978 and 1979 spet.lflc clrculars were Issued by the Itallan government
excludlng young persons with mental dlsablllties from the employment quota
system. As a result of a national conference held ln Genoa in the early 1980s,
these clrculars were rescinded and young persons with mental .disabilities were
briefly included within the: >mployment quota system. The prior excluslon of these

young persons was, however, relnstated by a 1987 decision of the Itallan Supreme
Court ‘
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 CHAPTER V. — THE GENOA PROJECT

. The Genoa Project is a .muiti-'fa'ceted ‘program serving approximately 250
mentally disabled young persons in Genoa, including young persons both with
"moderate” and severe mental retardation and with’ chronic psychological
disabllities (e.g., autism, schizophrenia). The project, which “intercepts" young
people who would otherwise be assigned to ‘Jong-term Sheltered Workshops (as
described in Chapter iV) has, from itsinception been under the supervision of Dr.

Enrico Montobbio, a psychtatrist who has dedicated his career to the economic and
" soclal integration of people with deveiopmental disabllitles.

- OVERVIEW

. The central goal of the Genoa' Project is to prepare, place and sustain young
persons with moderate -and severe mental disabilities in integrated and
compensated employment The Genoa Project beljeves that the opportunity to

©  engage in work in fuiiy integrated cirecumstances is essential to the cognitive as

well as emotional development of the individual participant. To this end, the
project»use:sL a series of multi~disciplinary professiohal teams to assess, train and ‘,
support the empioyment of disabled participants. Particular emphasis is placed on
~ the thorough preparation of each dirsabledpers"on for work responsibllities, careful
' selection of an initial, "probationary” job, and intensive ongoing attention to the
psycho-social dimensions of the proposed working environment, particularly with '
'~ respect to the attitudes and potential support of co-workers. ,

The Genoa Project has established and maintained a series of érdciai linkages
' among public agencies, unions, employers and the families of disabled
- participants. The pro,i‘ect relies upon.co-workers rather than proi‘essionai staff to
provide job skill (as distinguished from "work skill") training and belleves that
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employer participation in and suppoft for the project will only be assured if
employers directly experience the project's sucéess. '

The Genoa Project begins with the selection of young persons with moderate
and severe mental dlsablllties for project participation. Following the completion
of an individualized intake assessment and a lengthy, individualized work
evaluation and training effort, a determination is made by the Special Transition
Team (in consultation with the participanf and the participant's family) whether
the participant is able to enter a one-year trial work period leading to sustained,
conipepitive and integrated empldyment in the private sector. Abproxlmately 80%
of those project partiﬂclbants‘ completing 'the intake assessment and work

evaluation.and training ]')hases' of the project enter the Private Sector Strategy
(see Figure 11). . ;

For those project
participants determined by the |
Special Transition Team to be

unable to pursue successfully S
the Private Sector Strategy,
half or 10% of all project
participants are referred by the
Genoa Project to Sheltered cmmceanq | v pmumrion s I

r
Workshops (d'escrl‘bed. In E s |
L

nansne

Chapter IV above) and the - 4 ---I-.-J

remaining 10% enter the Genoa

r
» : EVRIC atcson !
Project's Public SectorStrategy. - | e TR, W PRI
' L

The Public Sector Strategy

éompe-nsated and inte'gréted
employment in public agencies
as the project's short-term
objective, with transfer to the

PTLORIRT RFIont

{ |
Private Sector Strategy as a Figure 11 - Project Structure

-long-term goal.
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For the vast majority of project'partlclpants (80%) who pursue the Private
Sector Strategy, Speclal Transition Team members devote substantlal effort to
match the partlclpant (and his. or her social and work skill capabllltles) with an

' »approprlate job Once this has been accompllshed the project participant (and his

or her family), the employer and the Genoa Project enter into a one-year “"trial
work" contract. Under this contract the Genoa Project fully reimburses the
employer for the partlclpant s wages (through a "speclal grant" program) and the
employer agrees tosubsidize the job tralnlng and support activities of co~workers.
At the end of the contract period, the employer decldes whether to employ the

project participant on a-permanent basis. If an employment decision is made, the

Genoa Project will continue to provide employment support through the Field
Actlon Gr_oup (In concert with fellow employees) and the employer will assume full
responsibility for the salary and benerits pald to the project participant. If the

' employer decldes not to employ the project participant on a permanent baslis, the -

Speclal Transition Team will reassess the sltuatlon and negotlate a "trlal work"
contract with anotlier employer , _

The extraordmary success of the Genoa Project is also eadily apparent upon
direct contact with the young persons who have formed the client population of the
program. In terms of several important lndxcators of program success (e.g., typeof
work being performed, com‘pensatlonand 6ther beneflts social integration within -
the work environment, personal independence, personal and social behavior and
self-reported information concernlng llvlng and recreational domains) the young

‘people served by the Genoa Project have experlenced a degree of overall success

slgnlflcantly higher than that reported or observed in virtually all Amerlcan
transition programs addressed to a simllar client population.

To date, employers have decided to permanently employ 90% of the over 220
project participants who have completed the trial work or "contract” period and
over 90% of the young persons with disabilities enterlng the Genoa Project have

_Succeeded in attaining ongoing, compensated and lntegrated employment in either
‘the private or publlc sector!
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PROJECT PHILOSOPHY -

N "'l‘he prlnClpal g‘oa-'l‘ of the G'e;noa Project is the' suCceSSful ln'tegr‘atlon of disabled
’ workers in open employment the rlght place for the rlght person." The central
phllosophy underlylng the project ls that young ‘persons with mental disabilities -
should be placed: ln "regular" (Le., lntegrated) rather than "sheltered" (e,

. "lsolated) employment settlngs wherever posslble This phllosophy isbased on four.

lmportant premises: (1) work stlmulates astrong motlvatlon towards adult status.
} (2) a. worklng setting does not. have the lnfantlle characterlstlcs of the school and. -
" the sheltered workshop. (3)-open employment ls concerned wlth the exerclse of a
" real status whlch ls carrled out accordlng to operative necessities; and thus (4)

. work in open employment ls a fundamental step for mentaily dlsabled people to

acqulre a soclal "posltlonal" role rather than to maintain an lnfantlle. “personal" :
‘ - _on_e. T _ o

) In llght of thls central project phllosophy and based on an analysls of earller. :
unsuccessful attempts to. malntaln dlsabled persons ln the compet itive work
- envlronment the: project deslgn focuses on (1) the use of an extensive work
'evaluatlon and tralnlng process to ldentlfy and develop "soclal skills" and "work

.. skills" (as dlstlngulshed from speclflc Job’skllls) crucial to employment success;

(2) the use of co- workers to provlde lnltlal "Job tralnlng" and ongolng support to-

project partlclpants and (3) the creation of an ongolng "medlatlng role for the

project between the world of moderately and severely disabled young persons and '
“their famllles on: the ocne hand and the ordlnary world of work on the other.

' The‘ ~Imgortance of Integrited Employment

The concluslon that lntegratlon inanormal (rather than "sheltered ) workplace
must be an essential lngredlent of any successful transition approach is based on .
a careful examlnatlon of the role which "work": plays in attalnlng full "adult
status". Employment ln a regular setting ascrlbes an lmportant role tothe disabled

person, per_hapslthe first social role ln his/her life, the role of “productive
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worket“ Experience has demonstr’ated that the assumption.of this role (and all of
the responslbllltles attendant to It) by the disabled individual, in turn, promotes

A posltlve psycho-social development, particularly in terms of the establishment of

an lnternal and external "adult identity".

" The Genoa Project belleves thatemployment within sheltered lnstltutlonallzed
'settlhgs does not provide the same benefit to the lndlvldual because the
"sheltered worker" role is not one Involving real work. In contrast to regular or
open employment, "sheltered workers" are often exempted from the same social’
rules.' dutiesandresponsibilities applicable toother workers. Sheltered workshops
are also seen as encouraglng‘habltual'.ln'fantlle behavior because the personnel
are there "for"' the benefit of the disabled person, thereby distorting the normal
working relationships "wlth" colleagues These profound differences between
regular and sheltered employment are dlrectly felt by the. individual with
dlsabllltles ‘The sheltered experience often actually impedes rather than

E advances the process of personal maturity and identity.

Experlence in Genoa has shown that the best settlng for integration from the

- point of acqulring adult status (positional role) and promoting mature

relatlonshlps is the large factory.

Focus on Social' and "Work”" Skills

~ Research undertaken by'the-Genoa Project reveals that social and social-
ps"ychologlcal factorsrather than technical skill levels have contributed the most
historically to unsuccessful attempts to integrate persons wlth moderate and
severe disabilities into the regular working environment. Research results, for »
example, indicate that while co-workers tend to have a very high tolerance for
problems encountered by a disabled worker related to slow comprehension of work

requirements or adapting to the rhythm of worlc. these same co-wot{kers showed
. a low tolerance for manifestations of infantlle, dependent relationships.

In making work placement decisions in integrated employment settings, the

Genoa Project belleves that a deep understandlng of the personal and emotional
world of the partlclpant is essential for lntegration to be successful ‘This social-
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‘psychologlcal 'emphaslssls v'lewed" as cruclal because, although slow intellectual
. development may be related to blologlcal fdctors, emotional lmmaturlty tends to _
- be related to early chlldhood experlence especlally the tendency of famllles to

react to the dlsabled by overprotectlng such’ children and not attributing to them o

responslble roles that normal chlldren usually hold in the family and society. 'l‘hls.
over-protectlve approach in et‘fect creates a "double handlcap" by perpetuating
. a dependent relatlonshlp lnto adultiife which plays animportant role in provoklng
'rejectlon ln the "normal" mllleu le the workplace school, ete.

" The soclal lmpllcatlons of this overly dependent behavlor often are severe,
-partlcularly where unreasonable demands are placed on fellow workers, :
supervlsors and, sometlmes customers Recognlzlng that the personal dimensions
" of the lntegratlon ln work are underestlmated in the domain of the labor market
) _"'where pedagoglcal eft‘orts have tradltlonally concentrated prlmarlly on the

acqulsltlon of skllls. the Genoa Project has lnslsted on focuslng on the
development of emotlonal and personal maturlty ‘

| jThe Role of Co—- Workers

Once a trial work slte has been selected, the regular employees at thejob-slte' .
N ("co-workers") play an lncreaslngly lmportant role in project activities. Co- -

workers are provided tralnlng by the Special Transition Team and assume full .

- responslblllty for speclflcjob skilltraining of project partlclpants Co-workers are
also responslble for provldlng on- golng technical and soclal support (with direct

_ _vasslstance from a Field Actlon Group) durlng the trlal work perlod and thereafter
' The project s experlence to date, conflrms the wisdom of separating training
related to soclal skllls and work skllls from speclflc job skills Instruction. In

L practlce, project partlclpants have experlenced no lmportant dlfflcultles in

‘ acqulrlng needed "job" skills and indeed, co-workers are much more llkely to fully
understand the needed_job skills than are members of the Special Transition Team.
Project experle‘n'ce has dem'onstrated thatevenseverely mentally disabled persons

- .can acqulre worklng sequences which are qulte complex s0 long as the job in

questlon does not requlre ‘the “elaboration of an excessl_ve quantlty of -
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-information."

The process -of]ob—sklll instruction has also led In virtually all cases to the

~ establishment of crucially ‘important “"peer" relatlonshlps' between the new

disabled employee and co~workers. Young mentally disabled persons lntegrated
lnto the world of work in the Genoa Project have shown a surprising capacity for

learning due to the deep sense of well- bemg at flndlng themselves part of a team
of workers inside a company.

- A Mediation Role

One of the main strategies of the Genoa Project is "mediation" Here the role
of mediator Is considered to be fundamental in brlnglng together two lncompatlble .
elements: (1) young persons with severe mentalretardation; and (2) the open labor

. market. Without serious mediation between these two worlds with apparently

‘lncompatlble rules and needs, successful lntegratlon and transltlon are not ‘
- possible.

Thestructure and operation ol’ the Culdlng Committee. the Central Coordination

" Team, the Speclal Transition Team and the Field A'ctlon Gronp all reflect the

importance asslgned to "mediation" between pro,)ect participants and employers

The work evaluation and tralnlng process, for example, focuses almost exclusively

on identifying and developlng the skills needed to function effectively in the

employment setting. SImllarly. the active Involvement of co- workers in job skill
training and employment support ensures that constant medlatlon occurs between
the individuals and the day-to-day demands of the workplace. '

‘Another aspect of mediation is the way that Important persons within the

community are brought into the project. Such persons are almost always contacted

via lnstitutlonal- channels. For example, EOntacts with employers are often made
through the employer associations and contacts with workers are medlated by the -
preliminary lnvolvement wlth unions.
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x PROJECT,O}?G‘ANIZ:ATION,“

“The Genoa Project Isa speclal transition project operated ona clty-wide basis

. _ jwhich provldes comprehenslve transltlon assistance to young persons in Genoa
with moderate ‘and. . severe -

‘mental dlsabll{ltles between the’

- ages of 16 and‘ 24 year’s.‘ The
pr koe ct, which 1s “‘
admin‘i'strat_ively "attached" "to' )

“one of the local health agencles

“In Genoa (discussed in detail In 7 - .
Chapterll), Isunder theoverall * | * ° " |cuom cormirtes

* THE PRIVATE SECTOR STRATEGY

' - ORGANIZATIONAL BTRUCTURE

: . direction of Dr. Enrico
- Montobbio, its founder, who also .
serves as the Tr‘ansition‘-_
Coordlnator for all of the local
:—'health agencies operating“:“ .
rwithin the clty (see Flgure 12).° |

CEXERAL COORDINATION TEAN

o] S ‘7_':-': i — | =3
. The"Guidin'g Comm!ttee E I I
SRR o ' - ' SPECIAL TRANSITION ‘ FIELD ACTION
R s ' RUL I | GRoUP
‘Theclimate.of uninterrupted S e

political ‘support in Gerioa for
> .:the Genoa Project has

contrlput’edl eériormously to the '

project's ongolng stability and

" Figure 12 - Project Organlzation -

, success 'I‘he princlipal role of the pro,lect 5 Guldlng Commlttee has been to create
and maintain that climate. .The Gulding Commlttee is. composed of representatives
of public agencies; trade unions, chamber of commerce and employer associations,

adelegates from the local satellite offices of the Italian Ministry of Employment
~ and representatives from organlzations of parents and disabled adults. |
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Each member of the Committee also serves as an ad hoc advisor and trouble
shooter for the project. If problems arise lnvolvlng the specific organization or

agency represented by a Committee member, project administrators often turn to
that member for assistance. '

- The Central Coordination Team

The Central Coordination Team‘is the project’s administrative and management
- arm. Operatlng under the supervision of the Project Directoi- the approximately

20 members of the team plan, supervlse and monitor the overall project in
addition, members of the

Central Coordination -
Team are responsible for

Central Coordination Team

coordinating (on a day-
to-day basls) project
activities with the | Social Workers

programs and services
provided by the various o
health and sqciai | | . . »
services programs ' ; ////

operated by the local a / Work Spacislists
health agencles catonl Tochers = o
throughout the city. - _ sychologists

| Members of the
Central Coordination

. Team are employees of

Figure 13 - The Central Coordination Team

the project. A majority of team members are social workers; other team members
include psychologists, vocational teachers and work organlzatlon speclalists (see .
Figure 18). As is dlscussed below, members of the Coordination Team also serve as
members of six or seven Field Action Groups working with partlcipants inthe "trial

work" and employment support phases of the Project. Team members are, thus, -
involved simultaneously at two different levels of the overall project
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. constantly ready
" to solve any type
~of . probiem - that
) ‘Lm_avy arise, in the

* Project.

Teams
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o The Coordination 'I‘eam conducts weekly meetings with each Speciai Transition" .
) ,Team and Fieid Actlon Group: to discuss any questions which arlse inthe operatlon

of the project at the participant level. : ‘ _
' in reality, the different units of the local health agencies (described in detaii

“ . dn Chapter 1) are or should be Involved in the solution of a variety of problems -

which. impact cruclally on “the overall success of the project (e.g., leisure

" _ activities housing. Individual and famiiy therapy). When cooperation from other
_local health agency units appears necessary,; stafi’ oi’ those units are invited to

attend Coordination Team meetings.

According to the members of the Centrai Coordination Team, the heaviest

‘ burdens are the -
“moral and . the

responsibilities | - Specnal Transmon Team
invoived in » Composltlon

having to be

' Neuro-Psychiatrigt

,,,,,,,,,

' o Psychologist
Special Transition

o " Flgure 14 - Speclal Transition Team _
Within the - - = . oo .
Genoa Project, the .

.'responsibiiity for |

‘the pre-employment training of project participants rests with one of six Special ‘
) ‘Transition Teams. Each Transition Teamis composed of three members and is under
. the direction of a neuro- psychi_atrist who is also a specialist in employment
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organization (see Figure 14) Other team members usually include a psychologist '
" anda professlonal training instructors (usualiy a social worker). 'I‘he primary role -
of the Specxai ‘Transition 'I‘eam 1s to teach basic work skills to project participants |
'prior to job-site integration The enhancement of social and communication skills
is also an important team goal..

Each Special Transition Team is assigned an "active" caseload of approximateiy
15 young persorns

Wwho are

_participating ‘in | 7

the Assessment |- 1 F'eld ACtlon Group
o BRI Composition

and Training,

~P_hases of the_.;‘ S | )
overall project. " Oritrl Goord Team (2)

Field Act!on-

Groups
Within. the | , ‘
Genoa Project, o E’“"W"' ”"WW“V ‘ 'Union Representative -

‘Fleld Action
Groups ‘man,age,
the day-to;day
‘ " support which is -
-_ provided hy the

"Figurc 16 —- Field Actlon Group

project to assist’ " o _

_‘7mentally disabied persons who are working in pubiic or private employment

settings as a result of project activitles (i. e., during the Trial Work and

Employment Support Phases of the project) A separate Field Action Group is

‘. formed for each employer participating in the "trial work" activities of the Project,
The membership of each Fieid Action Group includes two members of the

Coordination Team (a social worker and an instructor), a. representative from the

management stafi’ of the participating employer and a trade union representative o
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" of the workers employed at the job site (see Figure 16). The primary
' respoasibillties of each Field Action Group relate te "trjans-ltldn" problems whlch )
. may arise for a project participant at the work piace‘ Field Action Groups are
exﬁected to identify andlanalyze problems which have or may deve_lop.ln an effort
to quickly find and implement a solution. Field Action Groups may seek advice or
support from the Central Coordination Team through joint d'iseusslon. _
Each project participant is assigned to one_of the six groups at the beginning -
of the one-year work placement phase br the project. At' present, Field Action
Groups have a caseload of approxlmately seven project particlpants in the trial
‘work phase. and 20-25 former project partlclpants in permanent employment.

-PROJECT STRUCTURE

The goal of the Genoa Project ‘is sustalned integrated and compensated
- employment for young persons with moderate and severe mental disabilities. The

- GenoaProject may be conveniently dlv1ded lnto four prineipal operatlonal actlvity
components: - - '

(1) The Intake/Assessment Phase;
(2) The Work Evaluation and Training Phase;
(3) The Private Sector Strategy: and
(4) The Public Sector Strategy _
As dlscussed above, the Intake/Assessment and Work Evaluation and Training
Phases of the project are identical for all project particlpants Followlng the

completion of these phases project partlcipants then pursue efther the Private
~ or Public Sector Strategy or are referred to Sheltered Workshops.

The In take/Asses_sment Phase

The initial selection of candidates for participation In the Genoa Project is
subject to a complex set of rules and admission criteria. At present all potential

participants must have a moderate or severe mental disabllity and must be
- between the ages of 16-30 years. A substantial "waiting list" currently exists for
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project participation, and careful attention has been paid to resisting any.
pressures for i‘avoritism '

Following initial selection each project participant is: assigned to a Speciai
' Transition Team. Team assignment is made based on'the geographic location of the

e participant s residence

o During the first two or three months of project: participation, the . Speciai*
Transition Team conducts an extensive "intake" process with each young person
E and his or her famiiy This process focuses on dynamic evaluation procedures
B within normai environments and includes ‘'assessments of soclal skills.‘
communication skills and "adaptive behavior" ("iunctional skills") in a variety of B
) community environments The team aiso consultsextensively with family members,
".teachers and other community members familiar with theyoung person, and special
attention is .given to understanding the psycho-sociai background, Incentive~
' 'motivational iearning and communication “styles" of the participant.

' The primary goai of the "intake".process is to create a comprehensive picture
L of the current i‘unctioning of the new participant in a variety of social settings
"and community environments The: emphasis.of the process is on identifying
strengths and "abilities" rather than deficits or disabiiities

¢

-The Wo’rk If;fvaluatjon and TrainirgPhase,

Upon compietion of the Intake Process the Special Transition Team prepares
an individuaiized work evaluation program for each project participant. The goal

© . of the overail work evaluation process Is to identify the specific work and social

skill "training" needs of -each participant in order to function successfully in '
regular, competitive employment. The concept of "work .skills" includes a _
‘ 'knowledge of the rules of Jobsite and the language of the work environment, andb
the capabllity to conform to the sociaiization practices expected within the work

' environment between empioyees and supervisors, empioyees and co-workers and .

employees and customers or clients

The basic structure of the work evaiuation and training-process invoives the
) asslgnment of the participant toaseriesof short- term work experience activities.
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In each of these activities, Special Transition Team members initially assess the
social and work skill demands, evaluate the performance (including productivity,

co-worker and supervlsor interactlon ‘and Job satisfaction) of the project -

participant (in consultatlon with the "temporary" employer and co-workers) and
'ldentlfy specific skill needs.. Appropriate. tralning is then provided by team
members and another short-term work experfi‘en'ce rotation is planned.
Work evalpatlon rotations are usually made for a 4-6 month period from among
" a wide range of Jobs avallable at "ovar 26 integrated employment sites (e.g.,
factories, businessés) ‘which have agréed to»partlcipate in the work evaluation
.process The large number of avaliable work evaluation options permits the Special
Transition Team to pursue an lndividuallzed flexible, diagnostic/prescriptive
approach to the ldentlﬁcatlon and development of cruclally important work (as
distinguished from speclflc Job) skills, -and related soclal, learning and
“communication skills.

Because of the indlvidualized nature of the work evaluatlon process, the time

required by project participants to complete the precess varies from two weeks to -
. as long as four or five years, Project participant- receive a small hourly stipend

from the Genoa Project for work performed during the work evaluation process.
When the Special Transition Team concludes that the work evaluation process
has been completed (l.e., the social and work skill preparatlon of the project

participant has been optimlzed) a decision is made as to whether there is any

reason why the project ‘participant should not enter the project's Private Sector
Strategy. The alternative courses of action are entry into the project's Pub‘llc
Sector Strategy or referral to a Sheltered Workshop program.

The Private Sector Stra tegy

The goal of the Private Sector Strategy is integrated, compensated employment
within the competitive labor market. The strategy consists of three basic

components: (1) job identification; (2) trlal work; and (8) ongoing employment
support.
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- JOB IDENTIFICATION

= The Job identlfication ‘goals of the Fleld Action Groups are to identify .
companles likely to co-=operate in employing persons with dlsabllities to analyze
’the organlzatlon and to seek out suitable Jobs and functlons Representatives of
employer associations local unions and the local branch of the Ministry of Labor
- serve as members of the Guiding Committee and provide the Genoa Project
exclusiveeconomic, flnanclal and technological informatlon concerningindividual
" firms, as well as an inside vlew of organlzational patterns the workings of soclal
networks and attitudes of workers toward disabled people. _ .
" Each of the Fleld Action Groups is° responsible for ldentifying speclflc jobs
within the overall workforce of partlcipating employers which can be filled by
‘ proJect participants during the Trial Work Phase of the project The employment
or work specialist attached to each team undertakes the Job ldentlflcation task
.ln concert with the management and trade union members oi’ the Group who use
" an extensive network ofjob slte "contacts" to ldentify specific job vacancies as .
. they occur. The most important factors ln successful job l.lentlflcation are the
Immediate availability of information on newjob vacancies and full knowledge of
the Genoa Project structure and operations

The Genoa Project is_ .committed to the principle of "natural proportion" of
~ disabled.and non- disabled persons in the workplace rather than the creation of
a special work "enclave". In practlce there is usually no more than one project
participant worklng at the same work slte

Oncea prospective employer has been identified, the. employer issent a written
description of the project along with a letter of presentatlon from the Central.
Coordination Team. A few days later project staff request a meeting to discuss the
project in detall with both the employer'and appropriate union representatives.
If an agreement Isreached regarding project partlclpatlon the Field Action Group

. assigned to that employer assesses the feasibillty of filllng exlstlngjob vacancies

~ with project- particlpants and the desirability of restructurlng current jobs,
- The job analysis and workplace assessment includes a careful task analysis
of existing job structures. Tasks are split into single operation_s. and an analysis

46




.From School to Working Life in Genoa

of the information and skills needed to perform each of them ls-made. These
informatlion and skill ‘demands are then matched against the general information
and skill profiles of project partlciplants. In addition, careful attention is paid to
four additional factors: (1) the potential danger to the prospective participant—
employee and co-workers incident to job performance; (2) the difficulty and
complexity of the job In terms of technological demands; (3) the difficulty and
complexlt& of the job in terms of the organizational patterns of the workplace; and
(4) the receptivity ("climate") of the social networks within the wo.rkplaee.
Following the completion of the job analysis and workplace assessment, the

~ Fleld Actlon Group meets with representatives of the Special Transition Teams

in an attempt to identify a suitable candidate for the Job among current project
participants. This selection Involves the consideration of several factors,

Including age, skills and abilities, psychological and behavioral tralts, distance
from work and family conditions. o )

TRIAL WORK PERIOD

The purpose of the one-year trial work perlod is to provide the young person

‘'with disabilities and his family, on the one hand, and the employer and other

workers on the other hand, with the experlence of working together in a real
employment setting without an employment which {s final and irreversible. This
period is. viewed as a time. for gradual adaptation, understanding and learning to
work together .

" Oncea project participant who has completed the Work Evaluation and Training
Phase has been matched with a Job vacancy, the project partlclpan‘t is assigned to
a Field Action Group (described in detail above). A contract is then prepared by
the Fleld Action Group for signature by the-employer, the project participant (and

his or her parents) and the member of the Field Action Group assigned primary

responsibility for providing employment suppo'rt during the trial work period.
The written contract spells out the conditions of the pro}ect and rules of

" behavior to be respected. For example, it .ls, agreed that once placement is made,

the family will not have direct contact with the employer but will address all

47



From School to Working Life in Genoa -

questions and problems to the Field Action Group. who are in the position to

medlate between the family and the employer. It'is felt that if the indlvidual is to
-.acquire'status as an adult within the workplace, then it is necessary to separate

this'from»the family situation, where he may still be considered a child.
‘The contract s neither extendable nor renewable &nd its terms cannot be

_ modified during the trial work period. ln the case of failure, for example, the
contract may be ferminated but the terms of the agreement may not be modified.

The purpose of this apparent inflexibility 1s to avoid employers attempting to

'extend the special grant over the one-year limit or asking for systematic support

from the service even after the ‘end of the trial period. It Is also a way of

‘clarii‘ying each party's responsibility and, therefore, defines the boundaries for
successful integration

Under the terms of the contract the Genoa Project assumes primary
responsibility for the trial period and undertakes to provide professional advice
and sup'por't. During the trial work phase, the Genoa Project also bears all civil
iiability. related to the work performance of the project participant. The contract
provides that a stipend of 250.000 lire/month will be paid to the employer who
then pays it as a wage to the disabled worker. During the trial work period the
project participant is introduced into the workplace with the legal status of a
student-apprentice The participant is obliged to respect the employer's
regulations and accompiish the specific tasks which are assigned

The. work specialist member ‘of the Field Action Group Is responsible for

improving worker awareness and securing good relations with the employer's

management hierarchy Another group member, the professionai training
instructor. accompanies the disabled "worker on his first day at work and

~ supervises, directly or indlirectly, his period of apprenticeship. These two

members of the Field Action Group are jointly able to give a professional
Interpretation of the'world of work from an organlzational and ergonomic point of

view ‘and, equally, to comprehend fully the structural characteristics of the.

- disabled person. They are, therefore, Well'-qualii‘ied to ensure the success of the

integration of the individual best suited to a position. :
On the first day of work, the individual is accompanied to the work place by
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a member of the Field Action Group. Thlé provides an opportunity both to assess
the family's attitudes and fears concerning the new experience and to reassure
them. In addition, difficulties that may be encountered in getting to the work place
can be identlﬂed and resblved, Few problems of this type usually accur because
the team has acquired significant expertise through experience. Although regular
employment support Is available from the Field Acti'on Group during the trial work
perlod, the aim is to gradually withdraw as soon as possible. Such support varies
flexibly from routine monitoring by the Field Action Group to joint involvement of
the Central Coordination Team in exceptional cases. If regular support is still
necessary after one year, then the trial work experience Is considered as havin
failed. . ‘ o

At the 'conclusldn- of the ong-yea-r.trlal work period, a jolht decision is made
among the parties to the trial work contract as to whether the participant will be
permanently employed. If permanent employment is considered feasible, then the
project participant will be hl'_red under the same terms and condltions that would
apply to any other worker. In practlcé. 9‘39(_; of the project participants completing
the triél work period have been permanently employed. This remarkable success
appears to be attributable to four crucial elémenf.s of the project design:

(1) The major concentration on soclal skills and work skills during
the training phase; .

(2) The strong bond that develops between the project participant

and his or her co-workers and the direct involvement of the unions
throughout the trial work perlod; : ‘

(3) The role of the Guiding Committee and the. pride taken by
employers in permanently employing project participants; and

(4) The inflexibility of the contract period coupled with the project's
refusal to offer an employer future trial work employees if there is

an indication that the employer is simply looking for a series of
“free" internships. : 4
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' EMPLOYMENT SUPPORT *

’ Ifa proj’ect participant is permanently employed by an employer following the

completion of the trial work phase, the Field Actlon Group will provide employment
support during the perlod of permanent employment Thls ongoing employment

. Support is not provided on a regular basis. Rather, during the first 3-6 years of |
.vemployment the Field Action Group provldes intermittent support (usually on a

"erisis lnterventlon basls") whenever it is needed to assist the project participant
to sustaln permanent employment

The types of services which may be provided during the Employment Support
Phase lnclude personal and Job counseling, adjustments to job change or
restructu_rlng and co-worker support training.

The Public Sector Strategy

The goal of the Publlc Sector Strategy is integrated, compensated employment ~
“within non-competltlve public employment for those project participants for whom

it is determined by the Special Transition Team that prlvate sector competltlve
employment is lnfeaslble in the short-term.

The Public Sector Strategy follows the baslc Job identification process outlined

above, except that the responslble Fleld Action Group identifies suitable job

-vacancles (and potentlal job restructuring) within publlc (reglonal and local)

agencles wlthln Genoa

~ Once a potentlal Job. ls matched with an approprlate candidate within the
project, a contract ls prepared ‘by the Field Action Group for signature by the

-public employer, the proje‘ct'partlclpant (and‘hls or her parents) and the member

of the Field Action Group assigned primary responsibility for providing ongoing
employment'support. The contract is of indefinite duration and spells out the
condltl_onsv of the project and rules of behavior to be respected. Unlike the contraet
used in the Private Sector Strategy.'the terms of the public sector contract may
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be mbdlﬁed during the indefinite employment period as conditions warrant.
Under the terms of the contract, the Genoa Project and the other public agency
involved share resbonslbllity for the employment of the project participant. The
Genoa Project agrees to provide professional advice and support for as long as
may be necessary. The contract further provides that a stipend of 2650.000
lire/month will be paid to the public employer, who then pays it as a wage to the
disabled worker. Depending on work performance and interest, project participants

- pursuing the Public Sector Strategy may reenter the Work Evaluation and Training

Phase (described above) in an effort to"transfer" into the Private Sector Strategy.

TRAINING OF PROJECT STAFF =

Members of the Special Transltloni Teams and Field Action Groups recejve
initial orientation from project staff when they are first hired. This orientation
explains but does not specifically prepare the new team member in any speclal

way for the work to be carried out. One of the Genoa Project's major concerns has

been the lack of experiencé or formal training of team members concerning the

nature of factory work environments and the language of the workplace.

In most cases, specific expertise is acquired through a combination of on~the-
Job training (principally by ¢o-workers) and in-service training. A need for
greater expertise has been identlfied by project staff in areas related both to the
working environment (such as new patterns of work organlzatlon and new
technology) and to project participants (such as learning processes, emotional
development, and behavior patterns in relation to group dynamics), '

In- response to these needs, a training program In new patterns of work
organization and new technology has been developed in concert with a well-known
research institute in Milan. Team members have also established an in-service
training program whereby theoretical models are examined agalnst day-to-day

experience in a manner which allows for a much greater understanding of the
personal and social dynamics qf project participants.
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CHAPTER VI — OUTCOMES AND IMPACT
‘ OF GENOA PROJECT

Over the le.‘s-t-decade. the Genoa Project, in concert with the Italian approach
topre~school, elementary and middle school education, has yielded extraordinary
success in supporting (in a highly cost-effective manner) the transition of young

persons with moderate and severe dlsabllltles from school to gainful employment
and lntegrated communlty llfe

QMPLOYMENT OUTCOMES

One of the most impressive features of the Genoa Project is its documented and

'unparalleled success ln making and sustaining work placements in competitive

employment. Desplte an unemployment rate for thecity in excess of 12%, the Genoa
Project has placed over 300 young persons with moderate and severe mental
disabilities in lnteg_rate_d. 'compensated and competitive employment, with
hpproxlmately a 95% Job retention ‘rate over the first three years of employment.

-. COST EFFECTIVENESS '

A study of the cost effectiveness of the Genoa Project over the period 1978 to

1984 demonstrated a net savings to local government agencles generated by

project activities of approximately 83.000.000. This figure was arrived at by

-comparing the costs of the project (l.e, participant stipends, staff salaries and
service expenses) with the costs which the city would have Incurred if project .

partlclpan_ts had been originally referred to sheltere_d workshops.
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RELATIONSIHIPS WITH FAMILIES

One of the hallmarks of the Genoa Project is its concern for the young person
with disabilities as part of a family unit. In terms of project phiio‘sophy. the Genoa
Project believes that each young person with a disability should be viewed as a
"whole" person. Accordingly, while the project focuses primarily on sustained,
integrated employment, ghe Special Transition Team and the Field Action Group
devote a significant amount of time to work with the family in order to ensure that
the newly acquired social role (1.e, "productive worker") of the adult child is also
respected and maintained in the home. - ’ -

. The Genoa Prbject_ has also developed aﬁ excellent strategy for enlisting
parents who appear uninterested or reluctant to have their children pérticlpate
in the overall program. When Special Transition Team or Field Action Group
members encounter problems of this type, local parents' associations are used to
“mediate" contacts between individual parentsand broject staff. The Genoa Project
also pvlays an important "mediating" role between the family and the employer"
. du}lng both the Work Evaluation and Trial Work phases. _ -

The Genoa Proje'ct has also developed an Innovative "family adoption" program
for young persor’ié with disabilities who enter the project from institutional
settings. This strategy helps create a natural family envlfonment for the project
participant during the"cours'e of the project and thereafter. . | '
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' CHAPTER VII —
TRANSITION IN AMERICA:
PROGRAM IMPLICATIONS

Having reviewed the basic elements of the Genoa -
-Transition Approach, the question logically arisesas
‘to implications for ‘educatldn, employment and

human service programs in the United States. In this
chapter the current ineffectlveness of American transition efforts targeted on

. children and young adults with disabllities is assessed and then analyzed in terms

of contributing structural and brogrammatlc factors. Following this analysis, the
elements of the Genoa Transltton Approach which might respond most directly to
these ldentifled weédknesses are summarized and the potentlal benefits of

-repllcatlng or adaptlng the elements for use in American programs is briefly

dlscussed

"TRANSITION" IN AMERICA

|
A

In ‘remarks on the signlng‘ of a '1“953’brdelam'atlon establishing the National

- Decade of Disabled Persons, former President ‘Ronald Reagan expressed concern '

about the negatlve consequences for persons with disabilities of the patchwork
nature of Federal dlsablllty pollcles and programs and the absence of effective

- program integration and coordlnatlon The Presldent also stressed the importance

of "returnlng to our tradltional values of self-rellance. human dignity, and

independence" if we are to"'replace chaos with order in Federal programs."
(Presldential Proclamatlon 6131)
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The Current Effectiveness of Transition
——= et nllecliveness of Transition

" Extraordinary developments in medical and vocatlonal rehabilitation programs

and in education, ha’bllitatlon and employment transition strategies during the
last decade have demonstrated convlncingly that a very high percentage of

persons with even the most severe disabllities can reach or be restored to work

capaclty sufficient to achieve gainful employment. One reason for the dramatic

expansion of our awareness of the work potential of persons with severe
disabilities has been the extraordinary success of "supported employment" apd
“Independent living" strategles. '
However, the Natlonal Council on ‘Disabilities reported in 1986 that only
one-third of youths with dlsabllltles leaving school graduate to a Job or some
form of advanced education and attributed this high rate of unemployment to "the
lack of an effectlve transition process from school to work for youths with
disabilities (Toward Independence, page 22). The council has directly attributed

thls outcome to th:: "absence of a systematic vocational transition process for

youths with disabilities", and recommends that Congress direct the Department of
Education to require State and local education agencies to initiate and carry out
the transition process, "lncludlng contactingthe appropriate personnel in regular
and specialeducation; vocationaleducation, vocationalrehabilitation, community
colleges, developmental disabilities and other agencies from whom each student
receives services™ (Id., pages 22-23).

The Disability Advisory Council, a commission established by Congress in 1986
to study and report to Congress on the current effectiveness of vocational
rehabilitation, SSDI, SSI and related medical benefit progi-ams in supporting
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transition from unemployment to work, addressed the lssue of the coordlnatlon of
Federal  disability. p_rogr_ams servlng school age SSI beneﬂclaries with
developmental dtsabillties in its-1988 Report to Congress: h

"Many children with developmental disabilities now leaving
secondary school have significantly benefited from the passage of
Federal and State equal opportunity laws, but few make a successful
transition from. school to sustained, gainful employment. It is
estimated that in 1986, over 90 percent of these special education

graduates left school for one form of dependency or another". Repor
of the Dlsablllty Advlsory Council, pages 21~22.

The Councll attributes this and other major problems to what it
deseribes as the "fractionalization” in the administration of Federal
dlsablllty programs (Id pages 16-17).

'I-‘-hus both the ineffective coordl'natlon and integration of current programs and

serfous program design flaws (partlcularly, related to program flexibility and

continuity) have had a severe, adverse impact on the "transition” of school age
clients from school ,to gainful employment.

Ineffective Coordination and Integration of Programs |

eil‘n a2 February 1986 Report to the Pres‘lden‘t. ’I‘oward.lndependence. the National

Council reported that“",'dlsapled people aroimd the country declared that many
programs do not mesh well with other available services, and that too often the

service delivery system exhibits gaps, inconsistencies and inequities" (Page 68).

- In 1988, In its second Report to the President, f)n the Threshold of Independence,

the same council observed that "Many instances of gaps In services, as well as

' dupllcatlve services, are evident across the -country"” and declared that'

"Coordinated efforts could resolve some of these problems" (Page 89).
The Disability Advisory Council recommended to Congress in March 1988 that

'sl‘gnlﬁcant changes be made in several Federal disability pr'ograms in order to
ensure the effective coordination of services to these young persons and their

families prior to, during and after transition from school to galnful employment
(Chapter 2, page 24).
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These and other studles conducted during the last decade have demqnstrated
that servlces'needed by young persons with disabilities and thelr families to
prepare for, support and sustain transition from school to work were frequently
unavallable for two prlnclpal reasons: the inaccessibility of the servlce system to

clients and their families, and the dlspersion of management responsibility among
a varlety of loosely aggregated programs.

INACCESSIBILITY OF THE SERVICE SYSTEM TO CLIENTS

Young bersons and their families moét frequently do not have accéss to an

Individual who is in any real sense either accountable for identifying the range

of services needed by the lndlvldual or the’ family or given the cross-cutting

. responslblllty and authorlty to oversee the provision of appropriate services. In
~ addition, the current structure of disablility programs works agalnst the

"empowerment” of young persons with dlsabilltles and their familles to access
services directly.. .

The lack of involvement of clients in agency' planning, decision-making and
"quality  control" ‘activities dlrectly Impedes the effective coordination and
Integration of services and benefits at the client service level. Each of the

. traditional values referred to by PreSidentAReaga.n is abandoned when government
" programs organize and .prdwde services to individuals in the absence of

collaboration, cooperation or even consultation. Indeed, the lack of eclient

: _lnvolvement in declslon—maklng is directly lnimlcal to an underlying service goal
- (l.e., adult status, self—advocacy) '

DISPERSION OF MANAGEMENT RESPONSIBILITY ,

The dléperslon of "ma'n‘agement_, résponslbility and authority 'for program
implementation amohg_ a variety of State and local agencies has created what o;ie

analyst has termed a "loose aggregation of independently functloning units”,
Noble, J. & Conley, R., "Severely handicapped Americans: Victims of outmoded
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policies,” In- ‘Handbook of Rehabllltatlon Medicine Goodgold, J. (Ed ), St. Louls :
(1988). Thls disperslon has also led to the extreme compartmentalization of
R dlsabllltyprograms ‘For example, the current lack ofcoordlnatlon among the three
. most important Federal disability "servlce" programs for school age clients (i.e..
" the Education of the Handicapped A'ct (P.L. 94-142), the Federal/Stete vocational

rehabllltatlon programs, and the Developmental Disablilities program) is
exempllﬁed by baslc aspects of the current structure and operations of each of

. these programs

For example, P.L.94-142 makes no direét reference to transition from school to

work and adult 11fe." and only_' a fer) states have passed legislation during the past
decade designed to crea’te comprehensive and coordlnated'(among, the variety of

;respons‘lble agenciés) " "transltlon"'servlces ‘The Developmentally Disabled

Assistance and Bill of Rights Act estabushed a nationwide program of asslstance
to States in developlng comprehensive  plans for meetlng the needs of

developmentally dlsabled persons wlthln the State but left control over the

financial resources to !mplement such plans wlth the State Medicaid agency not

- the State Mental Retardation agency. While Congress created a priority within the -
Federal/State vocatlonal rehabllitatlon system for serving persons with severe .

disabilities, the basic eligibllity criteria for vocational rehabilitation services
(Le., the ablility of indlviduals to achieve gainful employment as a result of the
provision-of--vocational “rehabilitation “services) ‘continues to inherently

_ disadvantage those c!lents who have been least well served by the publlc schools

(i.e., those ln need of long-term services who are least llkely to be quickly
"rehabllltated") '

" Insum, four speclflc deflclencles in program coordinatlon and lntegratlon appear .

to have dlrectly and slgnlﬂcantly contributed to the lneffectlveness of current

- Federal disability programs targeted on the "transition" population:

(1) The absence of comprehensive individual transition planning
- (both during school years and afterward) and the resultlng reliance
on fragmented unrocused plannlng procedures
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~ (2) Inadequate secondary school preparation, illustrated chiefly by
the failure to establish post-school goals which form the basis for
theestablishment of both annual goals and short—-term instructional
objectives within the IEP.

(3) The 'abrupt discontinuation of the P.L. 94-142 entitlement
approach at a crucial developmental period and the resulting,

"selective" nature of vocatlonal rehabilitation and developmental
disabilities services. .

(4) The absence of parent and family involvement and the failure to
incorporate (and to support the development of the skills necessary
to permit) effective self-advocacy and self-determination in the
identification.of work and community life goals, the determination
of service strategies and the selection of service providers.

Inflexibility and Lack of Continui ty of Current Programs

Recent reports issued by fhe National Council on Disability '(formerly the
National Council on the Handicapped) and by the Disability Adviscry Council of
the Social Security Administration reveal two major program design problems
which .contribute directly and significantly to the ineffectlveness of current
transition efforts for young persons with disabilities:

(a) The unavailability of effective job trainlng and supported
employment services within the current universe of programs.

(b) The ineffectiveness of the SSA/VR referral system.

-JOB TRAINING AND SUPPORTED EMPLOYMENT

The Job Training and Partnership Act ("JTPA") programadministered by the U.S.
Department of Labor supports the operation of local Job training projects (directed
by local Private Industry Couneils) to increase the employment of persons who are
unemployed. At present, no formal coordination arrangements exist between local
JTPA programs and the Federal/State VR syst'ems or the regular or special
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vocational education administered by local school districts.
. As a result of the absence of progra;rhucoordlnat;lon and the use of Income
ellgibl‘lit’y érlterl'é which penalize persons with disabilities (becau;e of thereceipt
of vca'sh benefit baymen_ts). the'Natlohal' Council on Dlsabillty. ("NCD") has
- concluded that the JTPA program does not adequately serve persons with
disabilities (Toward Independence, Page 26). NCD recommends that Private
Industry Cb‘unclls Place a priority upon the partlclpatldn of disabled persons in
- JTPA programs and that JTPA programs expand to include vocational education
and vocatl-oﬁnal 'reha'bll-lt‘at‘lon 'compor'\ent-s‘ appropriate to the needs of persons with
disabllities. R ’ | |
The term “s"upported employment" means a program for persons with disabilities
for Wh‘om cpmpetltlv-,e employment‘ator above the minimum wage without support '
1s unilkeiy. Supported employment involves the provision of intensive ongoing
support (including supervision, training énd'transportatlon) to 1ndlv1duais to
perform .ln a varlety of work settings, including work settings in which

non-dijsabled persons are employed. This range of services has included direct job
sﬁpport and supervision during initial on‘-the-job training and c.lentation,
.Perlodic and/or intensive, short-term job coaching services as employee
, responsibllit‘les are expanded or if work performahée problems are encountered,
counseling’ and ‘transportation. Supported employment initiatives have
concentrated on ..t-he-communlty'-‘-ba‘sed"'dev‘éldpfhént'6?165 skills (including basle
-Job-related behavior hnd co-worker interaction) and related Independent living
skills and have Presented employers with a raqée of separately funded
‘post-employment support services. ' ‘

Supported employment services may be financed under several different Federal
disability and “generic" progranis. including Titles I and VI of the Rehabilitation
Act, Title XI'X ICF/MR and Title XX of the Social Security Act (Toward
lndepemjence, page 24). At present, no coordln-ai:lon exists among these programs
'regardlné the plannln’giand provision of supported employment services.
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THE INEFFECTIVENESS OF THE SSA/VR REFERRAL SYSTEM

In furtherance of the employment related goals of the SSDI and SSI cash and
medical benefit programs, Congress enacted legislation req;ﬂring the Social

~ Security Administration to "refer” all Social Security Disability Insurance ("SSD1") -

and Supplemental Security Income ("SSI") beneficiaries who it determined might

achieve substantial gainful employment to the State VR agency for rehabilitation

services. A very high percentage of young persons with moderate and severe
disabilities ieaving secondary special education programs are eligible for benefits
under one or both of these programs. - '

SSA studies reveal that when VR services are successfully provided to SSDI and
SSIbeneficiaries the p‘osltive results both for the individuals involved and for the
Trust Fund or general revenues are impressive. Recent information collected by
SSA shows a benefit recidlvism rate of less than 8% for SSDI and SSI beneflciaries
who achieve gainful employment with substantial savingsin SSA cash and medical
benefit payments. Indeed, SSA has cé.lculated a return of approximately $2.70 for

every dollar expended for successful VR services. As the years of gainful

employment for those who have benefited from SSA fun,de.d VR services increase
the dollar return will rise dramatically.

Under SSA's current VR referral prograrﬁs. however, only a small percentage of
.dlsabilltx applicants and b‘eneficiaries are referred for VR services by State
disabl’lltﬁdétermlnatlon ("DDS") units and few of those referred ever receive such
services. In 1986, nationwide, only 12.1% of ali persons submitting allowed SSDI
and SSIapplications were referred by DDS units for employment services anﬁ fewer
than 16% of those referred for services ever actually entered the VR system. The

- Inefficiency of this referral process {s particularly troubling because in many

states the DDS unit and the State VR agency are organizational components of the
same agency. ‘ ' .

The Rehabilitation Act, in fact, requires that severely handlc.apped persons
(including all SSDIﬂa»nd SSI applicants referred by DDS) be afforded the highest

- service priority by the Federal/State VR system. In addition, SSAArelmburses State
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VRiagencles for a portion of the expenditures made by that agency for services
. successfully. provlded to referred applicants- or beneficlarles who achleve
substantial gainful employment (as deflned by SSA standards) fora perlod of nine
months. . . .
.The Dlsablllty Advisory Council in analyzlng the current operatlon of the
A SSA/VR referral system concluded that for ssl beneficlaries "approprlate and
"tlmely VR services, including habilitation services for SSI reciplents who may
never have worked, can help move such beneﬁclarles into the workforce (_gﬂr_
 of the > Disability Advisory Council, pages 19-20). Despite uniform SSA referral
guldelines (and model criteria) a highly variable DDS referral rate exists among
» states and much of this varlation appears to be attributable to differences in VR
servlce capaclty and service prlorltles Current .information collected by SSA
- strongly vlvndlcates. that many DDS units refer substantially more applicants for
- employment services than could be accommodated within the existing VR system
o (pa\r.tl'cularly with respect to couns'elor'caselo,ad-.c‘a‘paclty) onthe expectation that
- onlya sm_all pe‘rcentage of persons se_rved will ever pursue VR services. Curr’ent
law, in fact, requires that severely handicapped persons (including all SSDI and
SSI applicants refer_red by DDS) be afforded the highest service priority by the

Federal/State VR _system. Indeed, some DDS unlts only refer SSDI and SSI applicants
for employment services.

At present SSA does not track persons referred by DDS units for employment
servlces in order to see If such services are actually requested and/or provided
SSA also does not attempt to evaluate elther periodically or on an ongoing basls.
the "quality" of - employment services provided (in terms of their actual
contribution to restored work capaclty or subsequent gainful employment) or thelir
. cost-effectiveness. .

Last year, Congress made permanent several important provisions contained in
Section 1619 of the Social Security Act which dramatically’ reduce the work
dls’lncentives presently built into the SS1/Medicaid benefit program.‘ Section
1619(a) allows an SSI beneficiary, whose impairment continues, to earn above a
fixed minimum level (now at $300 per month) and continue to receive both cash
" benefits and Medicald covera‘ge. Untll the enactment of Section 1619, any earned |
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income above $300 per month could result in immediaté termination of benefits
under both programs. Under the néw provisions, SSI benefits are reduced gradually
as earned income increases, and eligibility for medical benefits (under Section
' '1619(b)) may continue even after SSI benefits have been terminated. Persons
~ recelving extended medical béneﬁts under the Section 1619(b) program, however,
must still have an-annual lncomé below the threshold level for SSI eligibility.

" While these changes will be of great value to those SSII beneficiaries who are
currently able (or who become able) to choosé sustalned gainful employment, the
absence of effective program coordination between SSA and the Federal/State VR
program (described In detail above) will continue to frustrate their overall
et‘fectlyeness because comparatively few SSI beneficiaries are likely to reach a

point at which they are confror}ted by-a reallstic choice of whether or not to enter
the competitive labor market.

OTHER FACTORS -

NCD's 1986 Report ldentified several other important barriers encountered by
persons with disabilities within the workforce, lnéluding the lna'bll_lty to obtain |
appropriate health insurance coverage, the reluctance of employers to make
reasonable accommodations to the disabllities of prospective employees, the
existence of physical and communication barriers in housing, transportation and
worksites, and the absence 5!‘ self-directed personhl‘assistance'servic‘es.

KEY ELEMENTS OF THE GENOA TRANSITION APPROACH

The key elements of the Genoa Transition Approach which appear to respond
most directly to the problems (discussed above) which have been identified as
contributing to the general'lneff;ec_tlveness of American transition programs can
be grouped into three principal areas: ' '

(1) Innovative elementary and middle school education strategles.

focusing on total classroom integration and the development of
soclal and communication skills;
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(2) Flexible and individualized vocational training and innovative
“trial work" strategies for supporting transition from school to

gainful employment that stress the development of "work" skills
- rather than "job skills"; and

~ (8) An on~going employment support system that relles heavily on
coworkers and ‘familles to create a positive psycho-soclal
-environment for transition and to provide direct employment
support, with assistance from & multi-disciplinary network.

Each of these areas 'l»é discussed separately below.

Innovative Elementary and Middle School Education Strategies

Students' with moderate and severe disabilitles in ‘the Unlted States are

‘ _freq_uently isolated from their non~disabled peers for part or all of the elementary

and- middle school years In separate classrooms. In a significant number of

Instances, this isolation. even extends to long term placement in separate,
"speclial" school facilities. '

One consequence of this pattern of educational isolation has been the creation
of a separate cat'egory of teachers, "special edueatlon" teachers, who have taken :
over res"ponsi'blllty from regular education teachers for the basic education of

most children with moderate and severe disabilities. One unusual by-product of
this approach has been the "narrowing" of those children within the public schools
whom regular educatior._i‘teaci\ers have been expected to teach. Ironically, in many
American public school systems it is special education teachers who are capable
of teaching all of the students (i.e., both h-andleapped and non-handicapped) and
regular education teachers who are capable of teaching only a limited number.
Sfmllar teacher speclallzation in areas such as bilingual education and
disadvantaged education, .together with special education, have not infrequently
. left “regular"” educators with the respenslbl_llty to serve a minority of puplls in a
school system! _ a ' ‘
Asecond consequence of educational lsolation has been the decreased l.lkellh'ood_

that young people with moderate and severe disabilities in American special
- education programs will have the opportunity to develop soclal skills in direct
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contact with non-handicapped persons of the same age. Instructional approaches
which rely on slldes'or films to teach social skills (like cardboard school buses to
teach communlty skills) are rarely successful.

. Italy has chosen a dramatlca'lly different approach to the educatlon of children
Wlth moderate andsevere disabilitiesduring the pre=school and compulsory school
(i.e., elementary and middle school) years. The hallmarks of this approach include:

(1) The classroom integration (in natural proportion) of virtually all
children from pre-school through the upper age limit (i.e., 15) for
compulsory school attendarice;

(2) The rellance on the regular cla_ssroom teacher to provide basic
instruction to all children of a given age, with general classroom
support from speclal support teachers;

(3) A strong curricular emphasis on the development of social and .

communication skills and competencles throughout the compulsory
school period; and

(4) The use of after—school teachers and special rehabilitation

Institutes to supplement the basic instruction program of children
with moderate and severe disabilities.

The advantages of the Genoa approach to special education services are
. manifest partlcularly for children with moderate and severe disabllities. The
\ principle of normalization operates from the beginning of the public educatlon-
program so that the soeial stigma caused by segregation never occurs. Not only do
children with m_oderate' and se'vere disabilitlies have continual exposure to soclal
. interaction with thelr non~disabled classmates, but the non-disabled classmates
"become familiar with and remain comfortable with the appearance and behavior
. of peers with moderate and severe disabilities. 'i‘he' development of social skills
is obviously greatly accelerated not only by the curricular importance assigned
- to 1t, but also by the day-to-day demands of the integrated classroom
environment. This two-way process contributes ‘enormously to building the
positive psycho-social environment that is an essential lngredient of the
transition process. |
Because regularclassroom teachers provide the basic instruction toallchildren,
teacher expectations appear to be slgnilfic'antly higher than WOt_lld be the case in
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segregated settlngs Teachers and support teachers often work with the same: -
group of children (handlcapped and’ non handicapped in natural proportion) so
that individualization become easler as teachers become more and more famillar
“with each child's learning and lncentlve-mot_lvatlonal. styles; Support teachers
are used to augment the overall resources avallable to the entire class, and, thus,
regular classroom teachers can work lndlvldually orin small groups with disabled
children on certain classroom activities.
The avallability of after-school teachers and the on-golng role of the Pediatric ‘
‘Support Team allows for the development of hollstic approaches to each chlld and
famlly In addition, the Special Rehabllltatlon Institutes offer highly specialized
developmental and correctlve services for children with moderate and severe

, disabilities wlthout lnterferlng with elther classroom lntegratlon or reducing the
 total time avallable for educatlonal lnstructlon

* Flexible Vocational Tralnlng and Innovative Trial Work Strategies .

The Amerlcan -approach to postéschool vocational training for persons with
* moderate and severe dlsabll-ltles has been disorganized, under-funded and
inconsistent. Inadequate. sve'condary school preparation and the lack of financial
and pr‘og‘rammatlc skills frustrate the priority goal established by Congress within

"~ - 'the Federal/State vocatlonal rehabilitation system to serve first persons wlth -

severe dlsabllltles Indeed ‘the application of the baslc eligibility crlterla for
vocational rehabllltatlon services often lnherently dlsadvantages young persons
- 'with-moderate and severe dlsabllltles because they have been least well-served
. by the public schools.

In most Instances, fragmented. ‘unfocused planning procedures and the
"selective" nature of vocational rehabllltatlon and developmental dlsablli_tles
servlces prevent comprehenslve lndlvldual'transltlon planning and destroy
" program continuity during the crucial years of yoimg adulthood. Coordination
- rarely 'exists between the "JTPA" programs and either the VR systems or local

school districts. Whlle supported employment services may be supported under _
‘several different Federal disability and "generic" programs, nocoordination exists
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-among these programs regarding the planning and .provision of supported

employment services. SSA's current VR referral program identifies and refers only

a small percentage of young disabled persons, and few of those refet"red -ever
receive such services.

WORK EVALUATION AND TRAINING APPROACH

The City of Genoa has developed a unique approach to vocational training for
young persons with moderate and severe disabilities. This approach relies upon '

multi-disciplinary teams to provide individualized training focused primarlly on’

the development of generic social and work skills through "work" evaluation
rotations prior to the "trial work" perlod. A Special Transition Team conducts an
extensive "Intake" process with each young person and his or her family in order
to create a comprehensive ploture of the current functioning of the new
participant in a variety of'soclal settings and community environments.

The Team then prepares an individualized, work evaluation program for each
project participant in oi'der to identify the specific work and social skill "training"
needs of each participant in order to function sﬁccessfull_y in regular, competitive
employment. The participant is then assigned to a series of short-term work
experience activities in which Team members evaluate the perfofmance of the
participant, identify specific skill needs and provide appropriate training.

Employers and coworkers are directly and substantlally involved In the
evaluatlon of work performance and in the development of needed "work" skills.

The process is completed when the social and work skill preparation of the
participant has been optimized.

INNOVATIVE TRIAL WORK APPROACHES

In addition to the flexible and individualized approach to ﬁocational training
described above, the City of Genoa has developed an innovative "trial work"
approach which uses a combination of financial incentives, peer communication

and aetlve union involvement to encourage employers to "ta_ke a risk" in hiring

67



From School to Working Life in Genoa

and maintaining first-time employees wlth. moderate and severe disabilities.

The Genoa Project has directly involved the leadership of the Genoa community
(particularly city officials and major employers and unions) to create é positive
cnméte for project activities and to serve as mémbers of a series of Fleld Actlon
'Groups which analyze' the organfzatlon of work within a particular company and
identify jobs and functions suitable for the project participants. In practice, there
is usually.ﬁb more than one project participant working at the same work site.
Once a project participant has been matched with a job vacancy, the participant
Is assigned to the appropriate Group.

The responsible Field Action Group then prepares a contract for a one-year

) "trla} work" period which spells out the conditions of the project and rules of

behavior to be respected. The contract is neither extendable nor renewable, and
lts_ terms cannot be modified during the trial work period. Under the terms of the
contract, the Genoa Project assumes primary responsibility for the trial work
period, undertakes to provide professional advice and suppo‘i't and agrees to
provide a stipend (pald through the employer).

Although regular employr-':.eAn't support is available from the Field Action Group
during the trial work period, the aim Is to gradually withdraw as soon as possible.
At the conclusion of the one-year trial work berlod. ajoint decision is made among
the parties to the trial work contract as to whether the participant will be
permanently employed. If permanent employment is considered feasible, then the

project participant is hired under the same terms and conditions that would apply
to any other worker.

_Ongoing Employment Support Systems

If a participant Is permanently employed by an employerv following the

completion of the trial work phase, the Field Action Group will provide employment

support during the period of permanent employment on an ‘l'n'termlttent basis
wherievgr it s needed to assist the participant to sq_stain permanent employmer{t.
Employment support includes personal and job counseling, adjustments to job
change or restructuring and co-worker support training. This support system )
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relles heavily on coworkers and families to create a positive psycho-social
environment for transition and to provide direct employment support, with
assistance from a multi-disclpungfy network.

Employers and coworkers are also directly and substantially involved in the

ongoing support of disabled employees in order to build and maintain a climate of
strong psycho-social support.
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GLOSSARY

Aftgr;Sch‘ool 'I‘-eac.he,r' :

The After-School Teacher lsA akey .

- member of the Pediatric Support Team

which provides comprehensive health
and social services to children with
disabilities. The curriculum for after-

school teaching is closely coordinated

with the regular classroom curriculum

through frequent consultations between -

.the child's Support Teacher and After-
School Teacher.
. Teacher
Instructional support services to the
same child over a period of several years.
. After-school Instruction s typically
provided for 2-3 hours per day, 2 or 3
days per week and the After-School
~ Teacher often works with the child's
mother to help develop .parental
reinforcementand support for the overaill
educational strategy. ‘ ‘

Central Coordination Team -
The Centrél- doordlnatlon Team ié

‘the Genoa Project's administrative and
management arm. Operating under the

_..supervision of the Project Director, the .

20 member team plans, supervises and
monitors the overall project. The Central
Coordination Team is also responsible for
coordinating project activities with the
programs and services provided by the
various health and soclal services
programs operated by the local health
. agencies throughout the city. Members of
the team Include social workers; other
team members include psychologists,
vocational teachers and work
organization specialists.

Chlldren with disabilities

- The number and percentage of
children identified as "disabled" within
the schools of Genoa is surprisingly low.

The 'After-School
frequently provides

~In ‘1‘98.8.' less tha:n 2.5% of the children

enrolled in compulsory schools were so

ldentified. Determinations as to which
children are disabled (and thus which
children are entitled to “special
education services") are made by the
local health agency and not by the school
system. In practice, children identified
as disabled by the local health agencies
are divided into three groups: (1) mildly

_disablility; (2) moderately disability; and
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(8) severely disability. In terms of the

U.S. special education population, the
children {identified as "disabled" In
Genoa do not include substantial
percentages of children with "mild"
speech Impairments, children with mild
"learning disabilities” and children with
behaviorproblems (who are not clinically
determined to be emotionally disturbed).

Compulsory schools

In Italy, all ¢hildren ages 6 to 15
must attend a public or private school
program. The vast majority of parents in
Genoa (over 96%) choose to enroll their
children in the public Compulsory

-Schools. -In Italy, -compulsory --public - -

education is separated into two
sequential comprehensive school
programs -- "elementary" and "middle"
schools. Elementary Schools enroll
children between the ages of 6 and 10
years; Middle Schools enroll children
between the ages of 11 and 15 years.

Italian "High Schools", which enroll
children ages 15 to 19, are not

compulsory.
Day Care Centers

Day Care Centers provide an eight
hour program daily for from 6 to 7 young

~adults with severe disabllities. The

Young persons enrolled in these, who are

regarded as "incapable of working", are’




provided instruction in self-help skills,

recreation and regular. social contact’

with both dlsabled and non-disabled

. peers.

Elenientary schools

Elementary Schools are public

compulsory schools which enroll children
between the ages of 6 and 10 years.

Employment Quota -

' By law, employers in Italy are
expected to have a workforce, 15% of
which is comprised of persons from
certain priority groups (e.g., disabled
persons, widowers, orphans).
Employment support

Employment support |s

Intermittent (i.e., not provided on a.

regular basis) support provided to young
adults with disabilities during the first
3~6 years of employment in order to
sustaln permanent employment.
Employment support Includes personal
and job counseling, adjustments to Job
change or restructuring and co-worke
support training. - '

Field Action Group

Within the Genoa Project, Field

Action Groups manage the day-to-day.

support which is provided to assist
mentally disabled persons who are
working in public or private employment
settings as a result of project activities.
The membership of each Field Action

Group Includes two members of the .

Central Coordination Team, . a

representative from an employer’

association and a representative of the
workers appointed through unions. The
primary responsibilities of each Field
Action Group relate to “transition"
~ problems which may arise for a project
participant at the work place.

Genda Project

-The Genoa Project is & multi-

faceted program serving approximately

260 mentally disabled young persons in
Genoa between the ages of 16 and 24,
with "moderate" and severe mental

.retardation and with chronie

psychological disabilities (e.g., autism,
schizophrenia). The central goal of the
Genoa Project is to prepare, place and

sustain young persons with moderateand .

severe mental disabllities in integrated
and compensated - employment. The
project i1s administratively "attached"” to
one of the local health agencies in

Genoa.

Gulﬂlng Committee

‘The Guiding Committee functions
as an advisory board to the Genoa Project
charged with creating and maintaining a
climate of support for the project within
the overall community. The Guiding
Committee Ils composed of
representatives of public agencles, trade
unions, chamber of commerce and
employer assoclations, delegaces from
the local satellite offices of the Italian
Ministry of Employment, and
representatives from organizations of
parents and disabled adults.

Handfcapped children

[See "Children with disabllities"}

Integrated Vocational Training

Integratéd vocatlonal trélnlng in

‘Genoa Is provided to both disabled and

non-disabled ‘students in publicly
operated Vocatlonal and Technical
Schools. These schools offer two to three
years of speclalized training In a wide -
range of commercial and industrial areas.




Job Anal_ysls .

--Job .analysis Includes a careful
task analysis of existing job structures.
Tasks are split Into single operations
and - an analysis - is -made of the
‘Information and skills needed to perform
each of them. -

: Local health agency

o The Regional Admlnlstratlon of
‘the Italian Ministry of Health and Social

Services |s generally responsible for .

employment and -rehabilitation
provisions for disabled people and all
health and social services delivered by
the local health authorities within
Genoa. For purposes - of program
operation, the City of Genoa is divided
geographically into local health
districts, each containing a population of
- approximately 80,000 persons. Within the
average Genoa district, approximately
. 11,000 persons (or 14% of the total
- -population) are children.

MCH Unit

L All non-residential health and
soclal services for children and young
persons in Genoa under the age of 18 are
under the supervision of the Maternal

- and Child Health.Service.("MCH.unit") of.......

the local health agency serving the
catchment area in which ‘the “child
resides.

Middle School

Middle schocls ' are public
compulsory schools which enroll children o

between the,.ages of 11 and _1_5 years.

Multi-Agency Staffing Group

Withln the publlc pre-school
program in Genoa, Multi-Agency Staffing -
"Groups’ are committees which meet at
least once each year to discuss the
‘'unique characteristics of each pre-
school child with a disability. Members of

-catchment area), }
- specialists, two clinical psychologists

this multi-agency staffing group are: (1)
The child's "Support Teacher"; (2) The

- child's. current pre-school teacher; (3)

The child's past pre-school teacher; (4) o
The pre-school principal; (6) the
Coordinator of Health Services; (6)
appropriate therapists (e.g., speech
therapy, physical therapy); (7) a
psychlatrist; and (8) the child's "After—
School Teacher.” The primary function of
the multi-agency staffing group is the
development of an individualized plan to.
support successful participation by the
child in the full range of pre-school -

' actlvmes

Pedlatric Support Team

Within each MCH unit a Pedliatric.
Support Team coordinates the provision
of health and soclal services to
approximately 260 children and young
persons under the age of 18 who have
been lIdentified as disabled. Each
Pedlatric Support Team conslists of a
Supervisor (a psychiatrist who also
serves as Coordinator of Services for the
compulsory schools located within the
three educational

and two speech therapists. The After-
School Teacher also functions as a de

- facto member of the Team. The Pediatric
. Support Team makes determinations asto--.

which children are disabled and provides

" "related” ' services to pre-school and

school age children with disabilities.
Team members also participate both in

- the development and the monthly or bi-

monthly "reviews of individual
educational plans for each disabled child

and provide parent/teacher counseling - ‘

and operate support groups for mothers
of chlldren with disabilities.

- Pre-School Prograrn

. In  Genoa, public pre-school
educational programs are operated on a -
voluntary enrollment basis for all
children ages 3-6. Public pre-school
education is provided 8 hours per day,




five days per week In a system of

separate public pre-schools.
Approximately 90% of all children ages
3-6 are enrolled in public pre-school
programs. The public pre~school program
stresses social development, creativity

and cooperative activities rather than'

academic development. Average pre-
school class size is approximately 12 and
-open classroom structures are used to
promote socialinteraction amongall pre-
school children in the same age groups.

Between 3 and 6% of the children

enrolled in public pre-school programs
are ldentified as disabled. Within the
context of "American pre-schcol
programs, these children would generally

be classified as "developmentally
disabled." :

Private Sector Strategy

The goal of the Private Sector
Strategy is integrated, compensated
employment within the competitive labor
market. The strategy consists of three
basic components: (1) job identification:
(2) trial work; and (3) ongoing
employment support. Each of the Special
Transition Teams is responsible for
identifying specific private sector jobs
which can be filled by project
participants during the Trial Work Phase
of the project. The purpose of the one-
year trial work period is to provide the
young person with disabllitles and his
family, on the one hand, and the
employer and other workers on the other
hand, with the experience of working
together {n a real employment setting
without an employment which is final and
irreversible. For the trial work period, a
written contract spells out the
conditions of the project and rules of
behavior to be respected. The contract is
neither extendable norrenewable and its
terms cannot be modified during the trial
work period. At the conclusion of the
one-year trial work period, a Jjoint
decision is made among the partles to the
trial work contract as to whether the
participant will be permanently

- employed.

Public Sector Strategy

‘The goal of the Public Sector

-Strategy is integrated, compensated

employment within non-competitive,
public employment for those project
participants.for whom it is determined by

‘the Speclal Transition Team that private

sector competitive employment 1is
infeasible in the short-term. The Public
Sector Strategy follows the basic job
identification process outlined above,
except that the responsible Field Action
Group identifies suitable job vacancies
(and potential job restructuring) within
public (regional and local) agencies
within Genoa. Instead of a trial work
period, a contract is prepared which is of
indefinite duration and spells out the
conditions of the project and rules of
behavior to be respected. Unlike the
contract used in the Private Sector
Strategy, the terms of the public sector
contract may be modified during the
indefinite employment period as
conditions warrant. Under the terms of
the contract, the Genoa Project and the
other public agency involved share

. responsibility for the employment of the
project participant. -

Reglonal Transition Team

The Regional Transition Teams,
composed of regular and support teachers
from various school sites within a
particular region of the city, provide
individualized transition counseling to
all students graduating from publie
middle school programs. Team members
meet with students and their families to
discuss both academic and vocational
interests and aptitudes and to identify
specific placement opportunities
(including further academic training,
direct employment approaches, arange of
vocational training options, and

sheltered workshops) appropriate for the
student. .




Rehabllitation Center

' .Reﬁvabilltatloh i Centers prbv'lde

Young persons with moderate and severe

. disabllities the work skills necessary for .
participation in a Sheltered Workshop

program.” The Rehabllitation Center
.. brogram is publiely funded but operated
" by parent assocjations. -

_Related Services

“Related services", as that term is

used In American school systems, are

provided in Genoa either by members of .

‘the local health agency or by staff of
special "institutes" which are operated
" by parent assoclations. These related
services include speech therapy,
occupational and ‘physical therapy,
psychologicalservices, recreation,soclal
. work services, school health services,
parent training and transportation.

. Sheltered Workshops

ShelteAred Workshdps In Genoa
provide sheltered employment for

approximately 160 young adults with

disabllities, most of whom have entered
the workshops upon the completion of
middle school. Each Sheltered Workshop
provides ‘individualized vocational

training for ‘newly ‘enrolled employees.

. The length of the vocational training
provided by the workshop ranges from
two weeks to several months, depending
- on the entry level work and job skills of
‘the Individual. The workshops are

‘publicly funded but operated by parent
associations. ~

Speclél Education Services

- Special education services for all

disability children in Genoa are provided
by regular classroom teachers, Support
Teachers (who are employed by and work
within the compulsory schools) and by
special After-School Teachers (who are
employed by the local health agency).

" primary target populations for the =

74

- non-disabled persons).

Speclal Rehabllitation Institutes =

Special Rehabllii:a‘tion Institutes
providecomprehensive"relatedservices"

- to children with disabilities in each of

the following categories: (a) children
with moderate or severe mental
retardation (including . virtually all
chlldren with Down Syndrome): (b)
children who are blind and deaf-blind;
and (c¢) children who are. non-
ambulatory. The institutes are publicly

funded but operated by parent
associations.

Special Training Workshops

- Special ' Training Workshops
provide a special "partially sheltered"
vocational -training program upon
completion of middle school for students
with moderate to severe disabilities. The -

Special Tralning Workshops are young

. people between the ages of 15 and 17

with severe social and/or behavioral
problems (including both disabled and
For these
students, the twin goals of the workshop
are the development of social and work
skills rather than the acquisition of
specific job skills. This program is
supported In part by the Ministry of
Health and Social Services and by a
special - grant from ' the European
Economic Community (the Common

‘Market), ‘

Special Trangitlon Team

. Special Transition Teams operate.
within the Genoa Project and have the
responsibility for the pre-employment
training of project participants. The.
primary role of the Speclal Transition

. Team Is to teach basic work skills to

project participants prior to Job-site
integration. The enhancement of soclal
and communlcation skills is also an
Important team goal. Each Transition
Team is composed of 3 or 4 members and




includes a psychologist, one or - two
professional training {nstructors

(usually soejal workers) and an-

employment speclalist, and is assigned
an "active" caseload of approximately 15
young persons who are participating in
the Assessment and Tralning Phases of
the overall project. -

Support Teacher

Support Teachers "provide
assistance to. the - regular eclassroom
teachers both with respect to the
disabled children enrolled and the total
curricular effort. Support Teachers are
former regular teachers who have taken
some specialized training in psychology.
Most of the assistance provided by
Support Teachers In Genoa oceurs
Physically within the regular classroom
and includes the use of team-teaching
and small group Instruction strategies as
well as individual instruction.

Work Evaluation

The work evaluation process {s
part of the Genoa Project. It Involves the
assignment of the project participants to
a serles of short-term work experience
activities. In each of these activities,
Special Transition Team members
Initially assess the social and work skill
demands, evaluate the performance
(including productivity, co-worker and
supervisor Interaction angd Job
satisfaction) of the project participant
(in consultation with the "temporary"
employer and co-workers) and Identify
specific skill needs. Appropriate training
is then provided by team members and

another short-term work experience

rotation is planned.

Work Experlenc‘e Program

The Work Experience Programis an
Innovative approach developed by the
local Ministry of Labor in Genoa which '
provides summer work opportunities for
students with disabilities who have

graduated from the public compulsory
school system. The Work Experience
Program operates for an 8 to 12 week
period. In most instances, the young
persons with disabilities recejve a direct
stipend from the Minlstry,

Work Skills

Work skills include a knowledge of

~ the rules of jobsite and the language of

thework environment, and the capabllity
to conform to the socialization practices
expected within the work environment
between employees and supervisors,
employees and co-workers, and
employees and customers or clients.

Young person with disabilities

[See "Children with disabilities")
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CHAPTFER I — INTRODUCTION

Within Denmark an innovative system has been developed to maximize the
potential of young adults to successfully transition from school to adult and
working life. This system involves the use of a "case advocate" or "Kurator" who
provides ongoing assistance to young persons with disabilities and their families
from age 13 on. Buttressed by a broad array of secondary and post-secondary
education and training options, the Kurator fashions individualized, multi-year

programs to support transition from school to gainful employment and community
life.

BACKGROUND

Prior to the initiation of the Danish Transition Approach, young persons with
disabilities completing Danish Folkeskole programs were faced with bothimmediate
and long-term obstacles to successful transition from sct_\ool to gainful
employment and independent community life, including segregated educational
systems, limited upper secondary vocational options and a total lack of

coordination among the various agencies responsible for providing educational,
social and employment support. |

Restricted Educational Opportunities

Historically, a comparatively small number of yoﬁng persons with disabilities
in Denmark had pursued upper secondary vocational programs and a large number
of such students (particularly those withmoderate or severe disabilities) received
their basic education in segregated Special Schools operated by the county offices
of the Ministry of Soctal Affairs. Successful "transition" from Special Schools or
Fokeskoles to upper secondary programs was frustrated by a series of specific

problems, including the absence of sufficient information concerning upper



.. secondary and other educatlonal opportunities and of study routes which could be »
modmed or adapted according to the sxtuatlon of the individual student. In
addition,. admission requirements for a comparatlvely narrow range of ¢
obportunitres within the upper secondary system severely limited access to

- _'desired educational or vocational programs. Most young'peoble with disabilities
who completed vocational tralnlng had to endure long waits between the end of
their -schooling and their first jobs. This lengthy walting period has had a
devastating effect on their self-confidence and sense of self-worth.

Ine_ﬂecti ve Service Coordina tion

Prior to - the implementation- of the Danish Transition Approach, the
resoonslblllty for interagency servlce coordination was left‘entirely to the y_o{mg |
* person with disabilities’ and_ his or her family. Most of the problems encountered
by young ~persons< with disabllities in linking .competitive employment and
independent living may be attributed to the lack of effective service coordination
among the respo‘nsfble public egencies. Even when the supply of job opportunities
Increased, emp,loyment.-pro“s'pects for young persons with disabilities did not ke,eo
pace. The important missing ingredient was a-mechanism for ensuring intensive -
cooperation. among schools and- rehabilltation staff students and their families to
plan and ensure successful transition.
In practice the disabled individual and his or her famlly were required to
4 identify- and then communicate with several agencies (e. g., the county social

service -and employment agencies; munlcipal employment program; public and
private vocational training programs). This process often involved the need to
separately contact as _many as 10 to 15 dlfferent people because program
'respo‘nslollities wit_hln the various public agencies are often divided between
several different units.
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Needed Improvements

In light of the problems identified a'bove Danish policy makers arrived at seven

basic conclusions regarding the deslgn of an improved transition approach for
young persons with dlsabilltles

(1) Towards t'he end of the Folkeskole period, careful coordination
needs to occur among those members of the Folkeskole staff most

familiar with and/or expert in career planning for students with
- disablilities.

(2) In order to "transition” from school to gainful employment, young
persons with disabilities need expanded opportunity to acquire work
.experiencein aparticularoccupational field before making decisions
regarding employment and/or upper secondary education,
necessitating practical -forms of collaboration between the
Folkeskole and the various agencies responsible for the provision of

upper secondary vocational education and employment related
services. '

(8) A wide range of upper secondary vocational program options
should be created to permit competition and improve the likelihood
of a "good fit" between the needs of a young person with disabilities
and the available vocational trainlng opportunities. '

, (4) During the final years of upper secondary vocational programs;
young persons with disabilities need special support and assistance
in their efforts to find and sustain gainful employment.

(5) Young persons with disabilities and their families should be
involved in identifying the assistance that they need and in
deciding how and by whom that assistance should be provided.

(6) Effective cooperation among various public authorities,
(particularly among. the education agencies, county soclal service
agencies and local employment agencies) is essential if young
persons with disabllities are to fully beneﬁt from the various
_resources which exist within the communlty

(7). A "case advocate" within the Folkeskole system is needed to
carry out the various coordination, plannlng and .follow-up
activlties which have been identified.
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' ORGANIZA TION OF PROFILE

B

""‘The purpose of this descriptive profile is to provide American education and

1]

rehabilitation agencies with a basic onderstanding oi"th'e -Danish approach to the

. transition of disabled young persons. Its goal is to provide information sufﬁcient

to allow those agencies to replicate or adapt one or more important features of

that approach It must be stressed that the descriptions provided below are a

composite of the current practices in’ Denmark Because of the significant
variations in secondary school structures and in the specific responsibilities of
Kurators among the different counties and mumcipalities of the country. no single
uniform system exists..In many ways, the variations among Jurisdictions reflect
the desire to tailor the system to their particular demographic and economic

characterlstlcs

Inorganizing this profile itwas necessary to present information both about the

‘ Kurator system.and the overall secondary and post-secondary system in which it

operates. In domg this, it became difficult to decide which information to present

first. A decision was made to provxde first a general introduction to the overall
»-system which exists within Denmark to provide social services and employment to
f persons with dlsabilities (Chapter II). Following this introduction. Chapter 1II

outlines both the basic education program provided for all Danish.children and of

the provision of specnal education services in Denmark This general overview is-
'followed by ‘a detailed discussion of the Kurator system (Chapter IV) and by a

description of the various secondary and post-secondaryleducation training and

work options available to the Kurator (Chapter V). Chapter VI presents a summary
of available information regardmg the employment outcomes of the Danish

transrtion approach for both disabled and non-ciisabled participants and the

profiie concludes with a discussion of the current ineffectiveness of American
transition programs and the implications of the Danish experience for solving

_problems in the American transition approach which contribute to its eurrent
ineffectiveness (Chapter VII).
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DEVELOPMENT OF PROFILE

This descriptive profile is based on information provided by the Danish Ministry
of Education to OECD over a five year period and information collected through
two on-site visits to Denmark during August and November, 1988. The profile was
developed by Mr. Martin Gerry of the Fund For Equal Access to Society ("FEATS")
with extensive assistance from Ms. Gia Kjellen, OECD, Mr. Jérgen Hansen of the
Danish Ministry of Education, and Kurator Jens Bartholin, Odense Commune. FEATS
. would also like to express its appreciation to Mr. David Thomas and Ms. Kathleen
- Kelley of OECD for their assistance throughout the preparation of the proflie and
to Professor Ruth Luckasson- (University of New Mexico) and Dr. Beatrice Gerry

’(Fair_fax County Public Schools, Virginia) for their assistance during the Danish
field data collection activities. ’

FEATS would also like to thank Ms. Kjellen, Mr. Hansen, Mr. Bartholin, Dr.

Luckasson and Mr. J ohn‘Flsh of OECD for their extensive assistance in thedrafting
and revision of the 'proflle.
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CHAPTER II — OVERVIEW. OF THE DANISE
o SYSTEM

Social Policy _ln Denmark -establishes a basie -obligation on the part of
govefnmenf (national, regional and local) to provide whatever care and support
is needed by families and individuals unable to successfully participate in the
mainstream social and economlc systems of the country.

THE DANISH SOCIAL SERVICE SYSTEM

The Danish Social Service program provides an éxceilent constellation of social

- and economic 'sixbport services for children and adults with disabilities. Until

; 1980, the D_anl;h Ministry of Social Affairs opei‘a-ted a separate, self-contained

“and comprehensive progrém for. pér'sons- with disabilities whieh included
educational, econdmic and social benefits. In many instances, the Ministry
operated separate school programs for children with dls_abillties at a county level.
The "Green Schools" (discussed above) were the mainstay of this system.

The 1980 Reforms

‘The reforms completed by the Danish Parliame_nt in 1980 led to the transfer of
all responsibility for the educatlon of children with disabilities from the Ministry
of Social Affairs to munlclpal and in some instances, county authorities. A second
important element of the same reform was to change the organizational approach
to providing the economic and social support services which continue to be the
responsibility of the Ministry of Social Affairs. Specifically, embracing the
. prineciple of "normalization" discussed earlier, the reforms abol,i_shed the separate
organizational structure ("Handicapped Services") and financial systems which
had been created for persons with disabil’itl’es. As a result, children and adults in

6
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Denmark currently receive éérvices and benefits under the program through the
same structures used to provide benefits and services to non-handicapped
persons. : '

The final element in the overall reform of the Social Service Program was the

transfer of most operational responsibility from the national level (mmstry of
Social Affairs) to the regional and local levels.

The Basic Social Obliga tlbn

Danish law provides that the responsible public authority (usually the

municipal or county government) must provide social, medical and financial
assistance to each resident of Denmar_k: ‘

.. who for himself or for members of his family is in need of advice,
ﬁnanclal or practical assistance, support for development or
restoration of working capacity, or for care, special treatment or

educational support.” (Chapter 1, Article 1.of the Social Assistance
Act of 1974).

The types of services which are routinely provided to persons with disabilities,
- elther free or at a greatly reduced rate, include comprehensive medical and health
care (including community-based care), psychiatric and psyehological services,
counseling, rehabilitation services, certain types of upper secondary educat_lon
and training (described in detail in Chspter 'I'V). employment support services
" (including attendant care) and transportation In addition to these generic
services, special employment subsidies (as described in Chapter IV) are avallable
for persons with disabilities. : :

Pensions (payments in lieu of work) are paid to Individuals whose work capacity
is less than 50% of the avefage work cabaclty for a person of that age as a result
of any physical or mental disabllity. The amd{mt of the pension is calculated by
a variety of factors, including health status.' family size and support
responsibilities, age, education and local 'job avallability. In addition to the
pension, special financial assistance is avajlab_le under the Social Assistance Act
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for children and young adults with disabilities who wish to enroll in upper

_secondary education and tralning programs which are not directly publicly

financed

The SOcial Worker

Every person residing in Denmark is assigned to the caseload of a social worker
employed by the municipality in which the person resldes For young persons with

disabilities the responsible social worker carries out several important functions
including '

(1) Planning the support services to be provided to young persons
pursuing further traming or education after Folkeskole completion.

(2) Provnsion of. housing support ‘and approprlate leisure tlme
activities.

. '(3) Coordlnation between Sheltered Workshops and Employment
_ Agencies; and

(4) Admimstratio_n of special training and employment subsidies.

DANISH DISABILITY POLICY

Danish social policy regarding persons with disabilities is ‘centered around
three main principles (l)normalization (2)integration and(a)decentralization

. Normalization

The principle‘ of "normalization” dictates that persons‘with disabilities beon an-
equal footing with all other Danish’ citizens with respect to law, government -

‘ agencies and other political, soclal and economic institutions. Normalization does

not require that persons with disabilities change or adapt to become more
"normal" This principle has led to the inclusion of persons with disabilities under
all of the basic educational social and, health laws . and programs and the
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elimination of "separate" laws pertaining only to persoﬁs with disabilities.

. In practice, the education of children with dlsabillties is addressed under the
' Saslc laws governing pre-school 'and elementary/secondary education. There is,
In fact, no national legislation which directly addresses "special education®. In
Denmai'k. normallzation is seen as a challenge to society, rather than a demand
that the individual should be "adapted” to make him normal.

 Integration

The principle of integration within the Danish system has led to the inclusion

- of the vast majority of Danish children within the basic Folkeskole structure and
within the regular classroom setting. In this sense, integration is seen in part as
a necesséry adjunct of nbrmalization. Mr.N.E. Bank-Mikkelsen, the former Director
of the Department for Care and Rehabilitation of the Handicapped, National Board

of Social Welfare, who differentiates "normalization" from "integration" has
written that:

"Normalization has often been confused with the: problem of
Integration and segregation. It should be stressed that, while
normalization is the objective, integration and segregation are
simply working methods. They are the means which can be selected
according to the evaluation in each situation of what would be the
most suitable or efficient way to reach the goal." Bank-Mikkelsen,
N.E., "Denmark", in Changing Patterns in Residential Services for the
Mentally Retarded, Eds. Kugel & Shearer, PCMR (1976). ‘

Decentralization

Finally, the principle of decentrallzatlo:n'has 'led‘iricrea;singly to the devolution
of programmatic responsibility for education and training programs first from the
national (ministerial) level to the regional ('county)_ie.v_el and then from the county
level to the local (municipal) level. It a soclety with a strong national disability
‘policy, decentralization of programmatic responsibility Involves certain inherent
uncertainties. For example, will local decisionmakers consistently assign the same
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, priorities to the Interests oi’ disabled persons when confronted with a range of
competing priorities?

Experience in Denmark over the last decade has reflected a strong local

-commitment to the provision of appropriate educational employment and soclal
support services at the'local level. Normalization appears tohave become a public :

attitude and not just a social or political philosophy.

ORGANIZATION AND FINANCE

Elementary and secondary education in the Kingdom of Denmark is under the

' supervision of the Danish Ministry of Education. The responsibility for the

operation of education and training programs for persons with disabilities is,

however, lelded among three levels of government national county and
municipal and the private sector. '

e

Leveéls. of Go vernment

At the national level, the D'an'ish Ministries‘of Labor and Social Affairs directly

- operate certain education and _training programs for young persons with
‘ ‘disabill;ties(se'e Figure 1). Incontrast, the Ministry of Education does not operate N
o any education and training programs, but supervises and coordinates the

activities of municipalities. Several important education and training programs .

are administered at the county level, including the princi_pal components of the

Sheltered Path (e.g., County Special Schools. Rehabilitation Centers and Sheltered -

Workshops). At the municipal level, ‘respo‘nslbility is vested for the operation of

the basic Folkeskole program, Vocational Schools, the Youth Employment , '_
,Guarantee. and most of the compone‘nts of the Adult Path (see Figure 2).

10
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Governance of | Ministry of Labor
Folkeskoles '

Pre~Vocational Trng

Each Danish
Folkeskole 1is
governed by an
e‘leéted school Spd Workers Course
board which s
composed of 6-7

parents (elected Youth Employment

students

school), two ‘ -
pupils, two Ministry of Social Affairs
teachers, the - '
prlnéipal and a
city council
representative.

The school board

Residential Schools

acts as the | Special Schools |
é‘u p'ervlslng
a_uthorljty for the
_ - Employment Subsidy
establishesschool . Social Services
rules. Teachers in .
the Folkeskole,
through a

Figure 1 - Operation of Disabllity Related Programs
Teachers'Council,

~develop the overall cufrlculum and select instructional materials, subject to the

final approval of the school board.

11
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County and munlcipally operated programs are generally provided free of charge
to students and are supported primarily by education and social service agencies
at these levels.

Private seétor programs described above, in fact, receive 85% of their ongoing
support from public funds and 15% from tuition charged to participating students.
In addition, as discussed in Chapter V above, young persons with disabilities are
generally eligible for special social service stipends which would cover the

additional costs (i.e., tuition payment, books, transportation) of privately
administered programs. ’

SYSTEM OVERVIEW

ExhibitIon the following page presents an overview of the principal components
of the Danish transition approach, including the Folkeskole, and Gymnasia and
upper secondary vocational options which are selected by the vast majority of
children with and without disabilities.

13
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From School to Working L!fe in Denmark

FOLKES HOLES CHAPTER IIT —

THFE BASIC PROGRAM

Over 630,000 children are currently
enrolled in the puBIlc school system in

Denmark. In Denmark speclal education services are provlded to all pupils who
have such dlfﬂculties in learning that they need special asslstance

At any one
polnt in time,
approximately
80,000 children

(or 12.6% of the'

~overall school

population)
enrolled in the

Danish public |

school system
receive special
education
services (see
Figure 3). In fact,

~ during -the 1984-

86 school year,
special education

Public School Population
Children With Disabilities

Follesi-olgs
92.0%

Y

, Othar Schods
8.0%

Figure 3 - Regular and Special Ed_ucatlon

occuplied 16% of the "teacher hours" wltﬁln Danish Folkeskoles which were
financed by the National Board of Education. Durlng their overall period of school

enroliment, approximately 160,000 (or 26% of the overall school population) will
receive special education services for some period of time.

Within the basic school age population (ages 6-16), children with disabilitles
recelve speclal education services In four types of schools: (1) Folkeskoles,

14
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operated by miml‘clpal authoritles; (2). speclal échools ("the Green schools")
operated by county authorities: (3) resldentlal schools operated by the Danish

‘ Mlnlstry of Social Affairs; and (4) prlvate" schools. All private schools", in fact,
. derive approxlmately 85% of thelr financla) support from public funds.

Approxlmately 91% ofall school age (ages 6-16) children within Denmark attend
a public’ educatlon program; over 98% of these children attend the basic
Folkeskole Over 92% of all children with dlsabllltles attending public educatlon

programs are also. enrolled ln the baslc Folkeskole programs (see Figure 4). ’l‘he"
B balance of chlldren with disabilities are enrolled in “special school" programs

(7 5%) and In resldentlal school programs (0.5%).

" THE DANISH FOLKESKOLE

The American tradition of separatlng baslc public educatlon lnto two separate

program components ("elementary" and "secondary“) and sequenclng public school
enrollment among two’

three dlfferent

pes of scho :
pesoschools(¢€- | Ghildren ‘Attending Folkeskoles
elementary, ' middle

and high schools) is
‘s T
: %

not followed 1in
Denmark. With the
exception of a small
percentage of the
total school

population enrolled -Rewgr Fr:gram
in special and

residential schools
(described * below)
Danish children

attend a single Figure 4 - Enrollment Patterns
"Folkeskole" for
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primary and "lower" secondary education, (grades 1-9‘5 the educational period for
which education is compul_sory for all children. The Folkeskole also provides an
optional 10th grade program. "Upper secondary" education (grades 10-12) ié not
compulsory, is provided in a variety of educational settings outside of the
Folkeskole and may t,a.ke'the form of either academic or vocational instruction or
a combination of both. _

In the Folkeskole instruction is given in a large number of subjects, most of
which (i.e., 15) are compulsory for all children. Within the Folkeskole, most
children remain in'at least some classes with the same classmates throughout the
nine or ten year program. The average pupil/teacher ratio in the Folkeskole is 18
to1l. '

Most o'ften. the same teacher (the "class teacher") begins in the early grades
by providing all of the instruction to a single class for the entire school day and
gradually decreases his or her role to one or two class sessions a day overa 3 to
6 year period. As aresult, the Class Teacher usually becomes well acquainted with
the parents and home background of all of the students in his or her class. Close
consultation between t,}eachers and parents is a hallmark of the Danish approach.

SPECIAL EDUCATION ELIGIBILITY CRITERIA

Specifically, within the banlsh system, sbecial education is provided to children
In each of the following categories: (1) Children who have a need for a special
educational method because of speciﬁc physical disabilities (e.g., blindness,
deafness); (2) Children who need a special educational content because of general
'difficulties in learning (e g, " slow learners, chlldren with psychological
development disorders); (3) Children who need a specia] educational structure
because of social adjustment dlfficulties (e.g.. behavlor difficulties, social and
emotional disorders, psychological disorders); and (4) Children who need
~indlvid_uallzed and intensive special support becauee of specific difficulties (e.g.,

mental retardation, learning disabilities). In fact, twice as many boys as girls
receive special services.




The Special Edubat!on Popuiation

The overall "special education population” attending Danish public schools is
composed of children in each of the following categories: (1) 60% children referred

because of "learning problems": (2) 13% chlldren referred because of "behavioral
probiems"; i (3) 14%

children referred

From School to Working Life in Denmark
|

because of )

intelitgence | Children Attending Public Schools
problems; (4) 6% '
children referred
because of "speech
impairment"; and (5)
% ~ children with
identified sensory or _ Y
physical impairments
(see Figure 6).

Learning Problgny
80.0%

+y Sensory/Physical
: 7.0%

/ Snaach Impairment
. 8.0%
Pre-school Bshaviors! Prcblams .
13.0% Inlaltigence
services (including 140%
"special pedagogical
support") are
avallable on a

Flgure b — Types of Special Needs

voluntary enrollment basis to all children with disabilities between the ages of
birth and 6. At present, the rate of participation of children with disabilities in
the overall age group (l.e., birth to 6) in the pre-school programs 1s only about
20% of the overall population of chlldren with disabilities in the age group. For the
age group 6 to 6, however. approximately 86% of all children with disabilities are
curréntly enrolled in the pre-school program. Pre-school services are concelved

of as "special pedagoglcal support” for children to assist in thelr social, emotional,
intellectual and physical growth and development.
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The Danish Ministry of Education estimates that by 1990 the percentage of

children with disabilities, ages blrth through 6, recelvlng speclal pedagogical
support will more than double:’

EDUCATIONAL ISOLATION

By law, the Folkeskole is required to develop and operate an educational
program which promotes each child's personal and'social development. In order to
~ accomplish this goal, each Folkeskole must provide special instruction and other
| ‘speclal educational assistance for pupils whose: development requires special
support. Children with severe disabilities have a special right to 11 years of
schooling (rather than the basic nine year guarantee), '

Within the Folkeskole programs, children in need of special education services

are served both in the regular school program and in special classes located within
the school bullding.

The vast majority
(70%) of children
with disablilities, -
Including most of the
~children with

Public School Population
Children With Disabilities

learning disablilities, Raguler Classroom
speech - impalirments
and visualhandicaps,
are served in the

¥ Spacial Schools
regular Folkeskole 7.6%
classroom. _
» . *  Special Classes 1
Approximately o ] Spacial Clasa

22.6% of all children
with‘ dlsablll’tles_,

enrolled in the Figure 6 - Educational Isolation
Folkeskole - system
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"are placed in separate classes for most or all of the school day. Separate classes |

within a Folkeskole are usually offered for children within each of the followlng
categorles: (1) "psychotlc". (2) "brain damaged" (3) "severe’ readlng dlfflcultles"

(4) hearing impaired; and (5) physically handicapped Children with more severe
disabilities are usually enrolled in a County Special School (described below).

In terms o'f' educational isolation (i.e., separatlon from non- -handicapped peers)
Danish public education programs provide special education to chlldren with
dlsablllties (ages 6- 16) in the following manner: (1) 70% of all disabled children
are educated in the regular classroom setting. (2) 22.5% of all disabled chlldren '

- are educated in speclial classes wlthln regular Folkeskoles; and (3) 7.6% of all '

dlsabled chlldren are enrolled in special schools (see Figure 6)
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KURA TOR

Within Denmark an inncvative system
has been developed to maximize the
potential of young adults to transition
successfully from school to adult and
working life. This system involves the

" use of a "case advocate" or "Kurator"

who provides ongoing assistance to young personis with disabllities (age 13 on) and
their families in support or transition rrom school to gainful employment and

community life.

A Kurator is an experienced Folkeskole teacher who is appointed by the local

school authority to
provide a variety of

- support services to

‘young persons with
disabilities and their
- families. Primarily
- regarded as a teacher
and as a member of
the School
-Psychologlcél Team,
| the Kurator |s
allowed a reduction
" In teaching hours
commensurate . with
his or her caseload of
‘students with

CHAPTER IV — THE

Allocation of Effort

FolkaskoleoTead'ung

\\\\\\\\

Paychologxcal Team,
30 _ 0%

Flgure 7 - Fung:tions of the Kurator
disabilities. Each '
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mumclpality is free to work out its own loecal plan for the Kurators who are
employed at dlfi’erent schools.

QOUNSELING'; CAREER GUIDANCE AND TRANﬁITION SUPPORT ROLES

Within Danish Folkeskoles (and increasingly within County Special Schools)
extensnve systems of "school psychological" and "career guidance" services have
been deyeloped to assist students and their families throughout the basic
educat'ion program. The psychological service system incorporates what in
A'merican, school systems would be called personal and family counseling services,

~ social ‘work services and psychological servioes The career guidance system

embraces what in American schools. would be called academic counseling. career
counseling and transition support services.

In additlon to the general services (available' to all s,tudent’s) provided by both
systems, special services within both systems are provided for students with
disabilities by a "Kurator." Within the Folkeskole. the Kurator works closel’y- with
the Class Teacherto ensure continuity in overall educational planning and service
delivery. The effectiveness of this "linkage" is a critical element in the overall
system and, in certain circumstances, the Kurator may actually be the Class
Teacher. ' ‘ , ‘ 4

The Kurator also plays an importantﬁ role in ,coordinatlng services tietween
educational programs and the county social service agencies AFinally. in many

Jurisdictions, the Kurator also functions as an important member of the local
"Youth Teams" (see Figure 7)

THE SCHOOL PSYCHOLOGICAL TEAM

Within each municlpality, a school psychological team must be assigned to each
Folkeskole. Depending on the number of students enrolled at the Folkeskole, one
team may be assigned to a single school or to two or more schools. A school

- psychological téeam is composed of one supervisory psychologist (who is always a

teacher with a_degree in psychology), ‘a_ clinical psychologist. a pedagogical
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counselor (a person"Speclally trained regarding the education of students with
dlsabllltles) a social worker and a Kurator (see Flgure 8). For the Kurator, the
School Psychological Team provldes the base of operatlons

The basic functions of the team as it relates to children with disabilities include
special pedagogical assistance to Infants and their families, direct pedagoglca!.
support of both speclal and regular class teachers, pedagogical and psychologlcal
counsellng of children and parents, research and in-service training of school
staff. 'As a member of the School Psychological Team, the Kurator provides
guldance and assistance to young persons with disabilities concerning personal
matters during their period at school and during the first years after leaving
school. '

The Kurator does no psychological counseling as such. When such counseling

Is needed, it is provided either by the school psychologist or some other expert in
the fleld. However,

because the advice
~ ‘provided by Kurators | o
to young persons - School PSYChO'OgICBl Team

includes personal

matters such as the | _ Ps;crolog.:t

home environment, : . B nai
AN Supervisor
peer relationships AN NN
. LAY \\_:
and leisure time ' R\

- |  Pedagogical Exper
activitles, Kurators '

Inevitably find \//
themselves involved . ' Furator

in some form of ‘ Social Worhar
Psychological
counseling with

YOUng persons.
Slmllarly. experience
demonstrates that

- Figure 8 - The School _Psy‘chologlcal Team

Kurators also.devote a significant time to counseling the disabled young person's
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family on matters such as marriage dlvorce and problems with other children. One
'major goal of ‘the assistance provided by Kurators, however is to enable the

disabled yc_mng person to make his own decisions and to live an independent adult
life. : '

COORDINA TION WITH INSTRUCTIONAL STAFE
Wlthln the Folkeskole the Kurator works with the Class Teacher. the head
teacher, others working with school psychology guidance, the school nurse, the

" school doctor ar‘\d. other personnel from'soclal and health administrations.

The Class Teacher

" The Class Teacher (usually the Danish Teacher) is assigned to an individual
child throughout their entire Folkeskole enrollment and, ~as a result, often
develops a thorough understanding of the child and a close relationship with the
chllds _parents. Coordination between the Kurator and the class teacher is
- 1mportant and consensus is sought regarding the approach which the Kurator will
propose for the individual student. In order to get to know the students and the

|

parents as well as possible, the Kurator frequently makes use of class meetings

~*. arranged by the Class Teacher.

In addition to information galned from the Class Teacher and through direct
contact over a long period of time, the Kurator may also seek additional
~ Information concerning the student f'_ron{ ether teachers, the school doctor and the
school— psyeh‘ol'ogist.

"THE CAREER GUIDANCE TEAM"

| As Is discussed earlier, each Folk‘eskole 'student is assigned to a particﬁlar
Class Teacher. Class Teachers are provlded release time (from regular teachlng
" duties) to provide personal guidance to students on ‘their caseload. When
" Folkeskole students reach grades 7 throug,h 10, Class Teachers when asked for
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.guidance, the Kurator gives ‘educational and vocational orientation, sometimes |

together with the Class Teacher, to disabled Folkeskole students and arranges for -
occupational‘and job' practice for the same students Educational and vocational
guidance courses are required for students in special classes in the 8th, 9th and
10th grades and ranges from two to five hours per week. _

-This ongoing. teacher/pupil relationship permits the Kurator to become well -
acquainted with each of the young persons on his or her.caseload. The Kurator gets

7 to know the student's disabilltles his strengths. interests and personal
" ‘characteristics. The Kurator has to be available most of the time for students on

his or her caseload who often telephone at awkward hours at home or visit the
Kurator at home. This close coritact is particularly important when the Kurator is
called upon to provide assistance in identifying and arranging appropriate
occupational introduction courses work experience activities, and, in the 10th
grade, work placement. Sometimes in cooperation with the Class Teacher, the
Kurator is assigned the responsibility to provide necessary guidance to students
while lnvolved in work experience work placement job practice and various
special days oi’ training

The Kurator gives advice on training and job - opportunities during the
Folkeskole years and on various upper secondary education and training programs

-which’ may be pursued after the completion of the Folkeskole program. With
'permission from the home, the Kurator can contact the occupational counselor at
.the public employment agencies and employers with a view to obtaln work for the

student. . o

~ When the stu‘den:t 'ha(s obtained a job and/or acceptance at a school for
vocational and educational training, the- Kurator can turn directly to the employer
in question and/or school to make arrangements concerning special consideration,
special educatlon or other arrangements.

During the first years of "transition" to sheltered or gainful employment, the
Kurator provides guidance in cooperation .with parents and teachers. Figure 10
provides a summary of the variety of activities undertaken by the Kurator.
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Youth Advisor

For students who have left the Folkeskole (because of "drop-out" or
graduation), career guidance services are generally provided by a Youth Advisor.
The Yoﬁth Advisor, who is often a Guldance Teacher, provides assistance
concerning training and work possibilitles to former students for up to two years
after they have left school and at least until they are 19 years old.

The central goal of the Youth Advisor lé to ease transition from school to further

education and work. It is
obligatory for the youth advisor
to meet WIth' the pupils twice a
year until they are 19. In many

| murﬁclpall;les. ‘Kurators work.

as youth advisors and as such
th‘ey can provide ongoing
assistance to disabled students
in the ordinary classes. In sum,

‘the Class Teacher, Guidance

Teacher, Kurator and Youth

Advisor are all actlvely>

Involved in the 'process of
providing career guldance
services to young persons with
disabllities both inside and
outside of the Folkeskole (see
Figure 9). While these persons

Career Guidance Staff

Guldanca Tescher

.

ou . ,//
_
/=

Kurator

Fligure 9 - The Care’gr Guld’anqe *Team"

do not function as a formal "t.ehfn". their Interconnec@eﬁ rolgs and responsibilities

- require frequent and often ongoing team work.
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LOCAL YOUTH TEAMS

A local Youth Council coordinates all the various guidance possibilities in the

municipality for young people under age 26. The local council designates a local
"Youth Team"

co_mp'osed of

representatives from

the varlous guldance Current P Iacements
systems in the

: Folkastole
municipality, 517%
including the school-

based career
guidance staff, youth

counselors, and WY B

iy
Cbnlinuﬂl;; School \ \\\\

Other
7%

representatives from
the social services P '“Wg%';ssmw
agencles and the’ Vecational School “iouth School

n73% 10.0%
employment agency.
I n m a ny
municipalities,

Kurators will also be

Figure 10 - Composition of Caseload

included as members

of this team as will representatives from local Production Schools.

THE CASELOAD

Disabled students have a right to have a Kurator as long as they are enrolled
in a Folkeskole (or County Special School). The Kurator System was initially
focussed on students with disabllities enrolled in speclal classes within &
Folkeskole (usually for "slow learners) but was gradually éxpanded to include all
students with special needs, including students who had "drop-out" from the.
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Folkeskole. After Folkeskole graduation, the services of the Kurator are usually
available only upon request. In practice, however, virtually all Kurators continue
to provide ongoing assistance to young persons with disabilities until students
havereached the age of 19 with many students continuing to receive services well
into their twenties. On the average, Kurators are assigned a caseload of
approximatély 60 students, 30 of whom are enrolled in a Folkeskole and 30 of whom
are out of school or in the Vocational or Sheltered Paths. Figure 10 represents the
composition of the typical caseload of a Kurator assigned to a Folkeskole in one
Danish municipality. There is general agreemeht that a Kurator should devote 50%
FTE to Kurator (as distinguished from regular teaching) activities. Most Kurators

believe that the caseload should be reduced to 30-40 students on a 50% FTE basis.
' The primary caseloa'd of students with disabllities assigned to a Kurator
consists of students in special classes in a Folkeskole which are organized for
students with general difficulties in learning. Some of the students with general
difficulties in learning have attended a special class from the first grade; others
have been placed in such a class at a later stage.

As is discussed at length above, the Kurator also cooperates with the guidance
-teachers and the class teachers who work with disabled students who are
integrated in regular classes. The Kurator also works with other students with
disabilities. Children enrolled in the regular Folkeskole program are assigned to
a Kurator whenever a written request is made to the School Psychological Team
by the school and the parents. For students with disabilities in special class
settings, the Kurator téaches different classes in the éth. 9th, and 10th grades.
Students with more severe disabilities who are enrolled in County Special Schools
are, in most counties, provided with school psychological services including the
services of a Kurator. In those counties where there are no school psychological

teams, it is possible for the county to “bt_xy" the service of a school psychological
- team, including those of a Kurator.
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'GOORDINATION WITH MUNICIPAL SOCIAL SERVICE PROGRAM

Before a student leaves the Folkeskole in‘the 9th or 10th grades the Kurator
-usually prepares a report containing an evaluation of the student's performance
| 'at school and an assessment of vocational and educational possibilities based on
participation in vocational courses and work placement. This report often ends
with recommendations on rehabilitation, economic support in connection with
continuing education or other types of social service benefits. With the parents'
permission, a c'opy' of this report is sent to the municipal social service agency. A
detajled description of the history and current operation of the Danish Social
_Service System is provided in Chapter II.- .
| Afterrecelving the Kurator'sreport, the social worker assigned to the particular
case will arrange a 'meetlng with the parents._the student and the Kurator to
discuss plans for further training oredu'cation.

. ACTIVITIES WITHIN THE FOLKESKOLE.

The Kurator's activlty within the Folkeskole is split among guidance, teaching
~ and vocatio‘nal‘ support activities (see Figure 11).

' Gnidance Actlvitles--

- Kurators set aside specific hours each week during which tney are avallable to
. students, their parents and other school staff in person and by telephone. The
Kurator also attends. coordination meetings and conferences conducted by the
School Psychological Team and Youth Team to which the Kurator is assigned as
well as others arranged by municipal, county or central authorities. During the 8-
10th years of_Folkeskole, the Kurator assists students in the selection of upper
secondary academ'lcanq .vocational programs (described in detail below). It is
often the Kurator ‘who recommends specific Continuation Scnools, Production
Schools or Vocational Schools to students and parents. |
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Teaching Activities

. The time spent teaching in the special classes and/or the ordinary classes is

dependent on the number of hours a Kurator elects to teach. The obligatory

teaching in the
special class is two
hours weekly

orle.ntatl-on on

education and
vocations. - - The
balance of the
teachingactivitymay
be on any subject in

- any grade. Some'
. Kurators teach
orlentatl’on classesin

~ two or more schools.
.Kurators also have
a8 significant
lnfluence -on the
'_lntroductjon of
suitable courses

Day to Day Activities

Vocational Support

- Intgragancy Links\'\ i On-Tha-Job Support

Family Lisison

Figure 11 - Activities of Kurator

within the Folkeskole curriculum. Kurators are often involved in the modification
or adaptation of basic curriculum objectives to Include "soclal skill" and "work
skill" objectives tailored to the needs of individual students with disabilities.

Vocational Support Activities

The remalnlng hours of Folkeskole-based actlvlties are devoted by the Kurator

" to visit students and employers at the student'

work placement and at posslible additlonal locations. The actual identification of
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‘ employers' is an'lnformal process where, for example, the Kurator might hear of an
employer wh'o needs addltlona'lv help and might be interested in giving a disabled
student a work placement for a year. On other occasions, a partlclpating employer
might enlist or recommend a colleague who is interested ln the program. These

| informal contacts depend hlghly on the Kurator's knowledge of the local
community.. : ' ' |

=<Du_rlng the 10th year of Folkeskole attendance, work placements (described in

B detall in Chapter V below) are made by the Kurator for individual students with

»‘dlsabillties. The Kura't_or visits the work,placement site once a week in order to
discuss any problems which may arise. The Kurator prepares a detailed report

regarding the work placement after the first eight weeks perlod a copy of which
is sent to the parents. :

: ln‘manvy Folkeskoles, Kurators prepare individual student "profiles” for usewith-
emplo'yers inattempting to se‘cure locatlions for both the work experience and work

Vpla'ce’ment programs. These profiles typically contain lnform'ation on how students
work, wliat -‘work they enjoy, and what they have accomplished. Employers find
these profiles much more helpful than grades_or ena;mination results.

ACTI VITIE;S OUTSIDE THE FOI;KESK Oﬂs‘
The Kurator's activltles with respect tostudents no longer in the Folkeskole are
primarily devoted to on-site vlslts to students enrolled in post-secondary and

upper secondary programs and to famlly llaison

dn ~Site Vlsits

Upon lea\}lng the Folkeskole; some students choose to attend a Continuation
School (described in detall below) either in the 9th or 10th grade or after the 10th
grade While students attend a Contlnuation School the Kurator will follow the
student's progress and when the student returns home. the Kurator will assist in B
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finding further training or sometimes work: The Kurator plays a similar function
with regard to Production School, Special Aoult School and Special Boarding School
programs (all described.in Chapter V below). Kurators also frequently monitor the
initial adjustment and early performance of students on their first jobs.

" The Kurator also works closely with students enrolled in Youth School programs.
Here, the Kurator discusses with tne student his or her impressions of the course
and the experiences gained in order to provide the student with a more realistic
picture of his or her -own talent for the particular field in which the training has
been provlded. Throughout this process the Kurator has regular discussions with
the student's parents and Class Teacher.

Family Liaison

The parents of disabled students of all ages play an important part in their
children s transltlon The Kurator always attempts to visit parents in their own

- homes and thereafter maintain close contact. Home visits usually take place after

office hogrs _in order to enable both parents to be present. Parental involvement

- isrequired in decisions made concerning vocational training, work experience and

work placement, and upper secondary academic or vocational education.
While young people with disabilities are involved ln temporary or partial work

. or employment activities outside of the Folkeskole parents usually turn to the
~_Kurator when problems or questions arise related to these work activities. In this

capacity, the Kurator serves as a "liaison" between families and employers.

A QUALIFICATIONS, TRAINING AND EXPERIENCE

As the discussion above has illustrated, the Kurator occupies a position of great
strategic importance in ensuring the snecessful transition of children with special
needs from school to gainful employment. In this capacity, Kurators are asked to
undertake a variety of roles including, in varying proportions, "broker". "planner",

"advisor", advocate" "manager", and “"provider". As a result, the personal
qualities, training and experience which best prepare an individual for . this
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position are not easily ldentifled or acquired.

Qualifications and Training

First, and foremost, the Kurator must be an experienced and talented "teacher".
'l‘he position of "Kurator" is not viewed asa supervisory or administrative position
or as part.of a separate career ladder but as a speclal post for particularly
talented teachers with experience in the Folkeskole. Kurators believe that it is of ‘
crucial importance that they continue to serveasa regular Folkeskole teacher for
at least 50% of their professional time. This contlnuing regular classroom role
undoubtedly assists Kurators in the various coordinating roles (e.g., with the
Class Teacher an_d the Guidance Teacher) which they must play within the
Folkeskole. It also forces Kurators to spend time with chll_dre‘n wno do not have
' special needs and, thus, assists in "normal_lzing" the Kurator's activities and role. -

‘While quallflcatlons for the position of Kurator va‘ry: from municipallty to
municipali‘ty. a Kurator is a‘lways: a teacher In a Folkeskole who has sufficient
. training from the ﬁoyal Danish -Scnool of Educat'io‘nal: Studies to be permitted to

teach in the first through the tenth grades. While most Kurafors have no formal
,tralning in case work, most have received advanced training at the Royal Danish ‘
School of Educational Studies in speclal education and/or guidance teaching.

The: Ministry of Educatlon currently conducts a two week "development course"
for Kurators Thls course is conducted for one week during the first term and for
another week during the second term of the academic year. The principal goal of
the course is to discuss areas of work and to look at the various dimensions of the
Kurator function. Plans are currentl& underway to estabAlivshed atwo-yearprogram
beyond the teachlng diploma for exper;enced_ teachers.wis'hing to become Kurators.
Such a program‘mlght be structured as a sp.ecial masters degree course of study.
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Skills and Experience

A Kurator should be a peréon who has lived in his munieipality for a long time

and.must be familiar with the educational, training and social service institutions
“within and outside the municipality, includlng‘ with local businesses and
employers. The Kurator should have extensive experience with young people and
should be w_e‘ll known to the students on his or her caseload and i:heir parents. The

trust of the student and the family in the Kurator is the single most important
factor in the ability of the Kurator to succeed.

| Other qualities and skills (competencies) which have been identified as crucial
~ to the success of a Kurator, include:

(1) Listening and counseling skills and empathy;
(2) Teaching and behavior management skillé;
(3) Helping and motivational skillé;
(4) Social skills and flexibility;
(5) Oral and written communica_tion skills; o
(6) Bureaucratic and administrative knowledge and competencies;

(7) Knowledge of the labor market and the structure and operation
of "work"; .

(8) S.pecializéd knowledge and competency in community relations,
vocational placement, and interagency relationships;:

(9) Personal stability and reputation.

The Kurator must be someone to whom children and adults would be likely to turn
for assistance. A friendly resource, not a didactic protessionéil
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The unrestrlc‘ted
opportunity of children with
disabilities enrolled In the
Folkeskole system for
participation in a wide range of

academic/vocational programs (often Indlvidually designed with the assistance

of the Kurator) is an important feature of the Danish system. Within this upper

secondary system,

Folkeskole graduates
with disabilities may
pursue one of two
basic educational
paths: (1) the
Academic Path; and
(2) the Vocational
Path. The primary
goal of the academic
path is entry into the
higher educatlon
system. The primary -

50.0% .
goal of the vocational '

All Students

Academic Path

2 No Further Training
' 10.0%

path 1is galnfu'l
employment. In
addition, because

Figure 12 - Folkeskole Graduates

compulsory education is mandated (in the Folkeskole) to age 16, Folkeskole

graduates may also elect not to pursue any form of upper secondary education.
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At present, approximately 40% of all Folkeskole grad.uates elect the Academic
Path, 60% elect the Vocatlonal p

secondary ‘programs ) '
(see Figure 12). A
‘separate, Sheltered

ath and 10% do not\ elect to enroll in upper

Path, has beer | Upper Secondary Paths

established for those Al SlUdems

students reaching | Vocaucnal Pain
age 16 who are | ' , ,-‘\‘\'.\\\'\f(i“
enrolled In" the: AR

W ey
&s

W

' speclal school system
operated by county
authoritles. The
stated goal of the
‘sheltered path 1Is Acedsmc Faih
gainful employment._ _ ) 100%

In practice, the . |
primary goal appears L l . ‘

~ Flgure 13 ~ Upper and Post-§éébﬁéary Paths
to be productive :
activity. Finally,

to Further Education
10.0%

a fourth' path, the Aduit l;ath. has been'estabushed for young
adults over the age of 18 who are underemployed or unemployed. Because young
persons with disabilities may continue to receive education and training for
several years beyond completion of the basic education program (i.e.; -the‘
Folkeskole oraspecial schoél). young persons with _dlsabllftl_es pursuingelther the
academlc or Vocational path may also utllize the adult system (see Figure 13).

THE ACADEMIC SYSTEM

VStudents with disabilities who choose to pursue an academically oriented
program after the completion of Fo_lkeskole can aim for either courses at a
Gymnasium operated locally by the municipality or separate courses

leading to the
‘HF or Higher Preparatog‘y Examination (see Flgure 13).
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The Gymnasium offers a structured three year academiic program similar to an

'advance preparation program in the United States. Most students who choose not

to pursue a Vocational Path program during or upon. completion of the Folkeskole
move directly to a Gymnasium program to prepare them for the Higher Preparatory
Examlnation required for unlverslty admission. .

Within the municipality, special courses ("HF Courses") are offered as an

" alternative .way of galnlng quallt’lcatlons necessary for higher and further
~ education. An HF Course takes a minimum of two years and can be extended over
a longer period of time. HF Courses, thus. can be taken at nlgh_t school or at a Folk -

High School (described below). The only entry requirement for an HF Course is the
completion of ten years of basic education. A-few years of work experience or

' trammg of various kinds may also qualify for entry Fewer than 1% of the young
E persons wlth dlsabllltles currently pursue the Academic Path

THE ‘ik‘oéA TIONAL PATH

‘Over 90% of’ all Folkeskole graduates wlth‘olsabili;ties elect the vocational
upper secon‘dary path. The Vocational Path pursued by all Danish students has

“three baslc components (l) the Folkeskole component, including supplementary

youth educatlon programs (2) a range of upper secondary vocatlonal educatlon

- .and training options; and (3) special employment programs (see Flgure 14). Each
" of these components will be. descrlbed in turn.

' The Folkeskole Component

- During the 8th, 9th and 10th years (ages 14-16) of Folkeskole education,
students, with the assistance of a Kurator, may elect to participate in several
programs designed to prepare the student for an upper secondary vocational path.

These programs lnclude (1 ) "special” career guidance classes taught by the Kurator
and pre-"vocatfonal training courses; (2) work experience programs; (3) work
-~ placement programs’;. and (4) youth education courses (see Figure 15).
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[ 3
Career Guldance and
Pre- Vor_:atlonal Courses , . R
' FOLKESKOLES
During the 8th grade, ,
dlsabléd_ students “N“_

attendingspecial classes _ o :
within the Folkeskole - Tretemess mesnsesseseeaan
are first enrolled in
special educationdl and-

il — = - =l

vocational guldance

courses taught by thelr | | UPPER SECONDARY PROGRANS | SPECIAL

| * ENPLOYMENT
Kurator. These courses PROGRAMS

focus on an introduction

to the labor market and

' ‘Flgure 14 - Vocational Path Components
to a wide variety of

occupational areas ard

mclude instruction in each of the f_ollow_ihg areas:

(1) Work Functions, including the lnterrelétionshlps émon_g

organizational units, between fellow employees, and between
~employees and employers; - ‘ . ! ‘

(2) Co—Op‘eratloh and Mandgement, including approaches which may

be used to influence working conditions and overall management of
an enterprise; ' .

. (3) Economics, Including purchasing, sales, costs, ei'penses and
profits; : - . A '

(4) Training Facilitles, including both: pre-employment and post-
- employment training programs; :

(5) Enivironmental Factors, including industrial safety, health and

welfare, Job satisfaction, poliution and the effect of these factors on
production; and ‘ '
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(6) The Enterprise and Society, includiné" the relationships of
business enterprises with national, regional and local government,
unions, and with other business and Industrial organizations
These introductory career guidance courses are provided two hours per week and
may be supplemented by an intensive, short-term occupational orientation.

In the 9th grade additional courses are provided in Conditions of Emplo&ment
(including apprenp‘iceship. trainee, skill and non-skilled work, white collar work
and civil service and unemployment) ahd Management and Labor (including
employee_‘and empibyer organizations and industrial disputes). -

Within Denmark, the Ministry of Labor also operates 48 prevocational training

- centers which offer a special prevocational curriculum appropriate for students

with severe disabilities. These courses range in duration from a few weeks to
several months.

‘Work Experience Programs.

Ij'sually-offerefi in the 9th grade, work experience prograrﬁs provide 1-2 weeks
of actual work at several community sites. These short introductory "courses" are
intended to provide a practical introduction to the labor market which has been
studied theoretically through the career guidéﬁce courses. As part of these
courses, Kurators discuss roational interests, aptitudes and skills with each

_ student on the caseload.

Work experience programs for studente with disabilities are usually arranged by
the Kurator who keeps in touch with local employers ar_ld their current labor

.demands in order to identify new work experience and work placement openings.

Work experience placements for young persons with disabilltlee. areoften arranged
by the Kurator after'a discussion of vocational interests and skills. Work

‘performed as part of a Work Experience Program is not compensated but often forms '

the basis for subsequent work placements or employment.
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Work Placement Progra_msg -

In the 10th grade students are given the optlon of partlclpatlng in a Work
Placement Program which offers'a much more extended opportunity to gain work
experience Students chooslng to partlclpate in the Work Placement Program wlll
devote a slgniflcant portlon ofthe 10th grade in on-slte work activity.In general,
students partlclpatlng in the program will adhere to one of the following
schedules: (1) Attend school from 8- 11 00 a.m. every day and devote the rest of

. the day to work (2) Attend school three days a week and devote two full days a

week to work; (3) Attend school two days a week and devote three days a week to

. work; or (4) Work full

time for a perlod of
time and then.attend

Work placemenl for
Sstudents with
disabilities is used

by the Kurator .to L AL
: - HORK

asslst the student to < DemIDKE > :

establlsh a reallstlc

FOLXESKOLES CRRITR
GUIDANCE

P N

situation, galin

become famlllkar with
a particular place of

work. Employers are Flgure 16 ~ Folkeskole Vocational Components
often: p.ersuaded by ‘

Kurators to restructure work In order to better accommodate students with
disabilities.

. Within the Work Placement Program, classroom “based lnstructlon focuses
prlmarlly on a discussion of work and personal problems and preparatlon for
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‘integrated community living (e.g., paying taxes, how to rent an apartment).
Working conditions, such as worklng hours and a‘stipend; are arra»nged with the
Kurator for each individual pupil. If an appropriate stipend cannot be agreed to
or if the student isl unable to comple,te sufficient work to be paid- such an amount,
the .iocal socilal‘Servlces agency may provide the difference. If the student .
. undertakes awork placement in a public establishment (e g.,inaday care center) -
the Folkeskole often provides the appropriate stipend.

One of the major dividends of the Work Placement Program for students with

disabilities is the opportunity for the employer to get to know the student and
| learn how to structure work asslgnments to maximjae the student's productivity
' and- jo'b satisfaction. Perm'anent: Job offers frequently  follow the successful
completion of work placements by students with disabilities.

.Youth Education Programs

Students attending the Folkeskole may supplement their Folkeskole program by
' enrolling in Youth Schools. According to legislation every local council must
establish a youth school in a form tailored to local needs and wishes. These
schools offer an annual program of activities for all young people in the
municlpallty if they are between 14 and 18. Attendance is voluntary and no
tuitlon is charged Youth education courses are generally offered after Folkeskole
‘hours and on weekends. . _

One important function of the Youth Sc‘hool strategy is to supplement basic
instruction in areas where academic performance is 'weak Youth Schools offer
courses which alternate between theoretical and practical tralning For students
who do not have dlfflcultles with learning Youth School programs usually provide
structured but informal education addressed to hobbies and other leisure tlme
activitles

Students encountering dlfflcu'ltles in. the Folkeskole program may enroll In
courses which supplement schooling, and special education courses for young
unemployed youth between the ages of 16 and 26 are also offered. For those young

.persons who have dropped out of Follteskole (usually labeled "school tired"), the
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.‘Y-o'ut:hi School offers full time basic education as well as courses in specific
vo.cat-ional and avocatlonal areas, e.g. in cornputer studies.
Several Youth Schools are frequently establisheéd within'a particular community.
' For example, in Odense there are eight Youth Schools, one of which is attended by?
students with general difficulties in learning. These students are enrolled in
| "special" courses suitable to theirindividual needs even if there are as few as two
" such students enrolled Generally, such Youth School students start with a four
week Level I'course during grades 8 to-10, mainly ln practlcal subjects which are
- particularly suited for youngsters with general difficulties in learning. Students
. in these courses combine learning with "doing" in classroom groups of six to eight
- pupils. For example, students studying palntlng w’ill' learn about various types-of
~"lpaints create sign boards and actually paint walls while experlmentlng with
. various palntlng techniques. Students studying "sausage making" are taught how
meat is cut, how sausages. are made, safety procedures for handllng tools and -
personal hygiene around food preparatlonv. Related oc_cupatlons (e.g., meat packer,
-butcher) are also discussed. After a L'evel I course has been completed, the
Kurator will make an evaluatlon of the student's performance and if the pupil is
';cons1dered capable, he or she can continue in a hlgher level course. For more
'severely disabled students increased teacher support is provided. throughout the
~course. Ifa student has such severe disabilities that he or she is unable to
beneflt from a full Level I course, a speclal two week program can be arranged to
provide the student w1th a certain foundation of experlence whlch can be used for
further training. ‘
. InLevel Il courses, students delve further into several of the voc_atlonal areas
' addressed by Level I, including automobile repair, food preparatlon. painting,

gardening, navigation, farming, nursing, and welfare work. '_l‘hese courses last for

v . .8.t0 4 weeks and each student can take up to 3 different courses in a year. After

. finishing a Level Il course, each stud-entls assessed by theYout‘n School'inseveral
. areas, includlng the student's ability to understand instruction, interests,

concentration, cooperatlon, lndependence and lnltlative. and sultablllty for
i further tralning in a particular area.
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. Level III courses are mainly offered in the-10th grade to students who desire

to embark on lntenslve tralnlng in a particular vocational field (e.g., bullding
. trades, metal/lron productlon food industry)

Upper Secondary Vocational Options

After completion of the Folkeskole program, two baslc optlonsfekls-t for students .

who wish to pigrsue a formal upper secondary educational program. The first, which
Is described above, Is '

- the Gymnasium

.alternative ‘on. the
. Academic Path. The

second, the upper . - .
. b PRODUCTION CONTINUATION :g'ﬁ:;:g?:g'
b )
- secondary optlons SCHOOLS schooss - | - lanp TECHNICAL
' o ¢t h . . SCHOOLS
open on--the A0S 16-19 ASIS (e-17 T paexs te-19,20
Vocational Path to '

‘gainful employment,

~ are described below _
: . : SPICIaL ,
(see Figure 16). . HORKIRS APPRENTICE
_ TRAINING |- PROSRANS
. These Upper - S courss . :
. [ ASES 16/17 AGES 16-20
Secondary Vocational . : :

Options .l.nc'l.ude'.
‘enrollment In: (1)

.. ContinuationSchools;
(2) Production .
Schools. (38) .

Figure 16 - Uppef Secondary Vocational Options

Vocatlonal Commercial and Technical Schools (4) Apprenticeshlp Programs and
(6) Speclal Workers Tralnlng Courses.
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Continuati on Schools

The students interested in pursuing the vocational path may elect to spend
their last year or two: of Folkeskole in a Continuation School. At present,
approximately 200 Continuation Schools operate ..writhln Denmark, enrolling
~anywhere from 30-160 students. Continuation Schools provide an intensive, one
or two—year boarding school program whlch stresses both basic education and
vocational training. These schools offer the compulsory subjects necessary for
students preparing for fina‘i Eolkeskole examinations and award a Diploma.

Approaches to the teaching of theoretical and practical knowledge differ widely
- among Continuation Schools. Kurators working with students and their families.
attempt to match the'goals and -philosophy of a particular school with the
individual needs of each student. Most Continuation Schools provide an effective:
educational and vocational environment for students with disabilities through a
combination of academic instruction and practical work tralning and experience.

Production Schools '_

" In Denmark, there are 65 Production Schools curre‘ntiy" enrolling approximately
2,300 students, most of whom are between 16-19 years of age. These schools,
which enroll significant numbers of students with dljsabllities,vcombine practical
training with academic instruction. Thelr stated goal is proper vocational training
for those who need it. In reality, a central purpose of the Production School is to
~develop motivation and restore self-confidence in students who were not making
progress in the normal academic and vocational systems. Production Schools are
. operated by both municipal and county authorities subject to the initial approval
of the Mlnistry of Education. Since 1985, municipal and county authorities have
been requlred to establish Production Schools in sufﬂcient number to ensure that
all young people who desire work training will receive it. _

The total enrollment in Production Schools varies but most average be._tween'
60-100 students at a.ny one time. The students who come to the school are mainly
referred by a Kurator or a Youth Advisor and all have general difficulties in
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learnlng Some have been previously enrolled in speclal classes and others have_
been integrated in the ordinary classes in the Folkeskole. In order to facllitate
Production School enrollment of students from other areas of Denmark, schools
have established a special two week "trial visit" which permits a prospeétive
student and the parents an o‘pport'unity to determine whether the Production
School offers-a suitable cu_fricu,lum and instructional a‘pproaéh.

Each Production School concentrates on one or moré specialized vocational
training and work programs. As a result of this process, a wide variety of
Production School programs is available, including cooking, textile manufacture,
tractor driving, animal and ﬂsh huébandry'. electromechanics, and computer
sciences. The "products" yielded by the Production School programs are actually

marketed and consumed within the Danish economy. Inmany instances, Production.

" Schools have worked out cooperativé arrangements with local businesses toavoid -

competition. These links with private organizations have also facilitated future
employment opportunities for Production School graduates.

Tea'chirig in Production Schools generally involves both formal and informal
instruction. Reading instruction, for example, may concentrate on how to read
instruction manuals or shop drawings, and mathematlcs instruction may focus on
costmg and pricing activities. Traditional instruction in subjects such as Danish,
Er}glish.'accounting or advanced mathematics are usually offered. A great deal of
indivvid_ual attention is available for students with personal and social problems.

E'nfo‘l;lm'en-t in Production Schools generally ranges from four months to one year.
Students below the age of 16 are also allowed to enter Productioh Schools with

special permission from the Ministry of Education. Five such young pupils.can be |

admitted at the same time. Students attending Production Schools are paid a
certain stipend each week, some of which comes from the sale by the school of the

- products created through the vocational program. Each Production School has its
- own governing body which facilitates the ability to make individual arrangements
for students with special needs.
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Voc;itional, Commercial and Technical Schools

>' After completion of the 9th or 10th grade of the Folkeskole, students may seek
. toenroll in the most prestigious of the Vocational Path programs, the Vocational
) School or "EFG" program. This 3-5 year program consists of an initial, one year

Aacademic.program followed by from two to four years of vocatlonal training which

consists of both theoretical training at the school and practical training ata place

~ of work.

Students enrolled ln Vocational Schools must select one of eight major
vocatlonal areas for intensive instruction: - '

(1).building and construction;
(2) graphic industries;

. (3) commercial and clerical work;
(4) iron and metal industries;
(5),agriculture; . '

(6) overland transport;
(7) food industries; and .
(8) the service trades.

" The first (academic) year of the program is provided by a technical, commercial

or other vocationally-oriented school and is devoted to core academic subjects,

practical training in}school workshops,; vocational theory related to the vocational '

field of interest, and a few elective subjects. Vocational theory and training
- - courses are offered within each of the eight vocational areas. For exam-ple, the

first 20 weeks of the Building and Construction.area curriculum exposes all

: students to basic instruction regarding electrical. systems plumbing, brick and

concrete laying, glazing. wood trades and painting. Following this "core
instructlon". students then select one of these sub=areas for moreintensive study )

during the balance of the first year and thereafter.

" This second and more intensive phase of vocational study is further subdivided

/into a series of courses aimed at preparation for specific professions (e.g.,
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éarpenter, cabinetmaker, woodworking machinist). The subsequent yéars of
vocational training tafce placeat both the workplace and school. Completion of the
vocational program is usually marked by th_e issuance of a Diploma. |

Vocational schools are operated both by the'Si:ate and by private organizations.
‘No s‘pecl‘al. vocational programs for students w\lth'.disabli'lities are operated by
Vocatijonal Schools. Such students are gﬁafénteéd“admi}sélon by Danish law and
. Vocationalschoolsstre'ssteacherdifferenti-ation.remediatilonandotherstrategies
to assist Nstudef'r‘l.t's ‘with learning problems master the basic curriculum and
subsequent vocational curricula. Approximately 8-10% of all first year vocational
school students will receive some sort of speélallzed, supplementary assistance.
Students successfully completing a Vocational School program have completed all
courses needed for the Basic Secondary Examination. If successful students are
then free to pursue higher education alternatives.

In addition to the traditional Vocational School program described above,
students leaving grade 9 or 10 of the Folkeskole may enroll in a wide variety of
Commercial and Technical Schools offering vocational Instruction in fields outside
the eight vocational areas addressed by Vocational Schools. These schools are
operated by private organizations and generally prov1de instruction over a 2-3
year period. Students successfully completing a Commercial or Technical School

program may have completed all courses needed for the Basic Secondary
Examination. '

Apprenticeship Training

Young persons entering Apprenticeship Training elect to pursue one of the élght.
vocational fields listed above. Among these eight fields over 130 different trades
- have been identified: Many of the specific occupational categories available
" within the -Apprenticeship .Training program are not available within the
.. Vocational School program. qu example, there are 47 separate o‘écupation'al fields
within the Iron and Metal Industries area. Apprenticeship training is offered in 20
occupational areas not addressed by the corresponding ‘Vocational School
curriculum (e;g.. coppersmith, tractor ‘mechanic, automobile electrician) and
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Vocational Scnool training is offered in 11 océupai:ional categories where
Apprenticéship Training is not offered '(‘e.g.. machine tool fitter, industrial
pipesmith, body mechénlc). To complete the picture, there are 16 occupational
categories in which vocational training isoffered under both programs. The cholce
of Vocational School vs. Apprenticeship Training, thus, often depends on the
interest of students in particular occupational areas.

' Apprenticeship 'l‘raming in Denmark takes from two to four years and ‘may be -
initiated after nine years of basic education. Training takes place alternately at
a ’I‘echnical School or other vocationally oriented school'and under the supervision

. ofa master craftsman at the workplace. Danish law prescribes a fixed number of

| weeks of day instruction per year. Apprenticeship Training terminates with the

awardofa Jour-neyman's Certificate, which gives the status of skilled laborer. The

‘certificate may also-act as a basis for further education and training, for example
in architecture or engineering.

© Spécial Workers Courses-

The Danish Ministry of Labor operates ap'pr_o‘)iimat'el)-' 30 Speciél‘Workers Courses
-throughout Denmark for young persons below the ége'of 18. Over 500 different
"“vcourses are offered within 25 different vpcational" fields, including hotel and
’ r‘e_staurant management, brewing, rnetalworking, fext‘i‘l’es and garment making,
heavy equipment oberétion, plastics -fabrication_.’ transportation and film
production’. These courses ,pr'o'v‘ider instrinéi:ion to a significant number of young
persons -with disabilities who have previou'sly att‘endéd Folkeskoles and either
Continuation or Production Schools. o .

- Spe‘_ciai ‘Workers Courses concentra_t‘é almost éntii"ely on vocational training,
with a heavy emphasis on direct work experience. Courses offered range from 1 to
4 weeks in duraﬁtioh and can be taken lndépendently or as part of a sequ'ence
leading to speciﬂc jobmastery. Courses are often offered in close cooperation with
*""Danish’ government -agernicies such as the Danlsh National Railways.
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Special Employment Programs

‘The Municipal Youth Employment Guarantee and the County Employment Program
(including the Special Employment Subsidy) complete the overall design of the
‘Danish Vocational Path to gainful employment The County Employment Program

also forms an 1mportant part of the Sheltered Path to gamful ~employment
- (discussed below). ' '

Municipal Youth Emplayment Guarantee

By law, Danish municipal authorities must establish and operate a local Youth
Employment Program which guarantees ayear of employment toevery young person
between the ages of 18-20 who is not enrolled in a school program In Odense, the
M,u.nl‘mpal Youth Employment Program is divided into three sections. Section 1 is
an‘ introductory 10 week sess‘ion designed to provide a general orientation within
the world of work Section 2 of the program is a 12 week intensive educational
and vocatlonal training activity. All young persons attendlng Sections 1 and 2
programs recelve a stipend from the municipallty

' Section 3 of the Mumclpal Youth Employment Program is a 24 week work

experience activity: in which participants receive on-the-job training while

carrying out basic job responsibilities at a regular work site. Section 3 -

participants recelve a regular salary for the work performed.

" Co u_n ty Emp]oymen.t Programs

The Kurator works c‘losely with the County Employment Agency to make work
placements and secure permanent employment for students with disabilities
participating in both the Vocational and Sheltered Path systems
~ Young persons with dlsabllltles who have a functional level of at least 60% of
normal work capacity may receive assistance from the County Employment Agency
toe acquire permanent employment. In that case, the municipality and county will

49




Fronj School to Working Life in Dehmark--

pey 40% of the salary, and the employer the remaining 60%.’ _
For.. young disabled persons with functional levels below 60% County

Employment Agencles provide asslstance ln obtalnlng sheltered work and, based
on the work done, contribute at

least 33 1/3% of the salary.

Municipal Departments of Social .

Services 1in. Denmark may | . o FOLXESCOLES

provided salary .subsidies to - wiin ey
support up'to six months of i
tralnlng for young persons with Qereverinennes 'fv'g;ggg;;"u
disabilities seeking initial : s 0mue

entry _Into the labor force.

Servlces may also provide

! 1
These subsidles are available H : o

- . '
for any training program which : ‘ ’

' 300UCTION CONEINUATION :g::;::’l‘:t:
will significantly improve the | Sl o L i B stwsons |
youngperson's work competence g L] gy UL il e "."'“
or prospects of getting " : E
i . : ] :nuu» : artiEn . :
‘permanent ‘employment in the AR B i

: . o 1 1 .
public or private employment . 5.““‘:""' E 1011 1w i
sector during that -period. E E i E i
Municipal Departments of Social E i ) i ' E

{ j

salary support for up to- 24 | -oanL petomon fe-

months for young persons with
severe  disabllitles who are
attempting to sustain private

Flgure 17 - lnterrelatlonshlp of Vocatlonal Path
Components

sector gainful employment. A
chart showing the

lnterrelatlonshlp among Vocational Path components is presented in Figure 17
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THE SHELTERED PATH

The Sheltered Path has five basic components: (1) County Speclal Schools; (2)
Speclal Boarding Schools; (3) Special "Adult" Schools; (4) Sheltered Workshops; and
(5) Rehabilitation Centers. In addition, the Danish Ministry of Social Affairs

operates a series of Residential Schools for Maladjusted Children (see Flgure 18).
Each of these components Is discussed, in turn, below.

County Special Schools

Approximately 7.6% of all children with disabilities (less than 1% of all school

children) are placed in County Speclal Schools for their basic education program.
These separate, self-

contained schools are

operated for children (" )
Wilth severe | COUNTY
disabilities ages 6- ) SPECIAL
18. In practice, they _ §cHooLs
provide an N J
educatl_onal)y
_lsolated alternative égééggg:igs ""‘:{“;;;wq
to the Folkeskole STUDINTS
program.
Tradltlonally.
CountySpecialSchool abuLT 20ARDING SHELTIALD
systems have SCHOOLS SCHooLS HORKSHO?S
operated under the A05S 15-18 AGES 16-20

general supervision
of the Danish
Ministry of Soclal

Figure 18 — Sheltered Path Components

Affairs and include separate schools for deaf children, physically handicapped
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» _children psychotic children and mentaily retarded children County Special
“Schools also have provxded short-term programs for blind children Most of the

- speclal -schools operated for children with disabilities other than mental

-Iretardatlon 4re 24 hour resxdentlal programs A majorlty of profoundly deaf
sStudents in Denmark attend County Special Schools.

~The County Special Schools for: mentally retarded-children (formerly known as

.the "Green Schools") enroll a substantial percentage of all children in the county
with'mental retardation (including virtually all children.witthown.Syndrome), :
autism -and ‘with certain combinations ‘of mental ifpairments- (e.g., mental
.retardation psychotic). Most. children who attend County Special Schools are
initially enrolled in these schools and have never attehded a Folkeskole. 'i‘he
balance of the children enrolled -in- County Special. Schools are "placed" by
Folkeskoles on the basis of the'severity of disability Itis extremely unusual for
‘a'child enrolled in a County Special School ‘(except in the short- term program for
_ bllnd students) to transfer. from'a County Special School to a Folkeskole. The
‘ County Special Schools offer a 7~8 hour instructional day and provide intensive
,services in classes with a very high teacher/pupil ratio. :

Asa resuit of legislative changes implemented in 1980 the legal responsibility
of local. municipalitles to provide: special education services for all children was
- vested in the Ministry of Education and local municipalities. Consistent with this
legislative mandate for school integration. a serious effort is curréntly under’wlay
“to close County Specjal Schools. The current target date for the elimination of all
. County Special Schools is’ 1993n 'i‘he current plan is"to use the special school

campuses as resource centers providing assistance to students and teachers in
municipally operated Folkeskoles

Sgecial VBoard.i‘ng Scho’o]s‘
Speclal Boarding Schools provide an- intenslve two year residentlal program
“for young persons with severe dlsabilities 18 years of age or older Young people
" enrolling in the Special Boarding Schools come chiefly from the County Special
School system and have general difficulties in learning The two-year,
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coeducatlonal program offered by these County operated schools 1ncludes special -
. edueation in Damsh and math and . lessons on cooking, economy, textiles,
languages, hygiene, sex education, music, drama art and physical education.
- During the second year of the program, students are given practical work
vexperience outside of the school A o
~ Enrollments: in the Special Boarding Schoois vary but average approximately
25 Schools stress the "adult status" of their students but maintain close ties with
parents ‘most of whom ‘continue to be interested in thelr children after age 18.
Each student has h1s own room with his own key and the development of
community living skills is an important objective of the school program. The
Special BoardingSchools are divided into classes of 5 or 6 students. Each class has
a flat ¢onsisting of sitting room, kitchen and d‘inin‘g area and is responsible for
planning and preparing their own meals. Students are allowed maximum personal
. freedom in terms of sexual behavior and living arrangements. The students
enrolled in the Special Boarding-Schools during their final year- also receive
inten'sive training in living on their own and are prov‘ided the opportunity to do
50 for two periods of ten weeks each. Many Special Boarding School students also
_enroll in Youth School courses during their leisure. time - |
Enrollment in the Special Boarding School is usually arranged by the Kurator,
_fwho secures permission for the placement from County social service officials.
. Parents, together with their adult child, are also Involved in the placement
. decision and usually visit the work placement site before the placement is formally
made. ' '

. Spet'ial "Adult” Schools

Special Adult Schools provide education to young persons and adults with
: moderate and severe disabilities from ages 16 18. Schools are operated by
counties and enroll students who previonsly attended special classes within
» E‘oikes‘koles or County Special Schools. Some -of these ‘yOung persons are referred
by Kurators. Older persons with disabilities are also referred to the Adult Schools
by social services agencies. Students who have been pupils in the Folkeskole are

53




From School ‘-toi ‘Working Life in Denmark

generally referred to the Specral Adult Schools when all other education strategies
) have failed ‘ . _
: There is no flxed period of enrollment ln the Speclal Adult Schools and some of
the students begin at age 16 and continue in the overall school program for the
rest of their lives County Adult Schools vary m size with anaverage enrollment :
between 50- 100 students ) . .
~ For students intending to transition from the Aduit Schools to sheltered or
'competltive employment Specxal Adult Schools provide a three year curriculum-
which involves ‘both school based and work- based instruction School- based"
..instruction ranges from art work to speech tralnlng to indoor football and gym
” External, work based instruction. is often provided by teachers at Sheltered -
A .’Workshops and Rehabllitation Centers and addresses areas such as appropriate
work behavior and the management of money earned. As part of the program,
,schools organize camp act1v1ties and trips to foreign countries

Sh e_I tergc_i Workshops

, Sheltered Workshops are operated throughout Denmark by County . agencies
j There. are two separate types of Sheltered Workshop programs High Production

- .Workshops and Low Production Workshops. High Production Workshops represent

approx1mate1y 20% of the total number of Sheltered Workshops. Students are )

encouraged to attend Sheltered Workshops as close to home as possible and the
system makes attendance at an out of—county workshop very difficult.

High PrOduction Workshops

High Production ‘Workshops provlde intensive work training programs which
- concentrate on the development ‘of both general work and specific job skills
- Students entering High. Production Sheltered Workshops primarily come from
Special Boarding Schools, County Special Schools and Rehabilitation Centers.

Kurators also ‘use High Production Workshops as work placement sites for
‘students unable to function successfully in.ordinary employment 'i‘hese special -
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work placement programs generally last for a period of eight weeks. Arrangements
can be made with the County so_ciall services agencies for a stipend for those
students who do their work placement at the Sheltered Workshop.

Students in the High Production Workshops genera;ly remain in the program for
a 1-3 year period. Many of these students enroll in courses provided by nearby
Folk High Schools (described below). Persons leaving the High Production
Workshops enroll in Production School or Vocational School Programs. Many are
referred to Re’habil'ltation Centers and a significant numbe_r enter gainful
employment directly.
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- Low Production Workshops

Low Production Sheltered Workshops offer both day care and work experience
programs. Most of the students enrolling in Low Production Workshops come from
the County Special Schools. i ' )

The day care center program within the workshop concentrates on social skills

'development and domestic self ~help skills 'I‘he work actlvlty program lnvolves the
- production of ‘a wide ' '

range of goods, most of
which are purchased by
public agencies and-

private agencies which:

_COUNTY .
BPECIAL
_8CHoong -

‘have commissioned them.

. Students cari select

those work activityroles - o ' B 11T
which most . interest S R - A

them. g o S

© Staff of the Low 1 5
| Production Workshops ] N
‘ include social workers, - ' — —H é
‘ . skilled work Instructors i :

| - : .
| and special education _ ......j '::::3:] :'.‘:::::ﬂ
_ _teachers. Most students S Lk LU

in the ‘Low Production

L

, _-‘-----——-q-—--T---

'Work-sh‘ovps remain there- ;

for the balance of their § anINrFuL

working lives. None s """'T """" " '_‘""j.‘?“?"‘"' et
required to work and all -

receive ‘a’ relatively

Figure 19 - - Interrelationship of Sheltered Path }

. generous pension and- Components o ,

Al “: ) , N y - . . ‘ v‘
health care ,beneflt S ) o

package. Students who
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‘show promise in the Low Production Workshops generally transfer to a High
Productlon Workshop (discussed above)

" Rehabilitation Centers.

County operated Rehabilitation Centers. provide a special elght weeks program
for persons with disabilities who range in age from 17-52. Most.students attending

Rehabilitation Center programs are in their twenties and apply for entry into the
| program after a serious physical {llness or injury . has occurred. Many of the-
' ,persons enrolling in the Rehabilitation Center program are referred by Kurators -
from Folkeskoles or by County Special School Programs. A significant number of
additional students are referred by High Production Sheltered Workshops

At the Rehabilitation Center, studerits are assessed as to their present ability
.to part1c1pate in gainful employment In practice, about 10% are determined to be
employable after short-term rehabilitation services are provlded Those
‘ determlned to have more serious barriers to employabillty are referred to
Sheltered Workshops or are recommended for a pension. The centers thus serve a
two;directionai screening'and placemenjt function: students moving from school
to either gainful employment or additional work training and young persons
moving from High ’Pro'duction Sheltered Workshops to gainful employment. In
placing persons with disabilities in gainful employment, Rehabllitation Centers
work closely with County Employment Agencies in identifying potential ]obs and

provlding inltial job support services. A chart showing the interrelationships
.among Sheltered Pdth components is presented in Figure 19.

THE ADULT PATH

Historically. Denmark has been committed to an extensive program of adult and
"Jeisure—time" educatlon These education programs are organized and operated
by a variety of private non-profit organizations and public authorities. In
addition to the Youth _Schools described above, the Adult Path includes Folk High
Schools, Evening S‘choolvs, Special lligh Sc‘h,ools, Labor Market Courses and Special
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‘vaemedi_al Instruction Prograr‘n.s for disabled adults.

Folk High Schools and Evening Schools

| Folk-ngh Schools and 'Ev'enlng Schools offer instruction for both disabled and
non-disabled adults in five main subject areas: (1) academic subjects; (2) foreign
languages (3) crafts; (4) social subjects, and (6) cultural subjects. Academic
lnstructlon is targeted on Folkeskole and HF examination subjects (discussed
above) creatlng an opportumty for disabled young adults tocompletea Folkeskole
. education or to quallfy for hxgher education.

‘SQeéIaI-ngh Schools

Spec1al ngh Schools for mentally retarded adults are operated in several Danlsh'
mumcipahties These schools offer an intensive one year course designed to
-develop autonomy and pos-ltlve self-concept for severely retarded students who '
have IQs over 20 and have been out'of school at Ieast two.years. Most students are

‘Intheir twenties and come from Sheltered Workshops, Special Boardlng Schools and
Spec1al Adult Schools. Specific instruction is provided in problem solving, the legal
‘ rlghts of disabled persons how to find sheltered work, what to do with free time
and other practical toplcs Discussion groups are used extensively to encourage’
students to express and understand their feellngs While the program is llmlted to

one year students who need further help can re—enroll in the program after a3
, year hiatus.

. Labor Market' Courses and Special Remedial Programs

Labor Market Courses are provided by county and munlclpal authorities for both
disabled and non~ ~disabled adults interested in both skilled and unskilled work.
* By law, Special Remedial Instruction Programs must be provided by counties for
adults with disabllltles.-These programs provide special instruétionin very small
classes (e.g-.. 4 students) or on an‘indlvldual‘basis in reading, mathematics and
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other basic s_u‘bject”s, In addition; social and domestic skill instruction is provided
for adu‘lt§ with disabilities with no interest in entering gainful employment.
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CHAPTER VI —
. OUTCOMES

- GAINFUL

.EMP’LOH ﬁ;ﬁm'r B -~ The Danish Ministry of Education
- ' has - collected information regarding

—__— phe effectiveness of the overall Upper

Se_c'_on;dary' system (includlrig the
Kurator contribution) for over.15
years. 4

' FOLKESKOLE OUTCOMES

A Approximately 10% of all students cbmﬁietlng' the mandatory Folkeskole period
(i.e." age 16) leave»»the Folkeskolg and'do not pursue any upper se‘cvondé.ry path to
gairifu@ emplqymenf. ‘ o - S .

A'.s”‘_l'gnlfi_c'_a‘;'n.t o
percentage of these | Students With Disabilities
"drop-outs", | . '
however, reenter the »
System a few years ,
later through the {: -
Adult Path. Of the |. . .. .
remaining. '90%. .of -V°°95'4'8.r"oa;,pmhﬁ‘-%‘
: Folkéskolegraduates. ~ " '
-,app}_'__c':x'lma.te‘iy 40% - |
Initially pursue the

2 Academic Path
- 10%
"/ No Further Training’
: - 8.0%

- Academic path and ~

5‘0,% initially -'pu‘rspe '
- the Vdcation.al-' Path

(see’FléUre 20).-: - Figure 20 — Folkeskole Graduates




From School to Working Life in Denmark

During the first three years following Folkeskole graduation approx1mately 25%
. of those students pursuing the Academic Path (i.e., a Gymnasium or HF Course
program) shift to the Vocatlonal Path. The remalning 756% (30% of total Folkeskole ‘
graduates) follow the Academic Path into higher education institutions and on to
gamful employment E‘ewer than 1% of students with disabllities graduating from
. Danish Folkeskoles eléct to enter the Academic Path. In contrast over 90% of
these Folkeskole graduates with disabllltxes elect to pursue the Vocational Path
and fewer than 9% of these students elect not to immediately pursue any upper
secondary path (see Figure 19). Many of these young persons w1th dlsabllities
subsequently elect to pursue the Adult Path Virtually all graduates oi’the County
Speclal Schools (all of whom are persons with moderate or severe disabilitles) elect
to enter the upper secondary Sheltered Path . ‘
The outcome of Folkeskole for young persons with disabilities in Denmark dlffers
sharply from secondary school outcomes for students with disabilities in the‘
. ‘United States Current data suggests than in the U S. i’ewer than 20% of disabled

students of secondary school age pursue any type of post secondary educational
program. ' ' ' '

EMPLOYMENT O UTCOME"s

In Denmark over 80% ‘of. all Folkeskole graduates who choose’ to pursue the
Vocational Path (over 50% of all Folkeskole graduates) achleve gainful
employment ‘upon completion of the overall program Most of the remaining 20% are
well- qualified for competitive employment but’ are unable to find it due to current
' .contractions in the Damsh labor force. The general unemployment rate in Denmark

over the last ten years, has fluctuated between 15 and 20% of the potential labor
force. . o ' » s : : o

~ For Fol‘heskole graduates with disabilities the combinatiaon of' the Kurator
approach and the flexibility of upper secondary vocational options has produced
impressive outcomes in. terms of competitive employmerit. Among Folkeskole
graduates with disabllties pursuing the Vocational ‘Path, over 75% (65% of all
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Folkeskole g,raduates with dlsab'illt_'iés) 1'1’l'tAi‘mat_elyT achieve ‘galnful—; competitive
employment thro'u'gh the system (see Figure 21). Most of the remaining 25% of these
young persons wi"th disabilities could su,ccessfully acyhi,eve gainful employmént but -
for the contractions in the Danish labor force (described above): ‘ 4 ‘
Vir.tuali_y all graduates of the\Coun‘ty' Special Schools (all of whom are persons
with moderate or o | ' N

se.vére,_ disabilities)

fare less well in . ' SN

' Jte,rms. 'of: gainfu&i Upper Secondary Paths
'em‘ployment -thr‘ough' - ' ‘.Vocational :
the Sheltered Path. | T ‘ 50.0% .

.Of the 8% of .all Ny '
Fc‘>1‘.k.e_skolee~age
yo:ung persons
-graduating frorﬁ the

.- County Special

Schools only
approximately 10% ‘Academic::' 15.0%
e 30.0% .
_reach competitive.

employment,' chiefly

* through the Special

.~ _Figure 21 ~ Employment Outcomes For All Students _
Boarding.. Schools,. - : :

High Pr‘oduéti{m ,Wprk‘éhops and Rehabilitation Centers. The 'bala'nc,e of students

in the Sheltergd Path do, however, reach sheltered employment, generally in the
Low Produc‘:-ti():n~ Work"s,;hops. Many of the higher fu'nctioniﬁg young persons with
disabilities in the Sheltered Path could successfully compete for competitive
employment if the overall demand for labor were to increase.
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ANALYSIS OF SUBPATHS

- Th,evcomplexity of the Danish upper secondary Vocational Path allows for‘
numerous combinations of component programs (e. g, Continuation School to
Production School Production School to Vocational School) As a result, it is
difficult to obtain information on the precise combination and sequence of
components which appear to be most successful in terms of gainful employment
for young persons with disabilities. However, interesting information is avajlable
-about the "last step" success rate of two of the most important components of the
Vocational Path. | ’

The success rate (in terms of immediate gamrul employment after completion of

the component program) for all students completing ‘Vocational School programsis
extraordlnarily hlgh

(averag1ngover85%) C : o v .
in lignt of the | - Upper Secondary Paths.
_ relative dlfficultAy in S ' :
finding jobs in the

‘Danish economy. This | = Vocational Go.bfs
success - rate fails, | .
_however, to take into
account the current
“"drop-out" rate for
Vocational Schools,
which averages over
30% of those who
Initially enroll.

Unemployed 28.0%

Students enrolled in

Production Schools Figure 22 -Employment Outcomes For Persons With
’ _ . Disabilities _

(both disabled and - ,

non-disabled) have also had unusuai success in finding gainful employment upon

completion of that component of the Vocational Path. While outcomes vary from
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school to school, many schools report a success rate of over 80%;i.e., students who
. have found work when leaving th-e school. On the average, approximately 65% of
Production School graduates are able to find employment soon after graduation.

Occupatxonal counselors at the employment agency, the social worker and the
Kurator assist students in attaining gainful employment after completion of the
Production School program. .

A substantial number of the remalmng graduates of Production Schools continue
ln further traming (e.g., Apprenticeship Training or Vocatlonal Schools)
components which, in turn, have very high success in producing immediate gainful .
employment after completion ' . .

" Many of the young persons within the Sheltered Path who are considered the
best candidates for gainful employment enrollinthe Speclal Boarding Schools after
completing the County Special School program. Special Boarding School staff are
frequently lnvolved in trying to ensure that graduating students leave for some
kind of tralnmg or employment program and a definite place to live. A significant
number of Special Boarding School graduates subsequently enroll in Production
Schools and thus enter the Upper Secondary Vocational Path.

In Denmark, few if any supported employment programs have yet been developed
Based on the current education and training provided through the Sheltered Path,
itwould appear thata very high percentage of young persons wlth disabilities now
in sheltered employment could _readily participate in supported employment
programs were they to be introduced. However today most of: these young persons
remain lndefimtely in the Sheltered Workshop program.
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CHAPTER VII —
TRANSITION IN AMERICA:

PROGRAM IMPLICATIONS

Having reviewed the basic elements of the Danish

Transition Approach the question logically arises as

to implications for educatlon. employment and -
. human service programs in the United States. In this
chapter, the current ineffectiveness of American transition efforts targeted on
children and young adults with disabilities is assessed and then analyzed in terms
of contributing structural and programmatic factors. Following this analysis, the
elements of the Danish Transition Approach which might respond most directly
to these identified weaknesses are summarizec‘l and the potential benefits of
replicating or adapting the elements for use in American programs is briefly
discussed. ' » -

"TRANSITION" IN AMERICA

In remarks on the 51gn1ng of a 1983 proclamatlon establishing the National
Decade of Disabled Persons, former President Ronald Reagan expressed concern
about the negative consequences for persons with disabilities of the patchwork
nature of Federal disability policies and programs and the absence of effective
program integration and coordination The President also stressed the importance
of "returning to our tradltlonal values of self-reliance, human dignity, and

independence" if we are to "replace chaos with order in Federal programs."
(Presidential Proclamation 5131).
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The Current Effectiveness of Transi tion

" The absence of effective coordination and integration among Federal disability
L programs has had a severe, adverse 1mpact on the "trans1tion" of school age clients
from school to gainful employment.

Extraordinary developments in medical. and vocational rehabilitation programs
~and in-education, habilitation ‘and employment transition strategies during the
last decade have demonstrated convincingly that a very high percentage of’

persons with even the most severe disabilities can reach or be restored to work
' capacity sufficient to achieve gainful employment. One reason for the dramatic
expansion of our awareness of the work potential of persons with severe
disabilities has béen the extraordinary success of "supported employment" and
"independent iivmg“ strategies

‘However, the National ‘Council on the Handicapped reported in 1986 that only
one-third. of youths with disabilities leaving school graduate to a job or some
form of advanced education and attributed this high rate of unemployment to "the
lack of an effective transntion process from school to work for youths with
disabilities (Toward Independence, page 22). The council has directly attributed
this outcome .to the ineffectiveness of the current "transition" process to the

absence of ‘a systematic vocational transition process for youths with
disabilities" and recommends that Congress direct the Department of Education to
require State and loeal education agencies to initiate and carry out the transition

. process, "including contacting the appropriate personnel in regular and special
- education, vocational education, vocational rehabilitation community colleges,
developmental disabilities and other agencies from whom each student receives )
services" (Id., pages 22-23),

'i‘he Disabliity Advisory Council a commission established by Congress in 1986
to study and report to Congress on the current effectiveness of vocational
rehabilitation, SSDI, SSI and reiated medicai benefit programs in supporting
- transition from unemployment to work, addressed the issue of the coordination
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of Federal disabi‘lity programs serving school'“age -SSI beneflclaries with
developmental disabilities in its 1988 Report to Congress:

"Many chlldren with developmental dlsablllties now leaving
secondary school have significantly benefited from the passage of
'Federal and State equal opportunity laws, but few make a successful
transition from school to sustained, gainful employment. It is
estxmated that in 1986, over 90 percent of these special education

graduates left school for one form of dependency or another". Report
-of the Disability Advisory Council, pages 21-22.

'l‘he Council attributes this and other major problems to what it
describes as the "fractionalization" in the admlnistratlon of Federal
disability programs (Id., pages 16 17).. :

Other indicators of the severity of current program fragmentation reported by
the Disability Advisory Council include the fact that fewer than one-half ot’ one
percent of persons with dlsabllltles recelvlng SSI and SSDI benefits leave the
program each year because of transitlon to galnful employment

Reasons for the Ineffecti veness of Transi tion‘Efrorts

In a February 1986 Report to the President, Toward Independenc the National
Council reported that "disabled people around the country declared that many
' programs do not mesh well with other avallable services and. that too often the
servnce delwery system exhibits gaps, lnconslstencles and inequities" (Page 58).
In 1988, in’ its second Report to the President, On the Threshold of Independence,
" the same council observed that "Many instances of gaps in services, as well as

duplicative services, are evident across the country" and declared that
"Coordinated efforts could resolve some of these problems" (Page 89).

The Disability Advisory Councll recommended to Congress in March 1988 that
significant changes be made in several Federal disabllity programs in order to
ensure the effective coordlnatlon of services to these young persons and their

families prlor to, during and after transition from school to gainful employment
" (Chapter 2, page 24).
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'l‘hese and other studies conducted during the last decade have demonstrated
that services needed by young persons with disabilities and their families to
prepare for, support and sustain transxtion from school to work were frequently
unavailable for three principal reasons First, young persons and their families did
not have access to an individual who was in any real sense either accountable for
identlfymg the range of services needed by the individual or the family or given
the cross—cutting responsibllity and authority to oversee the provision of
appropriate services. o _

Second, the current structure of disability programs works against the
"empowerment” of young persons with disabilities and their ‘families to access
services directly. The current lack of involvement of clients in agency planning,
decision-'-’making and "quality control" activities directly impedes the effective
coordination and integration of services and benefits at the client service level.
Each of the'traditional values referred to by PreSident Reagan is abandoned when
government programs organize and provide services to 1ndiv1duals in the absence
of collaboration, cooperation or even consultation Indeed the lack of client
involvement in decision -making is directly mimical to an underlying service goal
(i.e., adult status, self—advocacy) ' i

Third, 'the dispersion of management responsibility and authority for program
implementation among a varlety of State and local agencies has created what one
analyst has termed a "loose aggregation of -independently functioning units"
Noble, J. & Conley. R., "Severely handicapped Americans: Victims of outmoded

-policies," in Handbook of Rehabilitation Medicine Goodgold J. (Ed.), St. Louis
'(1988). This dispersion has also led to the extreme compartmentalization of
~ disability programs. For example the current lack of coordination among the three

most lmportant Federal dlsability "service" programs for school age clients (i.e.,
the Education of the Handicapped Act (P.L.94-142), the Federal/State vocational

‘rehabihtation programs, and the Developmental Disabilities program) is
. exemplified by basic aspects of the current structure and operations of each of

these’ programs
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For example, P.L. 94-142 makes no direct reference to transition-from school to

' work and adult life and only a few states have passed legislation during the past

decade designed to create comprehensive and coordinated (among the variety of '

'responsible agencxes) "transition" services. The Developmentally Disabled

Assistance and Bill of Rights Act established a nationw1de program of assistance
to States _1n developmg comprehensive plans for meeting the needs of
developmentally disabled persons within the State but left control over the
financial resources to implement such plans with the State Medicaid agency not
the State Mental Retardation agency. While Congress created a priority within the
Federal/State vocational rehabilitation system for serving persons with severe
disabilities,‘ the hasm »e_ligibility criteria for vocational rehabilitation services
(i.e., the ability of individuals to achieve gainful employment as a result of the

provision of vocat1onal rehabilitatlon services) continues to inherently

disadvantage those clients who have been least well-served by the public schools

(i.e., those in need of long ~-term services who are least likely to be quickly
"rehabllitated")

1

" In sum, four specific deficiencies in program coordination appear to have
directly and significantly contributed to the ineffectiveness of current Federal
disability programs targeted on the “transition" population:

(1) The absence of comprehensive individual transition planning
(both during school years and afterward) and.the resulting reliance
oh fragmented, unfocused planning procedures

(2) Inadequate secondary school preparation, illustrated chiefly by
the failure to establish post-school goals which form the basis for
the establishment of both annual geals and short-term instructional ‘
objectives within the IEP.

(3) The abrupt discontinuation of the P.L. 94-142 entitlement
approach at a crucial developmental period and the resulting,

"selective" nature of vocationai rehabilitation and developmental
‘disabilities services.

. (4) The absence of parent and family involvement and the failure to
incorporate (and to support the development of the skills necessary
to permit) effective self-advocacy and self-determination in the
identification of work and community life goals, the determination
of service strategies and the selection of service providers.
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' KEY ELEMENTS OF THE DANISH TRANSITION APPROACH

'The'key elernents of the DaniSh Transition Approach which appear to respond
most directly to the problems (discussed above) which have been identified as
' contributing to the general ineffectiveness of American transition programs can

. be grouped into three pr1nc1pal areas:
(1) Innovative secondary education strategies; including an array of
"upper secondary" vocational optlons

(2)Flexible'and integrated "adult education” approaches which allow
forre-entry into the basic academic and vocational paths for young
adults who have previously "dropped out"; and

(3) Oon- gomg case advocacy and service coordination approaches

that permit persons with disabilities and their families to "choose"
i’rom among a. variety of career goals and strategies.

"Each of these areas is discussed separately below .

Innovative Secondary Education Strategies

Students betWeen the ages of 16 and 18 (both with and without disabilities) in
the United States currently enJoy a very limited range of public educational

alternatives In general, most American school systems have adopted - the—

’ .Comprehensive High School approach which combines both - -upper secondary
academic and vocational educational options within a single facility

Some school districts operate separate, advanced aca_demic high schools (e.g.,
Bronx High School of Science) for a very small p'ercentage of the secondary school

population and others have created séparate secondary vocational schools, most

of which, in fact, provide a primarily pre-vocational rather than vocational
currlculum A few urban school districts have also developed limited and usually

segregated (by "behavioral" category) "alternative" secondary schools. At best,
"choice" for young persons and their families of free (i.e., publicly financed) upper

secondary education programs in this country is limited to -a narrow ‘range of
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publicly operated secondary schools.

Denmark has chosen a dramatically different philosophical and structural
approach to upper secondary education. The hallmarks of this approach include:

(1) The termination of the comprehensive secondary school approach

(i.e., the Folkeskole) at age 16, the upper age limit for compulsory
school attendance;

(2)° The operation of a continuum of integrated school/job site
education alternatives for all Folkeskole students, ineluding work
“experience, work placement and trial work strategies;

(3) The creation and public support of a broad range of integrated
"vocational" upper secondary alternatives, some publicly and some
privately administered, which provide day and residential
instruction in an enormous array of vocational areas;

upper secondary vocational education programs, along a continuum
of direct employer involvement which ranges from incidental (career

education) to evaluative (work placement) to intensive
(apprenticeship); and

(5) The flexible interrelationship of the various vocational and
academic options so that an upper secondary program can be tailored
to the interests, needs, capabilities and: developmental profiles of

(4) The active involvement of .privaté employers in both lower and ‘
individual students (both disabled and non-disabled). |

The advantages of the Danish approach are m‘anifest'. particularly for
adolescents with ledrning difficulties, behavioral problems and disabilities.
Secondary programs can- be individualized to meet the unique developmental
Ppatterns of each child. Competition among upper secondary service providers
. results in an enormous choice of educational strategies (e.g., therapeutic/
residential, community-based/workintensive), settings (e.g..jo'b-site, communify
~ resldence, school -building)- and'é‘fructures (e.g., 8 week Intensive, 5 year
academic/vocational). Public financing and support models (incl\uding student
stipends) make theseé "choices" real for children from even the most ect;nomically |
disadvantaged backgrounds. * '
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Flexible Adult Education Systems

Unlike some European countries, the Danish education system is designed to

‘permit students to re—enter or change education/employment paths at any time

Adult educational alternatives (e.g., Folk High Schools special remedial
instruction programs) encourage persons of all ages to reneter the system. Young
persons who opt out of upper secondary acade_mic programs for vocational
alternatives in their teens, can return through a variety of paths and pursue the
academi,c and higher education alternativesin theirlate twenties or early thirties.

-Similarly, young persons choosing: short-term but lower-skill vocational

alternatives can work for several years and then return to Vocational Schools to

pursue much higher paid vocational specialties inrelated career areas (e.g.,semi-

skilled labor to electro-mechanic engineering')

-.Unlike the traditionally limited and iiteracy—oriented American pattern of-

“public adult - -education,, the Danish approach really represents an indefinite

extension of the flexible model of “free" upper secondary alternatives which
begins at age 16. Withm this structure it is never too late to expand educational

and career opportunities even for those whose development follows a different
course and whose maturity occurs only after hard experience

Ongoing Case Advocacy and Service Coordination

Ongoing case advocacy and service coordination’ for children With disabilities
and their families is the central responsibillty of several skilled professionals '
who combine to prov1de service continuity from birth to old age in a manner
unparalleled In the United States (see Figure 23). '

Chapter IV describes in detail the Kurator approach to case advocacy and

service coordination during the final years of Foikeskole and the initial years of

.upper secondary education. The most important philosophical and structural

'
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features of this approach include: . | i

(1) theuse of skilled, and experienced teachers (rather than social
workers or admmistrators) as Kurators,

- (2) the insistence that Kurators remam first and foremost teachers

and -that, at least, 50% of their weekly hours be dedicated to
Folkeskole teaching; . :

(3) the framlng of career decisions for students and families and the

related concept that the Kurator's role includes "teaching" self-

advocacy and declslonmaking to students with disabilites and their
families (l.e.,."empowering" rather than "directing"); and

(4) the "advocacy" rather than management":orientation of
Kurators within the Folkeskole and the community

With all the attention which has been propei'ly devoted to the Kurator system‘

‘xt is extremely important to recognize that the Danish Transition Approach
“utlilizes several,'. ’

" otherprofessionalsin | -
the. role of ongoing | ' - : oL

- ‘advocacte and | - Advocates and Coordinators
| coordinator. These

professionals include

- the Class Teacher Sociel Worker B Giss Teacher
(who "advocates" and ' \

coordinates through— A
out the entlre period
~of Folkeskole
‘ en_rollment). the
Youth Advisor (who

".a;dirocates". and , . S . ‘ 4

‘Youth Adviau Kurator

_ coordinates for youth

-out of school and,

Figure 23 - Advocates and Coordinators
perhaps most
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importantly, the Social Worker (who plays a sometimes life-long "advocacy" and
coordination role). This crucially important role is profiled in Chapter II.

CONCLUSION

The list of problems (described in detail in Chapter I), which gave rise in
Denmark to the design and development of the innovative trasnsition approaches
which are described in this profile, bears a striking similarity to the problems

.eurrently plaguing the American "transition" experience (described earlierin this

chapter). Within Denmark an innovative system has been developed to maximize
the potential of young adults to successfully transition fr_om school to adult and

_working life. Many of the features of this system could and should be replicated

or adapted for use in American "transition" programs.
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GLOSSARY

Academic Path

The Academic Path is an upper
secondary continuum which consists
“of Gymnasia and HF Courses designed
to permit entry into the higher
education system which is pursued by
approximately 40% of all Folkeskole
© graduates.

Adult Path

The Adult Path is an upper

secondary continuum which consists .

of Youth Schools, Folk High Schools,
Evening Schools, Labor Market
Courses, Special Remedial Instruction
Programs for disabled adults and

Special High Schools. Because young

persons with disabilities may

continue to receive education and-

training for several years beyond
ccompletion of the basic education
program, young persons with
disabilities pursuing either the
academic or vocational path may also
utilize the adult system.

Adult Schools

o Adult Schools provide education
to young persons and adults with
-moderate and severe disabilities from

age 14 on for an indefinite period of

time. Adult Schools are operated by
counties and enroll students who
previously attended special classes
within Folkeskoles or Special Schools.
" Older persons with disabilities are
also referred to the Adult Schools by
the Danish Social Services System.
Students are generally referred to the
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Vocational

Adult Schools when all other

education strategies have failed.

| Apprenticeship Training

Apprenticeship Training in
Denmark takes from two to four years
and may be initiated after nine years
of basic education. Training takes
place alternately at a Technical
School or other vocationally oriented
school and under the supervision of a
master craftsman at the workplace.
Young persons entering
Apprenticeship Training elect to
pursue one of the eight vocational
fields comprised of over 130 different
trades. Many of the specific
occupational categories available
within the Apprenticeship Training
program are not available within the
School program.
Apprenticeship Training terminates
with the award of a Journeyman's
Certificate, which gives the status of
skilled laborer. The certificate may
also act as a basis for further
education and training, for example
in architecture or engineering.

LCareer Guidance Staff

Each student attending a
Folkeskole in grades 7 through 10
may receive assistance from one or

' more Career Guidance Staff, including

a Folkeskole Guidance Teacher, a
Youth Advisor and a Kurator. Career
Guidance includes the planning and
coordination of the overall program of
vocational orientation and training.
Career Guidance Courses




Introductory career guidance

courses focused on an introduction to-
the labor market and to a wide-

variety of occupational areas are
provided two hours.per week to all
children enrolled in the 8th and 9th

grades of Danish Folkeskoles. The

content of 8th grade courses includes
(1) Work Functions; (2) Co-operation
and Management; (8) Economics; (4)

Training .Facilities; (5)

Environmental Factors; ‘and (6)

_Enterprise and Society. In the 9th

grade additional courses are provided

“In Conditions of Employment and

Management and Labor.

- Children Recelvmg Special Education

Servnces T

Special educatioii is provided to
children in each of the following

. categories: (1) children who have a

need for a special educational method
because of specific physical

'disabilities; (2) children who need a

special educational content because
of general difficulties in learning; (3)

-children who need. a -special

educational structure because of
social adjustment difficulties; and (4)

.children who need individualized and

intensive special support because of

specific .difficulties (e.g., mental :
retardation . learning disabilities).

' Claes Teacher

PR

- Within the Foikeskole the Class
Teacher (usually the Danish Teacher)

- provides instruction-for part of the

school day to the same class of pupils
throughout their entire 9 or 10 year

. Folkeskole enrollment and, as a

result, often develops a thorough

understandlng of the child and a-
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- close relationship with the child's
parents. '

Commercial S¢hool

Commercial Schools offer

. vocational instruction to students

leaving grade 9 or 10 of the -
Folkeskole in a wide variety of fields
outside the eight vocational areas

"addressed by Vocational Schools.

Commercial Schools are operated by
private organizations and generally
provide instruction over a 2-3 year
period. ;

Continuation Schools
Continuation Schools provide an

intensive, one or two-year boarding
school program for students

- completing "their 9th year of

Folkeskole education. The program

- stresses both basic education and
“vocational training. These schools

offer the compulsory subjects
necessary for students preparing for
final Folkeskole examinations and
award a Diploma ‘Approximately 200
Continuation Schools. operate within

' Denmark, enrolling anywhere from

30-160 stu’den’te.

County Employment Agency

The County Employment Agency
provides assistance to students with
disabilities participating in both the
Vocational and Sheltered Path
systems who are seeking work
placements or secure permanent
employment. Young persons with
disabilities who have a functional
level of at least 55% of normal work
capacity may also receive assistarice

_ from the County Employment Agency

to acquire permanent employment.
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County Employment Agencies provide
assistance to youngdisabled persons
with functional levels below 55% in

obtaining sheltered work and, based .

on the work done, contribute at least
33 1/3% of the salary.

EFG Program ' ' R

[See Vocational Schodl]

- ‘Evening Schools

‘ Evening Schools .offer
‘instruction for both disabled and
‘mon-disabled adults in five main
subject areas: (1) academic subjects;

" (2) foreign languages; (3) crafts; (4)

social  subjects; and (5) cultural
subjects. Academic instruction is
targeted on Folkeskole and HF

- examination subjects.

Folkeskole

A Folkeskole is a unitary (l.e., .
primary and lower secondary) and

compulsory education program for

~children between the agesof7 and 16 -

(grades 1-9) and an optional 10th
gradeprogram. Folkeskoleinstruction
is provided in a large number of
subjects, most of which (i.e.,

'compulsory for all children The
average pupil/teacher ratio in the
Folkeskole'is 18 to 1.

Folk High Schools

Folk High Schools offer
‘instruction for both disabled and
non-disabled adults in five main
subject areas: (1) academic subjects;
(2) foreign languages; (3) crafts; (4)
social. subjects; and (5) cultural
. Subjects. Academic instruction Iis

15) are’

> school,
occupational possibilities. For non- -
~disabled students, guidance teachers

targeted on Folkeskole
examination subjects.

and HF

Green Schoo’ls

Green Schools are the coimty
special schools for mentally retarded

children which enroll a substantial

percentage of all children withmental
retardation. For example, virtually
all children with Down Syndrome are
enrolled in these schools. Children
with severe autism are also placed in
these schools.

Guldance Teacher -

The Guidance Teacher provides
guidance to pupils in the 7th through
10th grades ‘of the Folkeskole
concerning choice of subjects at
continuing education and

arrange for work experiences and

.arrange for guest speakers from

different occupations and training

" . Institutions.
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HF Courses

An HF Course is an alternative
way of gaining qualifications

necessary for higher and further
" education which requires a minimum

of two years and can be extended
over a longer period of time. HF
Courses, thus, can be taken at night
school or at a Folk High School. The
only entry requirement for an HF
Course is the completion of ten years
of basic education or a few years of
work experience or training.

Hl‘gh~ Production Workshops

High Production Workshops are
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. sheltered” workshops which provide

intensive work training programs -
“‘which. concentrate on the
-development of both general work and
- specific job skills. Students entering

High Production Sheltered Workshops

‘primarily come from Special Boarding
Schools, Special Schools and
- Rehabilitation Centers. High
Production. Workshops are also used
as work placement sites for students
unable ‘to function successfully in

ordinary e,mployment.

. Kurator

A Ktirator is a Folkeskole

“iteacher who is employed by the local
.school authority to provide a variety

of support services to young persons

.. with disabilities (from age 13 on) and

their families and is allowed a

reduction in teaching ‘hours

commensurate with his- or her
caseload of students with
disabilities.On the average, Kurators

are assigned ‘a caseload of.

approximately 60 students, -30 of

. whom'are enrolledina Folkeskole and
30 of whom are out of school or in.the.

Vocational or Sheltered Paths. The
primary caseload of students with
disabilities assigned to a Kurator
consists of students in special
classes in a Folkeskole which are
organized for students with general
difficulties in learning. Among other

things, the Kurator gives educational.

and vocational orientation to
disabled Folkeskole .students and

.arranges for occupational and Job

practice for the same students.

'Labor Market-Courses

) Labor . Market Courses are
provided by county and municipal -

authorities for both disabled and

non-disabled adults interested in
both skilled.and unskilled work.

Low Production Workshops

Low Production Workshops are
sheltered workshops which offer both .
day care and work experience
programs. -Most of .the students

-.enrolling in Low Production

Workshops come. from the Special
Schools. The day care center program
within the workshop concentrates on’
social skills "development and

.domestic self-help skills. The work

activity -program involves the

- production of a wide range of goods,
most of which are purchased by public

agencies and private agencies which
have commissioned them.

Municipal Youth Employment Program

By law, local authorities must
establish and operate a Municipal
Youth- Employment Program which
guarantees a year of employment to
every young person between the ages
of 18-20 (including young persons
with disabilities) who is not enrolled
in a school program. The Municipal
Youth Employment Program is divided
into three sections. Section 1 is an
introductory 10 week session
designed- to provide a general .

-orientation within the world of work.

Section 2 of the program is a twelve
week intensive educational and
vocational training activity. Sectlon
3 of the Municipal Youth Employment
Program.is a 24 week work experience
activityin which participantsreceive
on-the-job training while carrying
out basic job responsibilities at a

.regular “work _sjte Participants in
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Section 1 and 2 .programs receive a
small stipend; Section 3 participants
.are paid a regular salary for the work
_performed.

Normalization

The principle. of "Hormalization"

dictates that persons with
~ disabilities be on an equal footing
‘with all other Danish citizens with
respect to law, government agencies
and other political, social and
- economic institutions.

l Pre-—Vocational Training Centers

The Ministry of Labor operates

.48 pre-vocational training centers
which-offer a special pre-vocational
“curriculum appropriate for students
with severe disabilities. These
courses range in duration from a few
-weeks to several months.

Production School

Production: Schools are small
(50-100 students) public and
privately operated upper secondary
schools which provide vocational
training, develop motivation and
restore seif-confidence in students,
between the ages of 16 and 19, who
were not making progress in the

normal academic and vocational -

_educationalprograms (includingmany
students. with disabilities). Each

- Produetion School concentrates on

one or more specialized vocational
training and work programs and
combines practical training with
academic instruction,

Rehabilitation Centers -

- Rehabilitation Centers provide
a special eight weeks program for

persons with disabilities whorangein
age from 17-52. Persons enrolling in
theRehabilitation Center program are

referred by Kurators from Folkeskole

or Special School Programs and by
High Production Sheltered Workshops.
Rehabilitation Centers assess these
"clients" in order to determine their
present ability to participate in

. gainful employment.

School Psychological Team

A school psychological team -

.provides services to Folkeskole

students enrolled in one .or more
schools. The team is composed of one -

- supervisory psychologist (who |is

always a teacher with a degree in

_psychology), a clinical psychologist,

a pedagogical counselor (a person
specially trained regarding the

-education of students ‘with

disabilities), a social worker and a
Kurator. The basic functions of the
team as it relates to children with
disabilities Include special
pedagogical assistance to infants and
their families, direct pedagogical
support of 'both special and regular

class teachers, pedagogical and
- psychological counseling of children

and parents, research and in-service
praining of school staff.

Sheltered Path

The Sheltered Path is a continuum
of separate upper secondary programs
for those students reaching age 16
who are enrolled in the special school
system operated by county
authorities. The stated goal of the
Sheltered Path is'gainful employment
but, in practice, its primary function
is to provide productive activity. The
Sheltered Path currently consists of
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Sheltered Workshops, Adult Schools,
Special Boarding Schools, Special High
Schools and Rehabilitation Centers.

Sheltered Workshops

Two -‘types of Sheltered °

‘Workshops are operated throughout

Denmark by County agencies: High

Production Workshops and Low -
Production Workshops. High"

Production Workshops represent
approximately 20% of the total
number of " Sheltered Workshops.
Students are .encouraged to attend

- Sheltered Workshops as close to home

as possible.

. Special Boarding Schools

SpecialBoardingSchoolspro.vide
an intensive, two year residential

- program for young persons with

severe disabilities, 18 years of age or

older, most of whom come from Special

Schools and have general difficulties

in learning. These schools offer a -
two~year, coeducational program’

which includes both academic
instruction and practical work
experience  outside of the school.
Enrollments in the Special Boarding

‘Schools vary, but average

approximately 25.

Special High Schools

Special High Schools™ for
mentally retarded adults, operated in
several Danish municipalities, offer
an intensive one-year course
designed to develop -autonomy and
positive self-concept for severely

retarded students who have IQs over.

20 and have been out of school at
least two years. Most students are in
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. their twenties and come from

Sheltered Workshops, Special
Boarding Schools and Adult Schools.

. Special Remedial Instruction

Special Remedial Instruction
Programs operated by counties for

adults with disabilitles’ provide

special instruction in very small

" classes (e.g., 4 students) or on an

individual basis in reading,
mathematicsand other basic subjects.

Special Schools

~ SpecialSchools ai‘e separate, self-

. contained schools operated by county

authorities for children with severe
disabilities ages 6-18. The schools
include separate schools for deaf
children, ' physically handicapped
children, psychotic children and
mentally retarded children ("Green
Schools"). A special short-term
Special School program is also offered
for blind children. Except for the
Green Schools, Special Schools are 24
hour residential programs.

Special Workers Courses

Special Workers - Coﬁrse_s are

intensive vocational training courses

emphasizing direct work experience
which are offered by the Ministry of
Labor to young persons below the age
of 18, including a significant number
of young persons with disabilities

~who. have previously attended

Folkeskoles and either Continuation
or Production Schools. At present,
approximately 30 different courses
are offered and each may be taken
Independently or as part of a
sequence leading- to specific job
mastery.
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Technical $chool

‘Technical Schools offer

vocational instruction to students

leaving grade 9 or 10 of the
Folkeskole in a wide variety of fields

- outside the eight vocational areas

addressed by Vocational Schools.

- Commercial Schools are operated by

private organizations and generally
provide instruction over a 2-3 year
period.

Vocational Path

The Vocational Path is the upper
secondary path pursued by over 90%
of all Folkeskole graduates with
It has three basic
components: (1) the Folkeskole
component, including supplementary
youth.educationjprograms; (2)arange
of upper secondary vocational
education and training options; and
(3) special employment programs.

Vocational School

Vocational Schools, which are
operated by both public and private
agencies, offer a 3-5 year program
culminating in the award of a Diploma

in one of eight major vocational

areas.Nospecial vocational programs

are operated by Vocational Schools -

for students with disabilities. .The
first (academic) year of the program
is provided by a Technical,
Commercial “or other vocationally-
oriented school and is devoted to core
academic subjects, practical training
in school workshops and vocational

‘theory. The remaining years are

concentrated on intensive vocational
study provided at both the workplace
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" and school.

Work Experience Program

Work Ex'p'e'ri‘ence Programs provide
1-2 weeks of actual work at several
community sites for students during

‘the 9th grade of Folkeskole. These

programs are short introductory
"courses" intended to provide a
practical introduction to the labor
market and the basis for subsequent
employment. Work experience
programs for students with
disabilities are usually arranged by

‘the Kurator after a discussion of

vocational interests and skills.
Work Placement Program

In the 10th grade students are
given the option of participating in a
Work Placement Program which offers
a much more extended opportunity to
gain work experience. Students
choosing to participate in the Work .
Placement Program devote a
significant portion of the 10th grade
to on-site work activity.

Youth Advisor

The Youth Advisor provides
assistance concerning training and
work possibilities to all students and
to Folkeskole graduates or drop-outs
for up to two years after they have
left school and at least until they are
19 years old. The central goal of the
Youth Advisor is to ease transition
from school to further education and
work. The Youth Advisor may, in
certain instances, also be a Kurator.

: Youth Schools

Youth Schools offer an annual
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program of free activities (including :
both leisure and academic support-

courses) for all young people in a the
municipality between 14 and 18.
Attendance is voluntary and courses
are generally offered after Folkeskole
hours and on weekends. Generally,
Youth School students start with a
four week Level I course during
" grades 8 to 10, mainly in practical
subjects which are best suited for
youngsters with general difficulties
in learning. In Level II courses,

‘students delve further into several of -

the vocational areas addressed by
Level I for from 3.to 4 weeks. Level III

courses aremainly offered in the 10th - .

grade to students who desire to
embark on intensive training in a
particular vocational field.

Youth Team.

A Youth _Tea;m. ‘composed of:

- representatives from the various

guidance systems in the municipality -

(including the school-based, Career
Guidance staff, youth counselors,

Kurators and representatives from

the social services agencies and the
employment agencies), is appointed
by the local Youth Council to oversee
all youth employment -activities
within a. municipality.- ‘ A
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