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The case method of instruction (CMDD is a viable instructional strategy for use in carly intervention
personnel preparation, particularly when the focus of instruction is to enhance learners’ applica-
tion, synthesis, and cvaluation skills. The case method of instruction promotes decision-making,
and sclfreflection through use of case stories, which depict realdife dilemmas carly intervention-
ists encounter in their interactions with children and families. Learning to use CMI effectively is
not sclf-evident or casily mastered without guidance and supportive resources. In this article, we
present information related to selecting quality cases, preparing for case discussion, facilitating
case discussion, and cevaluating [carner outcomes. Strategics described have been ficld-tested and
validated with 128 carly intervention instructors who patticipated in intensive training designed
to increase their knowledge about and use of CME. Key words: case studies, early intervenltion,
Jaculty development, learning mmethods, teaching methods

Tllli CASE METHIOD OF INSTRUCTION
(CMD) is an active instructional strategy,
which has been demonstrated o enhance
learners’” application, problem-solving, and
decision-making skills (Snyder & McWilliam,
1999). The case method of instruction also
is bclieved to foster reflective thinking and
is uscd to help learners appreciate multiple
perspectives, clarify beliefs, and analyze how
beliefs influence decisions (Lundeberg, 1999,
McNaughton, Hall, & Maccini, 2001).
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Case studics are the primary tools used
in CMI; they describe  realdife  situations
individuals are likely to encounter. A type
of case study commonly uscd in CMI is the
problem- or dilemma-bascd which
requires learners to offer solutions for or
make  decisions about complex  problems.
Led by a skilled facilitator, learners participate
in casc analysis using their knowledge and
experiences to arrive at reasoncd  courses
of action, which
presented.

Case,

address  the  dilemmas

Learning to analyze complex situations and
to cvaluate various solutions critically arc im-
portant skills for carly interventionists who
often interact in situations where ambigu-
ous or competing perspectives operate. As
McCollum and Catlett (1997, p. 109) noted,
“T'he crucial point for carly intervention train-
ing, in which processes, values, and relation-
ships arc the core of service delivery, is that
these must become an explicit part of the
curriculum.” The case method of instruction
represents a viable instructional approach
for helping students learn how to analyze
complex situations, make informed decisions,
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predict outcomes, and think critically and re-
flectively.

Increasing numbers of instructors who
conduct preservice and inscrvice  training
arc using CMI and some arce exploring its
cffectiveness for teaching application and
problem-solving skills (Elksnin, 1998; Lundc-
berg, Levin, & Harrington, 1999; McNaughton
et al,, 2001; Wasserman, 1994). The advan-
tages of CMI as an instructional strategy in
carly intervention personnel preparation also
have been recognized, particularly with re-
gard to instruction in areas of family-centered
service provision, teaming, and cultural diver-
sity (Johns & Harvey, 1993; McWilliam, 1992,
1995; Snyder & McWilliam, 1999; Snyder,
McWilliam, Lobman, & Scexton, 1998). The
availability of compiled case studies related
to carly childhood (eg, Driscoll, 1995; Rand,
2000y and carly intervention (eg, McWilliam,
2000a; McWilliam & Bailey, 1993) bhas made
it somewhat casicr for instructors to incorpo-
rate CMI into their instructional repertoires.

Despite recognition of CMI as an cffective

instructional strategy and the availability of

case stories, surveys of educators in both reg-
ular and special ¢ducation have shown that
these individuals would like practical guid-
ance before using CMI, particularty in arcas re-
lated to case sclection, case preparation, case
facilitation, and lcarner c¢valuation (Elksnin,
1998; McNaughton ct al., 2001). Our work
with CMI in carly intervention through a sc-
ries of federally sponsored projects from the
US Department of Education, Oftice of Special
Education Programs (OSEP) has confirmed
that instructors value the opportunity to re-
ceive guidance about how to use CMI effec-
tively. Further, we have found that the number
of instructors who currently use CMI effec-
tively in carly intervention is refatively small.
Most instructors have never experienced CMI
in their own professional development and it
is not a method that is easily learned without
supportive resources and instructional guid-
ance (McWilliam & Snyder, 2002).

The purpose of this article is to provide
general guidance for using CMI effectively
in early intervention personncl preparation.

Following a brief overview of CMI, we of-
fer criteria for case sclection, describe casce
preparation strategics, offer tips for case facili-
tation, and discuss issucs associated with eval-
uating learner outcomes. All strategies pre-
sented in this article have been field-tested
and validated with 128 carly intervention in-
structors from 6 states who participated in the
CMI Outreach Project funded by OSEP from
1998 through 2001.

OVERVIEW OF CMI

The case method of instruction has been
associated most often with business, law,
and medical schools (Wasserman, 1994). Al-
though many asscrt that the usc of case-bascd
instruction in cducation is rclatively new,
Elksnin (200 1) noted that cases were used in
teacher education as carly as the mid-1800s
and Mcerseth (1999) traced the use of cases
in cducation from the 1920s. Most scholars
agrec that interest in case pedagogy began
to grow cxponentially in the 1980s follow-
ing publication of A Neation Prepeared: Teach-
ers jor the 21st Centiry (Carncgic Commis-
sion, 1986), which recommended use of CM],
In the carly 1990s, scveral cascbooks and
books or articles about cases and case meth-
ods in education were published (eg, Merseth,
1991; Shulman, 1992; Silverman, Welty, &
Lyon, 1992; Wasscrman, [994). During this
time, McWilliam (1992) recognized the value
of CMI for use in carly intervention and co-
authored the first casebook specific to carly
intervention (McWilliam & Bailcy, 1993).

Although CMI was proclaimed as an cl-
fective pedagogical approach, empirical sup-
port for its perceived benefits was rarely
cvident until the Tater 1990s. Merseth (1996)
reviewed the evidence for case-based instruc-
tion in a chapter published in the Handbook
of Reseavch on Teacher Fducation and com-
mented that, “The collective voice of its pro-
ponents far outweigh the power of the exist-
ing empirical work” (p. 722). Fortunately, the
contemporary focus in case-based instruction
has broadened to include not only the ancedo-
tal appcal of the method, but understanding,
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through cmpirical research, the cffects of
this approach on instructors and lcarners
(Lundcberg et al., 1999; Mcerscth, 1999). Sev-
cral studies have been conducted in carly
intervention demonstrating the effectiveness
of CMI for increasing knowledge, strengthen-
ing application skills, moditying attitudes, and
enhancing problem-solving skills (eg, Snyder
ctal., 1998; Snyder & McWilliam, 1999).

DISTINGUISHING CASE INSTRUCTION

Many approaches to case instruction have
been described in the literature. Gideonse
(1999) obscrved that one challenge associated
with improving the efficacy of case instruc-
tion is defining what a case is and what case in-
struction means. The case method of instruc-
tion we use in early intervention personnel
preparation is distinguished by several impor-
tant features. First, the cases are open-ended
and dilemma-based with resolution Ieft to the
learner. The cases are written narratives or
stories that depict realistic, not extreme, is-
sues encountered by early interventionists in
their day-to-day work with children and fam-
ilics. Dialogue is used to cnrich the presen-
tation of the case and to reflect the impor-
tance of communication in carly intervention,
particularly between professionals and family
members. Second, the instructional empha-
sis in CMI focuses on a decision-making pro-
cess and not on arriving at the “right” answer.
The case method of instruction challenges
learners to apply knowledge to practical sit-
uations and to consider alternative solutions
for solving the dilemma. A learner’s mastery of
theory, facts, and specific skills is considered
important, but only insofar as the learner is ca-
pable of employing them during the decision-
making process. Third, through skilled facili-
tation by an instructor, lcarners participating
in CMI engage in lively case discussion with
one another. They apply knowledge, hear al-
ternative viewpoints, reflect on their beliefs
and valuces, and usce a decision-making process
to solve dilemmas. Wholc-group case discus-
sion is emphasized, although learners occa-
sionally discuss cases in small groups or par-
ticipate in other case-related activities such as

targeted role-plays, team simulations, or other
cooperative learning activitics.

The case method of instruction differs from
traditional instruction in a number of ways
with respect to student and instructor roles
(Elksnin, 2001). In CMI, learners do not sit
passively and take notes while the instructor
provides carefully outlined facts on the sub-
ject matter. The majority of instructional time
is spent in analysis of cases and lcarners are
expected to keep up-to-date on related read-
ings, read and prepare for case analysis, and
participate actively in case analysis and other
case-based instructional activities.

The role of the CMI instructor differs
markedly from that of the traditional instruc-
tor and has been variously described as that
of facilitator, moderator, catalyst, resource,
and director (Christensen & [anson, 1987;
Wasserman, 1994). Silverman et al. (1992)
gocs so far as to characterize CMI as “teach-
ing without a nct.” The CMI instructor must
create an atmosphere of suspended judgment,
encourage independent problem-solving by
participants, foster usce of critical thinking
skills, and keep the discussion going with-
out becoming involved in the actual decision-
making. The instructor also scrves as a re-
source, providing learners with information
and theory in a particular area of study or
pointing them in the right direction to find an-
swers for themsclves.

CASE SELECTION CRITERIA

Regardless of whether instructors choose
to usc cases written by others (eg, McWilliam,
2000a,b) or write their own cascs (Naumes
& Naumes, 1999; Wasserman, 1994), they
must cvaluate key characteristics associated
with quality cases. ‘Table 1 shows a case se-
lection checklist based on recommendations
provided by McWilliam (1992, 2000b), Shul-
man (1992), Sudzina (1999), and Wasserman
(1994). We recommend instructors usce this
checklist to review cases they are considering
for use in instruction.

Identifying quality cases is a necessary, but
not sufficient, step in case sclection. Ulti-
mately, cases sclected mwust address relevant

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Using CMI Effectively in Larly Intervention 287

Table 1. CMI Case selection checklist

Categories Associated criteria

Quality of

other situations

Supplemental

_ Presents dilemma that compels decision-making

_ Case written from the perspective of the decision-maker
_ Descriptive phrases allow for mental images of people, places, and events

— Multiple solutions are possible; not one right answer

narrative __ Dilemma realistic
Dilemma relevant for learners who will use it
to be formed
— Includes realistic dialogue
Instructional — Permits examination of issues/topics relevant
focus to focus of instruction

— Contains content relevant for addressing teaching objectives
_ Knowledge and skills emerging from case analysis generalizable to

— Summary of case provided
__ Teaching notes available with suggested case facilitation questions

— Supplemental learning activities (eg, role-plays, team simulations,

materials — Discussion questions provided
Case addenda and continuations available
written assignments) provided
__ Resources (eg, books, articles) relevant to case listed
__ Matrix organized by cases and topics provided
Validation

__ Case field-tested and validated by instructors
_ Case field-tested and validated by learners

topics and help accomplish instructional
goals and objectives. Instructors should avoid
using cases simply to teach a different way.
Without specific linkages to instructional con-
tent and objectives, learners will become frus-
trated with cases and case discussion and
will not derive maximum instructional benefit
from the method.

One cffective strategy for matching case
topics to instructional content is to develop a
case matrix. The matrix lists the quality cases
the instructor has identified in each row and
topics of interest related to instructional con-
tent in cach column. A check mark is en-
tered in a cell in the matrix for each topic
the instructor believes could be ceffectively ad-
dressed using a particular case. Once a casc
story is uscd, an instructor can note learn-
ers’ reactions in the matrix (eg, learners com-
mented that they identified strongly with the
dilemmia raised in this case; this waus an

excellent case for stimulaling discussion re-
lated Lo parvent-professional conflict).

Matching cases to instructional objectives
requires the instructor to consider carcfully
how the case discussion and associated ac-
tivities (eg, supplemental readings, role-plays)
are expected to impact fearning. We rec-
ommend instructors develop tcaching notes
for each case they use. Among other things,
the teaching notes outline the topics ad-
dressed by the case and specify associated in-
structional objectives. The appendix shows
an example of teaching notes for a case ti-
tled “Supermom,” which can be accessed at
www.cmiproject.net.

CASE PREPARATION STRATEGIES
Once a case has been sclected, instructors

must consider how to prepare themselves, the
learners, and the instructional setting for case
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instruction. Use of cffective case preparation
strategies in these 3 areas is necessary for the
success of CMIL

Instructor preparation

Instructors often believe that preparation
is not necessary because they cannot predict
precisely the direction case discussion will
take. On the contrary, we believe instructor
preparation is essential before case facilita-
tion occurs (McWilliam, 2000b). As Wasser-
man (1994) noted, even highly advanced case
teachers who have facilitated the same case
many times prepare extensively in advance
of a case session. At a minimum, instructors
nced to (@) know the case material, (b) be
knowledgeable about the topic or content ar-
cas addressed in the case stories, (¢) expli-
cate their teaching objectives, and (d) develop
teaching notes that help guide case facilita-
tion and follow the CMI decision-making or
problem-solving process (see Fig 1),

Knowing the case material involves read-
ing the case thoroughly shortly before casc
discussion, regardless of how many times an
instructor has read the case previously, We
rccommend instructors write down essen-
tial details because the more fluent they are

about the case, the better they are able to
scerve as informed resources for learners who
may ncglect important information, make un-
warranted assumptions about characters or
events, or remember facts incorrectly. Instruc-
tors also need to be versed in topics or con-
tent arcas addressed in the case stories. For
cxample, in the Supernom case story, a num-
ber of controversial treatments for children
with Down syndrome arc mentioned (eg, cos-
metic surgery, megavitamin therapy). Before
discussing this case, instructors should locate
information about these topics so that they
arc able to answer learners’ questions when
they arise. Often a case instructor needs (0
provide factual or theoretical knowledge to
participants during a casc discussion or direct
learners to appropriate sources for additional
information.

Instructors who cxplicate their teaching
objectives are more cffective in keeping case
discussion on track and focuscd on relevant
issucs. This does not mean instructors cannot
choose to adjust teaching objectives during
the course of case discussion, should they
decide discussion is proceeding down a pro-
ductive, yet somewhat different path than
anticipated.  Without

originally specifying

The CMI Decision-Making Process

l Identity dilemma(s)

Wy
“%’?

| Identify positive aspects of situation |

why
%ttf?

| Analyze contributing factors

%%y

| Identify available options

l Evaluate pros and cons I

o

v

| Choose best option |

{ Develop plan of action |

| Project possible outcoms |

Fig 1. CMI decision-making process. From McWilliam and Snyder (1993).
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objectives a priori, however, we have found
the instructor runs the risk of having chaotic,
unfocused discussion.

Once instructors have specified their teach-
ing objectives, they have a general framework
on which to build casc discussion questions.
We recommend instructors develop teaching
notes (see appendix) to list case discussion
questions. Questions should be organized us-
ing the CMI decision-making process outlined
in Fig 1. In general, the questions are de-
signed to help (a) open the case discussion,
(b) identify and analyze dilemmas/issucs and
contributing factors, (¢) consider differing
perspectives, (d) project actions that might
be taken, (¢) consider likely consequences of
particular actions, and {f) summarize major in-
sights or highlight lcarning that has occurred
as a result of case discussion. Knowing which
questions to ask and when and how to frame
them with precision improves with practice
and continuously refined teaching notes. In
addition, some casebooks or instructor guides
offer example questions that can be consid-
cred by instructors preparing for case discus-
sion (eg, McWilliam, 2000b).

Preparing lcarners

Learners need a general orientation to CMI
and they benefit from specific case prepara-
ton activities employed in advance of case
discussion. The types of preparation activities
implemented vary depending on salient char-
acteristics of the learners. Factors affecting
the activities used include whether learners
arc taking the course for university or inser-
vice credit; if they are novice or experienced
carly interventionists, administrators, or sup-
port staff; and their previous experience with
CML (Sudzina, 1999). For students participat-
ing in preservice instruction, we recommend
instructors present an oral and writien in-
troduction to CMI, including an overview of
CMI, its purposes, and what learners should
expect during case discussions. Sceveral case-
books provide an orientation to CMI and
the associated decision-making or problem-
solving process (¢g, McWilliam, 20004; Rand,
2000).

Students should be expected to read a
casc thoroughly before class. One way to ¢n-
sure students have read the case is to have
them complete case-relevant assignments be-
fore class. Among the assignments students
can be given are preparing notes for class dis-
cussion, locating information about a partic-
ular topic relevant to the case, responding in
writing to questions poscd at the end of a casc
story, and completing a comprehensive case
analysis.

Learners participating in inservice instruc-
tion also bencfit from a genceral orientation
to CMIL. Our experiences are that these indi-
viduals either need to be provided with writ-
ten information about CMI in advance of the
inscrvice session (c¢g, include CMI overview
article in mailings scnt to participants) or dur-
ing the first portion of the session, if the in-
formation is not able to be shared with partic-
ipants beforehand. Time to read case storics
and to complete associated case preparation
activities must be allotted during inservice
instruction.

Instractional setting preparation

As McWilliam (2000b) noted, although CMI
can be implemented in almost any cnviron-
ment, certain environments are more con-
ducive to the method. Good acoustics in @
room help ensure the instructor can hear all
participants and participants can hear cach
other without use of any type of amplification.
A welllit room is important so that partici-
pants can sce cach other, the instructor, and
stay encrgized. Scating should he arranged so
that participants are facing the other partici-
pants in the room. We find circular arrange-
ments of chairs, a conference table, or a U-
shapoed arrangement work well,

Boards or flipcharts and chalk or markers
should be available for the instructor to write
notes to record and organize information
discussed during casce analysis. Sclizadhering
flipchart paper is particularly uscelul because
instructors can affix completed pages to walls
around the room so that participants can re-
fer to these notes throughout case discussion.
Instructors typically find it uscful to remain
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standing during case discussion, so that they
can write on boards or flipcharts and circulate
around the room. Because CMI involves ac-
tive discussion among participants who may
not know onc another, we place tentlike
name cards on the tabletop in front of cach
participant with first names written in large
letters.

CASE FACILITATION STRATEGIES

For CMI to be optimally effective, the in-
structor must manage casc analysis discus-
sion by using case facilitation strategics. Al
though uscful facilitation strategics have been
detailed in the CMI literature and will be de-
scribed in this portion of the manuscript, we
caution that instructors will nced to iden-
tify which facilitation strategics work best for
them and the learners with whom they inter-
act. We have observed hundreds of instruc-
tors and have concluded there is not onc right
way to facilitate a case discussion. In fact,
Silverman (1999) commented that although

the facilitation styles of experienced case lead-
crs can be emulated, the personal style of cach
facilitator is not fully transportable. She noted
casc facilitators could mimic closely what ex-
perienced case leaders do, but may achicve
different results. Thus, our discussion focuses
on describing general case facilitation strate-
gies and on validated mcthods for refining
whatever strategies the instructor adopts.
Table 2 shows a list of general facilitation
strategies instructors have found useful for
enhancing case discussion. Key among these
strategies is to usc the CMI decision-making
process shown in Fig [ to guide casce discus-
sion. This process provides a framework for
organizing casc analysis. Although presented
as a linear model, rarely does case analysis
and discussion proceed in the lock-step man-
ner depicted in Figure 1. Facilitators should
not be overly concerned if participants jump
from one step in the process to another; how-
ever, they should keep the overall process in
mind and use pointed questions to redirect
the group to ncglected steps. Primarily it is

Table 2. General facilitation strategies useful for enhancing case discussion

Allow the audience to carry the discussion

process

criticize them

know why you feel this way?)

e Establish “ground rules” for case discussion (eg, how participants will be invited to speak, how
participants will signal that someone is dominating the discussion)

Use the CMI decision-making process to guide discussion

Use thought-provoking, generally open-ended questions to stimulate discussion

Avoid questions that imply there is a “right” answer

Summarize or redirect participants if discussion begins to ramble
Discourage premature solutions; redirect learners to neglected steps in the decision-making

e Use facilitation strategies that encourage participants to talk with one another (eg, ask
participants to respond to each other’s comments)
e Maintain nonjudgmental stance; challenge participants to defend their positions, but do not

e Use boards or flipcharts to organize and summarize case discussion

e Encourage alternative perspectives through probing questions

e Draw attention through probing questions to neglected facts or assumptions (eg, Do we really
know the mother is “in denial”? How do we know this?)

e Summarize discussion periodically; refer participants to information recorded on boards

e Model active listening throughout the case discussion

e Acknowledge and address affect (eg, you seem to feel very strongly about this issue; do you
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the process of arriving at a solution to the
dilemma raised in the case that is of primary
bencefit to learners, rather than the solution it-
sclf McWilliam, 2000b).

Displaying key points of case discussion

Many facilitators usce written displays to or-
ganize and summarize aspects of the discus-
sion to which they or learners may nced to re-
fer during case discussion. An organized view
of the discussion also permits learners to rec-
ognize their individual and collective contri-
butions to the casc analysis. There is not one
right way to organize a discussion display and
cach instructor will need to identify recording
strategics that work best for them and their
learners. Examples of written displays can be
found in Silverman, Welty, and Lyon (2000).

Modeling and facilitation

Case facilitation skills can be enhanced by
observing an experienced case instructor. In
our outreach training, participants watch CM1
in action by participating in casc discussions
we facilitate (modeling and participation). Af-
ter participants view an entire casc facilita-
tion and the group debriefs the case using the
CMI decision-making process, we begin an-
other case discussion. During this case facilita-
tion, discussion is interrupted periodically to
explain what the facilitator is attempting to do
and how these tactics relate to the basic prin-
ciples of CMI. Participants are encouraged to
interrupt the case discussion to ask questions.
We provide participants with a Case Facilita-
tion Guide they can usc to identify key ele-
ments of the facilitation process (a copy of the
facilitation guide is available on request from
the authors).

Practice with feedback

After observing experienced case instruc-
tors, we recommend instructors lead case dis-
cussions and solicit fecdback from peers or
experienced instructors (practice with feed-
back). We have used this approach in our out-
reach training and the 128 instructors we have
trained rated this aspect of the training as very
useful (M = 4.67,SD = 0.61 on a S-point scale,

with score of 5 characterized as very useful).
To help peers organize the feedback they pro-
vide to novice instructors, we have developed
a CMI Peer Coaching Guide. This guide is
used during outreach training and when in-
structors seck feedback from those who ob-
serve their classes or inservice training scs-
sions (a4 copy of the peer-coaching guide is
available from the authors). We recommend
instructors videotape their training session so
that they and their peers can observe case
facilitation skills while they are discussing
them.

Other strategies

Other suggested strategies for enhancing
and evaluating casc facilitation skills include
forming discussion groups with other inter-
ested instructors to share CMI strategics, dis-
cuss important teaching issucs that emerge,
and engage in sclf-guided reflection about
case teaching. Feedback from learners, ob-
tained through formal written comments or
informal discussion, also offers important in-
formation about whether instructional objec-
tives are being met through CMI and how
learners perceive case instruction (Silverman
ct al., 2000).

EVALUATING LEARNER OUTCOMES

Surveys of special education faculty have
repeatedly confirmed that instructors who
have used or plan to use CMI are concerned
about ijts instructional impact and how to
evaluate learner performance (Elksnin, 1998;
McNaughton et al., 2001). The 128 instructors
who participated in our outreach training also
expressed concerns that assessing student
outcomes would be too difficult with CMI
M = 2.17; SD = 1.1 on a S-point scale, with
score of 1 indicating significanit concerns and
a score of 4 indicating 1o concerns).

We have conducted 2 investigations in carly
intervention personnel preparation to evalu-
ate the instructional impact of CMI (Snyder
ct al,, 1998; Snyder & McWilliam, 1999).
Learner outcomes included knowledge acqui-
sition, attitudes about family-centered carly

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



292 INEANTS AND YOUNG CHILDREN/OCTOBER-DECEMBER 2003

intervention, application  skills  related  to
family-centered service provision, satisfaction
with course and instructor, and case analysis
skills. When compared to students who re-
ceived traditional instruction, those students
wlho had participated in a course where CM1
was the predominant instructional strategy
demonstrated similar levels of knowledge ac-
quisition, attitude change, and application
skills, but noteworthy, positive differences in
course and instructor satisfaction and case
analysis skills (Snyder et al., 1998). Thesce find-
ings suggest CMI may be as effective as other
methods of instruction when certain learner
outcomes are studied (cg, knowledge, atti-
tudes) and may be more effective for establish-
ing problem-solving or critical thinking skills.
Additional rescarch needs to be conducted,
however, to clucidate what learners actually
learn, and do not learn, from CMI and the fa-
cilitation methods that best support lcarning
(Lundeberg et al., 1999; Richert, 1992).
Formative cvaluation is also important in
CMI, including cvaluating learner’s case pre-
paration and casc discussion performances.
Several authors have described formative eval-
uation strategies; many involve using case
analysis rubrics that provide feedback on the
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Appendix
Teaching Notes

e What is it that Ellen wants? (ie, family pri-
orities, information that Ellen wants)

Supermom

Topics/issues from matrix

e Parent reactions to the birth of a child
with a disability (“denial”; mother’s vs fa-
ther’s reactions; coping styles)

e Father involvement in early intervention
(or lack of involvement)

o Family priorities (more specifically,
parent-professional  disagreement  re:
priorities and courses of action; what
to do when professionals perceive that
family priorities/decisions are not in the
best interest of the child).

o Dealing with a well-informed family. ..
perhaps “overly-informed”

o Controversial treatments

Teaching objectives

e Describe various coping strategies and
appraise the coping strategies being used
in this case

e Develop strategies for dealing with
parent-professional disagreement regard-
ing intervention priorities

e Apply the family-centered principle re-
lated to “sharing complete and unbiased
information with families” to this case
and evaluate how to address information
about controversial treatments

Opening questions

o How many of you have ever encountered
a situation similar to the one described in
this story?

e What would it be like to work with a fam-

ily like the Jordan’s?

What do you think about Ellen Jordan?

What was your immediate reaction

to her? What kind of a mother is

Ellen...what words would you use to

describe her?

Identifying the dilemmac(s)

e What is Ellen Jordan doing that bothers
this early interventionist so much?

e What are the early interventionist’s con-
cerns about this situation? (list)

e Any additional issues?

Sample of Typical Responses

Priorities/concerns
(family and professional)

(Ellen) Cosmetic Surgery

(Ellen) Diet/weight control

(Ellen) More therapy (keeping Wilson “on
track” vs letting him be a child)

(Ellen) Computer

(ED Emotional support for Ellen
(ED Father’s/Robert’s involvement
(ED “Denial” (Ellen’s “acceptance” of

Wilson’s disability)

e [Positive] Does Ellen Jordan have any re-
deeming characteristics? Is she doing any-
thing right?

o [Positive] Is the early interventionist do-
ing anything right? What words would
you use to describe her strengths?

Contributing factors

e Why do you think Ellen Jordan might be

doing all of this? Why does she want these
things?
Larger/deeper factors: Messages given to
parents about early intervention(eg, how
Ellen “sets up” for therapy; what con-
stitutes a “good” parent; more therapy
is better; expertise—need therapists, so
babysitter can’t do it)

e Why does Ellen’s behavior bother the
carly interventionist? Would you share
this early interventionist’s concerns? If so,
why?

e What is actually best for Wilson? How do

we know this? (ie, facts vs values)

What strategies do you believe Ellen is us-

ing to cope with Wilson’s diagnosis?

Options/solutions

e In the story, this early interventionist has
gone to her team members for advice.
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If you were one of the members of this

team, how would you advise her to ad-

dress the issues?
e OR ... Let’s look at Ellen’s priorities (re-
visit list). How might this early interven-
tionist deal with each of these issues?
Note: You can also identify options for
dealing with EI's concerns (eg, father’s
lack of involvement; emotional support
for Ellen; denial)
How should the early interventionist deal
with Ellen’s requests for information? Did
our readings for this class give us any sug-
gestions about how to deal with Ellen’s re-
quests for information?

e [As options are generated....] How do
you think Ellen would respond to this?
Ask questions that focus on the long-
term versus short-term consequences
of each potential course of action—
consequences for Ellen as well as for
Wilson. .. (and Robert)?

[Remember to ask participants to identify

pros and cons for potential solutions]

Plan of Action: Based on the option chosen,
probe participants about the plan of action.
For example, if the group wants to provide
Ellen with information ask:

e How would you advise the early interven-
tionist to proceed with gathering informa-
tion? What types of information should
she/he gather? In what types of formats
might the information be provided? How
would you recommend the intervention-
ist share the information with Ellen/her
husband?

Closing

e Based on our discussion of this situa-
tion (Supermom), what lessons have we
learned? What suggestions could we offer
to early interventionists that might help
them when they encounter families like
the Jordans? (Make a list)

e How does our discussion relate to the
chapters we read about coping strategies
and principles of family-centered care?

e Write a short summary of the coping
strategies the group thinks Ellen is using.
Ask students to do a “Quick Write” in re-
sponse to the following question: “Based
on our case discussion and assigned read-
ings, offer a short analysis of why you be-
lieve Ellen’s coping strategies are or are
not adaptive. [A “Quick Write is a short es-
say written by students in a 3- to 5-minute
timeframe. |
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