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) In this qéadetﬁc yea?, 1977-78, 81 ': SRS
. "“Deans' Grants' ard supported Ey the Divi-, v

sion of Personnel Prepar&tion, Bureau of

’éducatioq for- the Haﬁd[capped, U.5, 0ffice
f Education. Each project is concérned o
. wi the recanstruction of‘preparation pro- .

R j grams for teachers and other ‘school person- |
. ' ' nel to take account of new‘pol:cnes |n .

, regard to handicapped students. In partncu- .
. lar, these grants focus on Helpnng‘teachers - .
.. . . - " to increase’ their capalelty to structure
. the "regular“ school environmeht to make»lt

more accommodative of hand:capped students .

Many of ithe Deans'

Grants pro;ects are now

*
begining to produce adeas and;produéts

which can be shared.

LI
.- .
.

-

A unique undertaking at the University

o, of Michigan, as part of its Dean s project,

) ) co vwas the development of a graduate seminar :
; ’ ".. that focused on.the knowledge base for the

\ wholg set of activlt?es then being generated

'at anhngan and other colleges of educatnon. L
" . -Dgan Bates and the seve?&l of s hqs colleagues R
. and students “invoTved |n the gemnnar took
the extra step of writing and editlng SOme
of their findings which the Natfonal- Support £
. . " System is pleased to.help sharé through this

It is one of the grqwlné set

" ' ) _of publncatjons emanatingw. .

. Grants projects. O

L} - # . " - " -*
) ) ., . ; Haynard C. Reynolds, Director’
g L. National-Support Systernis Rroject . .

pub!ication.
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This vdlume presents nmieriaf on and perspectives about the

< p vislon of /mbre equrtable educatlonal opportunltles for handi-
T ¢ ped chlldrén wlth:n a 9pecn§\c CQntext--that of the publac

" tlve and,pqovocatlve But i hope, also. that the -reader will '

to agree that" the problem is not simply educational, that

ingle approach can possibly ful Fill our obligations to all’ our
hnldren
artially in its clarification of both the number and complesxity

The vatue of this, book, in my dpinion, lies at least

f the issues to be considered. |t does not pretend to resolve
hem; ‘instead, more modestly and ) think more fruitfully, it
uggests some of the factors--attitudinal, legisiative, finan-
cial, communal, and gducationél——that mJ%t be considered if a
resolutlon of the issues is ultnmately to be achieved.

’ what 1 find encouraging,faffbr more thao.40 years Ln publnc
service and education,
and emotional issues with the candor they so obviously deserve.
tt is of course true that much progress remains to be achieved.
But it is also true that we have come some consnderable énstance
alréady

-

of optnmnsw and a new determ:natlon to move ahead. -

L N P "

Wilbur Ja-Caheﬁ

-

Dean *
) o Schoo! of Education -
. . v The Universitytof Michigan
. )
' - ) - I . o
L] } /

e context cannot be confined to the public schools, and that no

It is this that seems to me to Justlfy both some‘degree

pl

is that-we are now discussing these complex
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During the Winter Term of the 1976 adademic year,.the editqrs offered 2’
The format

for toplcal seminars typccally has been presentatlons, d:scus&aous, and course pape?ﬁa

topical seminar On mainstreaming to speC|aI educatlon doctoral students.

However, because the three instructors represent an unUSuaI combinatton of skllls'and

to wr:te a book as a group

_resources, it was decided to. attempt an |nn0vet|0n.
Tests, assignments, .ang term papers were "abandoned, the professor-student role was

replaced with the peer-sharing model, and even the time schedule was determlned

+

through group deC|S|0n making. Our purposes were three-fold: {a).to develop aware-

ness, sklll, and understanding of the writing process among individuals who, by virtue
of théir imminent degrees, would be expected to contrlbute, usually cooperatluely, to
their field; (b) to provnde an oppertunity “to lnvesthate malnstreamlng, a concept
abous whlch there was a paucnty of |nf0rmat|0n and an abundance of mlsunderstandlng,
and (c) to explore a novel apprOach to dgctoral ‘training. one that relles upon the

persbnal resp0n§|billt$ of cooperatlng colleagues.

This volume is the result of that

— " .

effort, . te

hd £

o ta the Introductlon, West and Bates ofker an overview of the malnstreamlng con*
|

. cept. Three broad guestnons arg addressed s
© 1. what Is malnstreamlng? o Y .
2. where did it come from? ., y - \_ .
A Nhat effect does it have? ", a i . f

’ .

This chapter curhlhates in a discussion of some |ssues Surroundlng malnstreamlng
In Part I,
various forces that have encouraged the deveioppent of mainstreaming and the least-

The Origins and Evolution of Malpstreamrng, the authors discuss the
}estrictive-eﬁbironmqnt concept. Chavez.traces the emergence of special educationras
: Zand exam nes Amer ican attitudes
Raske
_traces litigative and Ieglslatnve factqrs in malnstreamlng th ough recent federal
'Ieg:slatlon, P.L. 94 142, the Educatlon of Al Handlcapped Ch{Tdren Act of. I??Sa'

West, and Bates include a brief Summary ‘of the salient p0|nts of E-D\\g? 1

a fie]d'from the sixteenth centufyrto the bresent'
toward the handlcapped from both a phnlosophncal and hnstortcml perSpectuve

Green' .

- . r

g
baum and Markel examine the influence and impact of parénts aTq mainstreaming and of

mainftreaming on parents. >

ln the Interlude. Schmerl comments on his reactions to sdme of the substantive

issues raised by the ppeceding authors, Particular, attentlon is paid to the llmlts

of acceptabilnty of children-for mainstreaming, the politncal perspectlve that appears
to underlne the authors‘ work, and the universal assumptloﬁ that educatjon should per*

sonally'beneflt individua] children,
T pare i1,
Scheol

LS

The Implicatians of Hainstréaming, focuses an four |mertant areas.
ster analyzes the sources of resistance to the inclusion of special needs

R
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children in the,regulgr classroom. cé@u and, Morris discuss several critical ﬁssﬁeg o

raised by ma{dEtreahing far th; ﬁhgllc schools. McLaughlin-Widliams focuses atten~

tion‘on meinstreaming's implications for nonwhite children, underscoring the neéd for ~

caution in this areé. To conclude the volume, West and éates'examine the concept of

mainstreaming. in terms of teacher trafnlqg, offering a reconceptua{ézation of Ehe.

personnel preparation process in which the interactive nature of the educational :
N .

‘community is retdgnized. - . ~, .

*

Percy Bates

™ ‘
Terry L. West
. L
N * N
) . PR Rudalph 8. Schmeyl
“January 1977 - { .
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" CHAPTER -4

+ Mainstreaming: An Overview .

- b _ s
- B LN .

. Terry L. West & Percy Bates

1
.
'
‘
.
]
'
"
"
1
"
'
L]

*

N . - -
There is much confusion about mainstreaming. The term itself entered the edu-

catlon vocabulary 50 recenLJv.that we.still encounter educatorSlwho‘
wnth it. Horeover. those whg emp!oy it seem so often to mean different things by it. ~
Qheshjr we are pleased by its euphony or distracted by its flippancy|, the term .

L

“main treamnhg" is of I|tt1e¢¥mportance. 'Nhat is important is 1hat'

re unfamilijar.- g

he people mos t

directly affected by if*-exceptional and nonexceptthal children, cl sroom teathers,

speC|al teachers, pacents, principals, supportuve staff, teacher ed% ators, and their
v vy
‘Kgi

!e {s a short step~from confusion to angér, and a sharter 6ne ¥
reJect|0n.

studentSrrare ¢onfused about its meaning.
om eﬁger to .:
We are‘remunded of a' teacher who, for many years. had earned the respect

and affectlon of all who knew her. Influenced by the open eHucatioﬁ movement , she

examined its goals and fpund'them.io be gdod for her students.

She abandoned her olds
style of teaching and established an ''ogen'' classroom.

Because she confused "open"
+ with "unstructured " her clbsses became chaotic. . The.ch4ldren3 their parents, the
prnncnpal her colleagues, and she herself were dissa sfued

A
She soon reverted to

her earlier style, tejecting ‘open educatlon, |ts goal®, and its advocates.

because she was well regarded by her co{leagues, the pris

MoreOver,
pal, and .parents, they too
reJected open education. Blame dOeS not rest, with/thus teacQSi“but, #ather, with.the
proponents of open educatlon who, mught have antlcupated in thejr adYocacY that

-

-

“

'"Openness" Is easily mns:hte?breted as Iacknng structure. . . _»
. In thn%hapter we address three _very broad cruestlons" . -
It what is mainstreeming? L . . ) ; )
' 2. where did it cone from? ) ' v _ .
3. Hha£ effect does it have? ) ) : a '

- + ’

Throuhhout, we have-attempteu‘tp anticipate critical ardds where.confudion might
Some of the topics are discussed in greater detail elsewhere Th this volume.

. - - .
Lo N
a - - -

- g -7
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The Mainstreaming Concept :

Well ‘over a decade ago._he.heard this anecdote {attributed to Bill Cosby):
Teacher: Repeat after me. One and one is two!
Class:  One and one {s twol!

ey
-

. Teacher: One and one is two!l! o . .
' S{ Class:  One and one is twol!!l I .

Teacher: One and one is twollll)
Class: One and one is two!i!!!!
- - - .-  Teacher: uhat's one-and oné???. - - ; - -

. . Class: One and one is two!!!!!!!

. Vaice from the back of the.room: What's a one?.

question. Birch (1974) for example noted thatfa// .

Simply stated, mannstreaming is providing hngh-qualrty specnal‘
education to exceptional children while they remain in regular -
classes for as much of the day as po3sible. (p. 2)

We. havé had individuals in other fields inquire about mainstreaming. when‘qudted the
+ above, a typicé] ?esponse.is, "That seems.reasonable. Why all the controvers}?“
. Why indeed? Like oneness, mainstreaming is simple on the su?face but incrediply
complex upon closer examnnatron We have known_ Individuals who betieve that mein-
. streaming will result |n the drssolutron of specia) edpcation and the 'dumping' of
“ all variant children into regularﬁélasses Conversely, we are familiar w:th—school
systems that claim to be mannstreamlng because a few exceptional chrldren are per-
. mitted to attend gym; art, or home economics classes. We think the fears of the
first group are unfounded and "the understanding of the second, limited.
’ Marnstream:ng has only recently come to the fore. Since it emerged out of)
speC|aI educatnon, .one would expect genqul educators to evince ¢onfu5|on about its

" meaning. After all, they have had Ir’le or no mteractnons with edceptional chil-

dren. However, specral educators also have been confused ln an aftempt to resolve
some of the confu5|0n, the Delegate Assembly of the Counc:l For Exceptional Children
adopted the following defnnutsom. . ' -
— : \ " ¥ L
: * Mainstréaming is a belief which involves an éducational placement
) procedure and process for exceptional children, based on the con- 1

viction that each such child should be educated in the least
. Cegtrictive_environment in which his educatnonal and related needs
can be satigfactorily provided. This congept recognizes that excep~
tional children have a wide range of special educational needs,-
varying greatly in intengity and duration; that there is a recog-
nized gontinuum of educational settings which may, at a given time

.- . be appropriate¥or an individual chiid's needs; that to the maximum
’ R extent appropriafe, exceptional children should be educated with

’ non-exceptional children; and that special classes, separate school-

< .ihg, or other removal of an exceptlonél child from education with -

) non-exceptional children should occur only when the intensity of the'
- child!s special education‘and redated needs is-such that they eannot.

H be satnsfned in an environment .including ?on exceptional children,

’r . e ’ N

o - ‘\;3-11 S ol

Superficially, mainstreaming Seems a% straightforward as the answer to the '‘oneness' -
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£ even with the provision, of supplementary aids:and ser\(nces. . .
- {Michigan Federated Chapters of the CEC, 19?6) .ot P '
i e “
The Councnl for E'xce,ptlonal qgnldren (CEC), the profe,ssnonal orgamzatmn for
seecial edutators, has listed Four basic themes that vexplicate the mtent of 1’:;nam-- , B
i " stfeaming: . © . ) . )
» ) v
1. Providing the most appropriate éducation for each child in the I‘east !
restrlctlve settlng, SNy N ’ +
i '2. Looking at the éducational‘ needs of childran instead of clinical or -
diadnostic labels such as pentalIY handicapped, learning disabled, .- "
- physically handicapped, hearing impaired, or giftéd; . + . '
. hrsically handicapped, he oo , e\
3, Looking for and €Yeating alternatives that will help genergl’ educa- . -

L . . tors serve children with learning or adjustment problems in the > .
regular setting. Some approaches beiing used to help achieve.this are & - o . <
consulting teachers, methods and materials spetialists, itinerant - §

T teachers and resource room teachers; . . . ‘i,
L ] N
. bo Uniting the skills of general education and special ‘education s¢ that
all children may have equal educational opportunity. (Ericksen, 1975, P, 174) R
. - ' e Ty, i L]
CEC has also advised that the ntent of mainstreaming is not be misinterpreted
as: N _1 . . -,
' Wholesale return of all exceptional children_in, specral classes to
o \regular classes; . . 4 -
: 'S . . .
. r Permitting chikdren with special needs to remain in regular class- )
. rooms without the support services that they need; ’
3. Ignoring the neéd of some children for a more specialized program
that can be provided in the general education program;‘ . LA
k. Less costly than serving children ‘in spegial self*contanned class-
. rooms. (Erickson, 1975, p. 174) .. . '
e Y . " W
. Although the goals of maifstreaming are laudable, there is still confusion in
. both general and spemal &ucation about what malnstl‘eamlng is apd: how it should be . ’
accompltshed We caution that mannstreamnng is a means, not an end. ‘It is a service
de!n{ery system--an administrative arrangement for allocatlng resources- and per=
sonnet. Hannstreammg does not guaradtee high-qualnty .education; it is an approach
that holds forth‘hope, not promise, U]timately, tts ualue must be assessed thrc:ugh'1
its effects on children, not in terms of convenjence or efflmeney ¢ ’
The Jack of ¢larity.about mannstrearnung extends +0 the question of who is to be “
) .minstreamed. Tt is apparent to all that the concept includes those exceptional V
: chnld’w tradntnonally served by the public school s, There is controversy over ;
. ‘whether the concept also inGludes children presently enrolled In clunty or state K
-
. facilltnes out5|de of the school’s dominion. The movements of de- |nst|.tutlonalization
and n:ainstree@mg are gut. frOm the same ctoth: _the right of all childref to the best .
© education possible, Me do rot have an answer to the Iwho'! question, only an opinion? )
Publlc Schools shouid evolve into organlzatlons provndlng |nd|v|duallzed |nstruction -
for all chnldren, wlth the mainstreammg ccmcept fnrst applied to the ch;ldren the .

o o R

Aruitoxt provided by Eic:

N




. " L - - . *

£ ] N ' - ™ ] :

. - - »* . - _
- . e a - '
e a ’ . ' N .-,
. - Lot F
" ) . . ‘ . A "P . * - -

- r - [ B
*t schools how.serve. Me enwvision ma:nstremn:ng and de:nstltut|0nal|zat|on as two rocks 1

cast into the _same stlll pond. Each set of concentrlc c:rcles d.eflnes a dl
center, |‘Jl.lt the r:pp}e Bffect ultlmbtely subsumes both. \-hl:h‘ Martin (1922)., we s-l;a e

the desire."to make more, rgal the vision of an educaxuonal system wh;ch is 'special'_

: for every. ch:ld“‘(p S%p) e e - . : . .
L " The resource roomfhelplng teacher.model is the core of the malnstreaming c0n )
cept., P;g:poq.ents OFﬁmalnstreamlng represen,t this model as ah alterndtive to l:he . .
special class. In the;speciaf class model (Fig, 1) varﬁant children are educated in
* ) classrooms tsolated froi their age and® grade peers. The speonal ¢lass attained Erdm- .
‘ _|nepce dur:hg.the pos t-World-War-11 era: JAs.Reynolds~(19?S) obeerved,q"durinq ghé}' )
i . . - ) . -~ . v - ‘ )

Iy . - -

a v 4

e

. R Cléssroom
LT . Tegcher

Self-Contained . f .

, + 1 ReguwleY¥ Education

.t Classroon’ . " Special Class
- . . . T - 1_‘ The e o i inan _rnf)"‘n." ) ' )
. . L. .- .
- o " . d ; et AL
.. . . n. ) . - * * . ‘,‘
period, for the first time in the history of education, efceptional children were N
) made a part of the total school commun:ty through statlons built into the schools -
b. 2]) Although specnal classes were located jn the schools, they. were seldom an
integral part of the school. Like two families co-existind under the same roof, . -
.’ speC|al and general education each had thelr own ch-ldren and resourceS'-personnel A
— leadership; and funding. . ) LT
N When we cdns:der that .variant chn}d n historically had Geen excluded From the,

schools, and that their right to an education

as not guaranteed by taw or eFEBUnagéo .
\ b-y public opinion, it is tempting to view the self-conhtained special ¢lass as a 'sl:ep %
Forward. Inclusion is better ghan exclusion; but the special class segregated chll-

. dren.  ‘And unfortunately, it also ‘institutionalized the exceptional vs. norma)

. .dnghouomy : o , . o

. "The resource room/helpnng teacher mddel, (an 2) re*conceptqa}nzed the rejation
. oF spec:ai education to the cLassroom. e rectrfred the errcneous npotion that
specnal edqutlon exists apart From the 1ife of the schoot, that |t is a place where
except:onal children are exiled for 35 hours “each week The helpnng teacher mode |
. i reifies our comon beligf that the needs of every chrlg! should l:ake precé'd"ent:e over

- . . [ . Y - 3
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" fied children. The helpnnq teacher role has three facets.

.ing: as interventlonist, consultant, and Iiaison persaQn.

]
. < * -y

. ' . . . 1 - . .
the canvenfence of the delivery system. FOr'example, _some children (F' .2, N need

K}

|nten5|ve intervention in brief isolation frOm the regular classrodm; .the needs of
other children (#2, clas ooms B and C) dictate that they spend\part of .their school
day in the resource room,-and pa?I in the c]assroom, still, others (#3, claserOm 1}
would best profit, from full integration into regular classrooms . Proponents. antic-
|pate that malnstreamlng will eliminate the ”separate -but- equal“ relatlon of special
to geperal education and de-emphasjze, if not resolve, the class:fncstnon dilemma
between stigmatizétiOn and tHe'need for identification. .

Another notable dlmen5|0n of the h&lping. teacher/resource roam model is its
recognition that there are cﬁlldren who are not identifiable as exceptnonal (#h
elassroom-D) but,who need additional assistance. Combined wath changlng reimburse=
ment patterns, this model gives all children acce;ﬁ to whatgver specfal help they may

L] L

need. - R ' T & ]

Mhen the helping teacher/resoufce room model is contrasted with the special
class, one outstanding modifitation that is noted is.the formal relatIOnship of
classroom and special education teachers. The ‘special education teacher, better
knowp as the helping teacher in recognition of this new aspect of the role, providqé
ciasérDOm lteachers with assistance of two types: (a) in diagnosing, nlanning for,
and teéghing children with.speci;I needs (Fig. 2); and‘(b) in gaining access to the
supportlve resources available in the school, the sphool system, the community, and
. <

»
the unlversitnes (Fig. 3). . ’ .
Hannstreamnng re-defines the role of the spec:al educatron teach%r. The self-

-contalned teacher was respOnstIe for direct-intervention with specifically |denti“

1. Intervening directly with children who need additiong] assistapce, |
either while in the regllar classroomor in brief isolation from _
a * it, as the best intérests’ of the child dictate. o B

.

L - f . . .

2, Providing cbnsultative assistance to the-classroom teacher in design-

- ing appropriate educational plans for children in selecting effective
materials, methodologies, techniques, evaluation, and diagnostic

strategies, etc.

- - 3 . 4 .
3. Serving as a liaison between the classroom tasacher and the suppor-
tive resources of the .educational syStem, both within the school
N . System and outside OF‘};, when the classroom teacher requests such
" , assasta{lce. - ' ’ .

R -

In this way,‘the hqlplng teacher serves as the most important person in matnstream“

t ' L]

Origins . . ..

+  During the last year we have 5p0ken wlth magy teachers, administrators, parents,

teacher trainers, and university students about the malnstreamlng concept. UOnce.our

- . . ']2‘ T - (
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“discusslons found their way through the confusion of what mainstreaming is, the next

duestion typically asked was, 'Where did it -come from?" 1t took us a while to recog-

nize that there are really;%wg'questions implicit here. The first.relates toocausa1~

-ity The second calls fd? a rationale. Those with-whom we sppke wished to know the

causai antecedents of ‘the, maunstreamung movement ,’ arid the argumehts put farth :n sup~
port of the concept. Note that "arguments" is plural; mannstreamnng is complex and
broadly deftned and its ratlonales are many and complex. -
when specral education is vnewed historically, for example, the change from ex~
clnsion of some exceptionzl children from the schools to inclusion in a special class,
to full partncnpat|0n in the Infe of the sechool ‘takes on an aur%_of histerical |név1~
tability (see Chavez, Ch Zf From an ethical perspective,-mainstreaming can be .
argued to be a moral and humane approach (see Zand, Ch. 3).° From the 1eg?slat;ve and -
litigative point of view, mandatory special education laws and dQC|s:pns and PL.
94-142 guarantee thgﬂ?ughts of exceptional children to an educat:on :n the least re- .
strictive environment (See Raske, Ch. 4). Inm terms of the rights of consumers, the®
parents of exceptional children have been lhstrumental in brrng:ng Phbut'malnstreaming
(see Greenbaum & Markel, Ch. 6}. These const:tute just a few QF the various ap--
proaches to “ratlonal|2|ng” mainstreamlng. Birch (1974) listed 11 "reasons for

maJnstreaming"' .
1. The capapility to deliver special education anywhere has
© improved. .o ) .
# o . ¥
(2. Parental concerns are being expressed more directly and . L
fbrcefully. . - .

3. The reJectron of the labeling of chi ldren |s grownng

4. Court actions have accelerated changes :n SpeC|a| educatlon
procedures. ) :

5. The fairness and accuracy of psycﬁologicalftesting have been
‘questioned. -

» .. ‘ .

6. Too Tany children weré® classified psychometrncally as mentally
retarded. - M *

.
- . .

7. Civil rights actions against segreéatlpn uncovered questionable
special education placement practices. .

8. ,Non-handicapped children are,deprived if they are not allowed to
aSSOCIate with® handicapped children. . . . .

. 9, The effectlveness of convent:onal speC|a1 education’was questroned

- N sy

10. FinaHC|al considerations fosteg mainstreaming. - -

*

‘ i1. American philescphical. foundations encourage diversity in dthe same
educationzl setting. (pp. 2-7)

. S . i
It must be recognized that these 1f factors constitute Birch's perceptions of causai

" elements in the emergence of ma:nstreamsng at_ this point in history Some, we feel,

are as yet unpro!en. For example,'his contentlon that there LSfan |ncreased capacity

[
-

- .
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“, . . . . . .
to deliver gpecial services to exceptional children appears to be based on two, pre-
mises: (a) that there are presently {or wil) soon be} a sufficient ﬂumber of com=

petently trained personnel, both régular and special educators, to effectuve]y del:ver
services; and {b) that the technological potentlal of systems of |nd|v|dua||zatlon is.

such that the:r efficacy, general dnssemlnatnon, and cost are not factors precludlng

. - their use.

There,ns one factor abouk which we express reservation:

- - ||'

ash

£ .

T

5

that flnancnal consud'

eratu

:for the development of maJnsfreamnng is certainly an incentiy

ns foster malnstreamingigThe current avan}ablllty gf federal and state asslst'

Howevers.the
cation that’ malnstreamlng exceptiopal children will be less expensive than

spet 131 ciass-placement fs ‘misleading.

1t might be contended that a unifiéd sys;eﬁ

ého Id be Iess costly than the separate~but-equal arrangement

The .report of the

Pr ject on Classification of Exceptional Children commented that’ ‘mainstreaming will.

.o work .without formal structural arrangems;i;
it{will not saveﬁhQ\cy” (Hobbs, 4975, p. 252).
o

A number of the factors

asohs"'

listed are discussed elsewhere in this volume.

- -

igciuding special sta?fing. and that

w .
' -

The two

that we advance here are reJectlou of labeling and the effectiveness of the

3

-
—

t

‘special tlass .

|mportant aspect of dev;ance

During the early 1960s, 1t became apparéat thaf sqdlolognsts had been ignoring an
Ibe soc;etakjreactlons perspectlve (often described as
abeling theory, lhteractlonalnsm, or the social control orientation) forced attén- -

on to the relationships amofdg rule makers. rule enforcers, and, rule breakers

.

y

§

Taked .

gether with the reactions of andlvldua]s to people identified as deviant, the per'

ive led to recognitlon of the stigmatization |nherent in identifying chlldren,as

Although research substantnating thls effect |s equuvocal' the very idea

e
eic;Etlonal

that identifying the children we wish to help cou]d beodetrlmental to their well*

be;ng has had a profound effect on the educat:onal COmmUDItY. This perspectlvg caused

d the

us to reconsuder the ways in which we identfy children who need. assistance

. ) . t
eans by which this assistance is given. P

“ .f The societal reactions perspective raised questions about the viabili y of the

'special class concept and the processes through which identification occ rred. Yet
.the persqective‘d”d little to heIp us resolve the classlflcatlon dilemmi. We know

that thene ﬁre children who. for whatever reason, need assastance H?dever, they

must be ;dentlfled before asslstance can be glven"and |dent|f|cat|oﬂ’may result in

"

ERIC:

i e
>

-

stigmptization, - .
The special class model was fostered by 'either-or'_lqgicl Once we accept the

premise that a child is either normaL or. exceptlonal

-

'‘separate interyentions, teach- -

ers, classes, administrations, professnona] preparation progfams and teacher. educators

naturally follow. Halns}reamlqg challenges this joglc.. The gross categorical dis-

tinction between normal and excéptional children has little educational value for

either the needs o thé ind{yv1dual child or the t&acher of that child. . ' -
v L . . s . '.‘:' R
‘ a4l .
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o R R o Lt , v
. ) Abandonme) of ;ﬁ?&gkeategorical distinctfﬁﬁé'?oreshadows a more humane and less ™ -
depersonalized educational system, one that views each ¢hild as unique, bath~amazing- *
rly srmllar t¢ and wonderfully\d\fferent from oth&r children: a educatlonal\iystem
- . -more like an ecolggtcallx‘palanc garden than economically efficient assembly
. Jine;.and a sys'teﬂ] th\ét play{f:remlum on |£tdua\1 :growth and harmomous inter=
actiops, not on standardized productian. h " . '
‘The mainstreaming movement argues faor nejther the. gliminagion of identification
. -, . processes°n0r the "sink-or-swim'' abprbach that would result from disso!ution of ’ ﬂﬁ\\
specual educatiof It advocates psychoedycattonai dlagn05|s that focuses on deter-
‘,3 ) mrnlng the child!s negds., rather than categorical.discriminatiens that have’ Ilttle
; reIatuOn to ?he educative process. What good does it do to know that a child is
emotuonally lmpalred og mentally retarded? would it no be to the advantage of the
child and the teacher to-know that he needs to 'learp vawel sounds in geadlng and the

concept of numbers in arithmetic, that he needs to in rnalnze controls and increase

~ his self-cpncept in working through his life-space problems? Once teachers are aware

|

of the child's psychoeducatjonal needs, they can pr wﬁde assistance in areas in which
they re competent and obtain the servlces of spec'a!ists in areas in whlch they arg
not. . I ) f

'

Psychoeducatuonal diagnosis i3 an appLoach wjth, obvlous ‘merit. In the learning
disabilities ared, for example, it has served fo years ds the basis for intervention.
. Cruickshank (1974) has noted that '"integration ifs no mofe the answer to the educa-

tional prot:l s of exceptional children.than h

' been the fundamentally inadequate.

program of /special education of the past centufy" (p. 70}. e '

e

less than this is mora!ly, if not
.+ and in the future....Quallty speci

egdl]y, intolerable now . e
JI educatlon must be fou

.. ) ¥ state unequivocally’'that the pro lem or its
. ~° this poiAt. (p. ?l)

devlant.

grams without the usual e
associated with ghe basic
struction, this flemblllj

e tle to the Iabelnng process. When
rend toward individvalization of in-

y will allow many more handicapped chil-
dren to participate in t'e reguiar schopl program. {Martin,

A 1972, p. 228) .0 f L
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LOne b# the defncnencnes of the special class was that because of renmbursement con-

str#ldts a child could not be ofFered additional aSS|5tance wlthout flrst benng

diagnosed as _exceptional. We often found ourselves in the position of being unable

to. héip a ch|TH uﬂtll his/her problem reached critical severity.

_The socletal reactlons perspectuve of deviance underscorgd: the deficiencies in

the identification process and questioned ‘our right to burden chi-ldren with the stng-
ma a;soclated with special class placement. [f the proponents of the speclal class
had demonstrated unequivocaltly that this arrangement was Justifiable, we doubt that
a mainstreaming movement per se would ever have been considered.{ It is not that the
spetial class precluded integration. For example. in a natronal survey of teachers

of the emotional 1y ‘disturbed conducted over a decade ago. Morse, Cutler, and Fink

3

, (19655 found that one-third of the teachers weré integrating children on at least a "

. part~time basis.

2 that specaal ‘classes were more ef fective than regular class p

L]

The impetus to propose a distinctive alternative, to the.spécialt
class‘derives from the inability of special education 'to demoTstrate conclusively

acemenl: S.

* Concurrent with the development of the special class. research was begun to

asskss its effectnveness . Since the rnghts of exceptabnal children were neither

guaranteed by law nor encouraged by public oplnlon, it was hoped that research would

substantiate inclusion of special classes jn the schools. Belief in the special

class approached the intemsity of doctrine. 1ts justification awaited only the reve~

. +

lations of reséarch. )
By the early 1960s special classes had attained nearly universal acceptance as*

a means for educating exceptional children. ln 1962 Johnson examnned the research

én the efficacy‘of special classes.. He commented

Kl

It is “indeed .paradoxical that méntally handicapped chi 1dren
having .teachers especially trained, having more money (per
capita} spent on their education and being énrolled in
classes with fewer children and a program designed to pro-
.vide for their unique needs should ‘be accomplishing the
objectives of their education at the same or at a tower
. » level than similarly mentally handicapped children who have
not had these advantages and have been forced to remain ,in
the regular grades. (p..66) .

(1968) examined the available research, he concluded that,

When Dunn

the overwhelming evidence s that our present and past prag-
tices have their major justification ih removing pressures

on regular teachers and pupils, at the expense of the socjio~ B
culturally deprived slow learning pupils thenselves. (p 8) . L

e

o .

Filter et al. (1975) examined current research on this questEOn.

.

studies of the efficacy of special class placement suggest
. that the educable retarded ¢hild does at least as well aca-
demically if allowed td remain in the regdlar class. The

. humanitarian’s plea that the retarded <hild’s social and per-

sonal adjustment will be better Tf he is placed in a special
class without frustrating pressure also has.not been empiri- * ___

cally valndated, (p. 209) . . : ’
“\
The effncacy researcﬁ-nn other. disability areas wastno ‘mote encduraging. We do not
- B SN .
Fa ' . . ) - I ?“ v'k.f“;:

-
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suggest that the épec:al class was proven to be |neffec;1ve. Rather, the studies .
Lilly {1970} spoke to the heart of the .
"1t nust be added however, that in the true

. were unable to demonstrate effectnveness.

-
matter: ‘''they, are inconclusive to.date.

spirit of reseg;ch,.they will be inconclusive forever” (p h3- kk)

q.'
L4

The efficacy research has ‘beén sub;ecled fo severe scrutiny over the years
The issue is not the

Whether it is methodolog1cally sound s a moot questlon in=-

Ipdeed, we have Found ln our ‘review

adequacy of research techniques and‘strategles
of the,research on the efficacy of malnstream|ng that these Few stulies’ are also in-
- concluilve to date, There is lnttle reason to expect that a decade more of research

will cBncIusnvely demonstrate ‘the effectvveness or inef ectlveness of the mainstreams

lng mode | . .. . W .

-

Research Facilitates qlarlflcatlon of the |ssues an

- + -
provides necessary infor-

‘mation for decision making. However, “the complexuty of theymainstreaming concept
L

precludes resolytion of tHe efficagy JSSue throuph ‘researc Even were it resolva-

2 ble, educators cannot afford.to adopt a 'wait-and-see'" posflire. We agree with
o Crunchshank (1974) that, oL - .. -
Unfortunately, the issues must be disculsed essentnel(v from .

. ., theoretical and phiiosophical points of view. Phere is no
definite research on either side of the arguvent dnd indeed
none may be possible due to the infinjte number of uncontrol-
. lable-variables. (p. 67) - ) . .

) But we also agree with Chaffin (1974) that 51though the’ present mainstreaming pro-
[ grams do not offer proof that they are an |mprovement over traditional deliverysys-,
ems, they are certainty no worse ang hold the promise of much more. (p. 17)

Leaders in the educational communlty are ﬁeSponsane ﬁor examing the malnstream-

N

ing concept theoretncally and philosophically: as pragmatists who daily’ face the

reatities of schooling, their sponslbllnty |s fulf:lled when these conclusnons are

trdﬁsﬁated into act:ons that benefit chitdren and teachers.,,‘ -

* A

Issues

v -
. -

, The First reality which must be faced is that mainstreaming engenders resistanee,

For years we preached the doctrine of .the special class.
children those who had difficulties

‘schools. -

We culled from the ranks of

in school and, those wha' were excluded from the

We called them “exceptlonal” in reaction to the once-~current Yidiot,"

Y'eoron,' and 'crazy."

We cared, and in our caring, we, offered the parents and teach-

ers of these children our dream--a SPECIAL education for their children. Me tranned_ \
an elite corps of specialists and inculcated our Faith in the Futufe of these chil-
They went forth ‘to proselytize, and the Tagks of those who cared grew Iegjon.

And

.dren.
W organized; we lobbied; we demanded the rights due to those for whom we caregd.

we secured them. And we believed in the specjal clags. Indeed, special education

was the special class. Should we now be surpriséd that children, parents, and teach-

ers are confused when informed that exceptional children may Be better off in, the

.

mainstream?,

WJ:EHE .
by . *
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We cannot help but wonder at the wisdom.of representihg mainstreaming as an al-
Vterhative. What is novel
about provldlng each ghild wlth the best educatlon possnbleL We alreadY know that

&s we understand mainstréamjnﬁ, it is not a novel nqgﬁon

.

some chlldren develop best in classrooms with thelr peers, others wlth lndlvlduallzed
ﬁutorlng or small- group |nstructJon. and others with some other baJanqe of the maqi
fold instructao al options aigulable in the educaIIOn commun,i ty . Tﬁe‘helping teacher
v model, a core cOncept in malnstreamlng.cwas developed by Morse (l952) i the laggm
1950s "and wés in l96]--15 VEars agodl

-years ago.“ﬂn a Bureau for the ;ducat|0n of the Hand |capped pollcysstaﬁément ;o the )

tually\umplemented in public schoo Ten -
education comm tee of the House of. Representatlves, Hslazzo and Blgeym»é?iSSG)

wrote, "our*goal is to place thg education of the handlcapped squarély i%to the main'

stream of Amer i an education" (p. 2) pMainstreaming is a consQlldatjga of our know-

ledge and a reaffirmation of our fanth»nn chnldren

not a newaltennatlve hut a

continuation of dur struggle to make educattgm chr]d centered

Yet mainstreaming has been represented -as an alternatlve.

_ }

%

thldre

parehts,

and teachers are confused. Out of mlsunderstandnng grows fear:

3

N
fear tlft specnal
educatton will be eliminated, that special teachers will be fired, and ghat classroom
teachers will be unable toe cope; fear that mamstreamlng mé3ans mﬂsw&&@nstltu-
tlonallzatnon, that exceptional children wnll be lndnscrimnnantly casf into;regular

classes, and that childsen, exceptional and nonexceptlonal alnke, will bear _the .

e L
ot

burden Of unplanned change. 1 RN

Resrstance to mainstreaming derives from more than misunderstapdrng (See Sc%ool*o
master, Ch. 7). Halnstreamlng calls for Hajor revlslons |n¢ihe relatlon of SSEpla]
" and general education. 'The pFoblem would be dnfflcult enough for speC|d¥§qucatrpn
to make internal changes, however, the emerging desngqs for dellveﬁy of specnal
education services are part .of a refashioning of the _total educatnonal sysgem and

&

The most 0bvnous change s that classroom teachérs are expected to be’ invelve

- thus nwst_nnvolve the total educational system“ (Helséener, 1974, p.°20)

~

wlth exceptlonal‘ehlldren. Gone .are the days when a chnld could,ﬁe neferred "wholé

cloth“ to’ the special Educatnon teachers when (slhe had academnc or.socao emgtional
dnfflculties,

Special educatnon teachers (called. resource room teachers Qr, better
yet, helping teachers, in the mannstreamung modelr wlll contnnue to'Jntervenﬁ diréct~

ly wlth children. quever, with the adoption of the psychoeducatlonal perspec;nve,

-interyention Focuscs on the educatlonal needs of the child .rather than on a categorl-n
% ciL label, a tabel that ali too often implies ‘that the daFFncultles tbe chtld en-

couniers ‘reside m‘?hln fhe child. The forums in which these |ntervent|0ns oc%gr, ‘as
well as the length OF the intervention period, are determined relatlve to Ihe crite-
rion: 'What is best fol this chnrd?“ If the child needs intensjve oaerfo-qne anﬁe‘
isolati

vention in om hls peers, then the answer is the resourte nmmﬂ

. @ .
1y, if'it i%,be&t for the child to be with classmates full? time, but addltlonalgﬁ

Converse'

then some mixture of resource room and classroom |s!fnd|cate£
As Deno (19?2) asserted

+

assistance Is needed,

"true intagration requires more than bodily preSeth ,, .
Y .

L

. .

T
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+
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(p. 3). We may W&11 hope that mainstreaming will bring to a deserved end the 6h}43~
- _' . sophy that the serv'ices available should determ.ine the needs of a c-hiid.

: ) The increased |nvblvement of ciassroom teachers with the problems of chnldren
who were preyuously referred to special classes- "treates new demands on them and T,
consequently, resnstance to malnstreamung We betueve that this resistance stems
less from misunderstanding, fear of change, or personal laziness than from uncertain- ..

Ly about the adequaqx and appropriateness of their skills inyteaching atypucal-chul- oo,

*

dren. HMorse {1971) discussed this aspect. . - . e ;f

-

Special pupils need help in the affective domain more-~efeen
. than others. They have problems in behavior control, mora[ o . :
' " development, values, self-esteem and social attitudes-- )
areas in which most teachers feel least adequate...s»lt is’ .
. no wonder that some teachers tend to reject special children .
‘ who present so much of a challenge in an area where their ) < .
) . . competence is low. (p. 67) ’ )
~ b '
School systems that place exceptional children in regular classes without addresslng .
N t
’ ‘the sources of teacher resistance are performing a disservjce . to teachers andjeh1l-
dren. Ha:nstreamnng implies & process of |ntegrat|on, not |nundat|on, a process that
creates new but nmot unmanageable demands on teachers. . ) Vo -
The problem of mismatches between a child's needs‘gn @ teacher's abilities is
a compiex one. Classroom teachers hate aiways beeft able to
- « of any child's needs. If the child has\academit of socio-emotiona

s . - - -
- " filled by the classroom teacher, then the helping'teacher meets those needs.for which,

: o~
some, it not most,

needs not ful- ’

(s)he has competence and brings the child into centact with other interventionists
qualified to Feso)ve residual problems. . —
The helprnS teacher is the most important source of support. for .teachers and

children.. However, if classroom teachers have réason to doubt their ability tq teach

4 -
exceptional chlldren, helplng teachers too have reasonable doubts. There is little
question that helpnng teachers are prepared”to durectly intervene wnth chlldren P
: Years of tFaining havé enhanced théir interventionist skills. For helping teachers,
the issue of ability is raised %s the two other areas ‘'of their role: As consultants
’ with classroom teachers and as the liaison to other SUppdi‘lve services.
. ‘ Sarason (1971), in hid remarkable book The Culture of the School and the Prob-
™ lew of Change, stated, - ‘ . -t ,
’ Psychologists, psychiatrists, social workers, read;ng—spei1alists,
and resource or roving teachers are.only some of the personne| —
i available to the classroom teacher. One of the major complaints
teachers articulate abour these specnallsts is that they define
help.in.térms 'of what the teacher can do with the child. As one :
o . teacher put it, 'l do not need someone to tell me what more | .
. ) should or could do with the child: When | ask for help.l aWi—ask- _

ing someone else to do something.* (p..157)

It becomes |ncreas|ngly apparent that both classroom and helping teachers have
needs-whlch must be met. IJnundation tﬂieateﬁs both lf a program of progressrve

‘o - . . .
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‘teacher

inclusion is to be Ebnstruqxed ‘'on the premise that helping teachers naturally have ’

the skill ewhich mainstreaming requires, it is doomed to failure. I1f these teachers

are’ not provided with the assistance.which they:héed, we may Gelf find the helping
“reorganizipg" the resource room to. fit what (3)he knows best--the old self-

-

contalned special class! - .. -

. in an earlier section, weivoiced our belief that any ;oneeptualization of main-
streaming should be amended to include the prOVISlOD of supportlve services to helps
ing and classroom teachers. Inservice training should be a high~- pr|0r|t¥ |tem in any ‘
such supportive system (see Morris & Cook, Ch. 8)

3

Some research has Been conducted on the effects of [nservice training for main-

sfreaming. These few studies give evidence that teachers become more gptimistic . ST
ahout the success of lnfegratlon (%ates 19?3), |n|t|ate innovations (Lombardi, 1972),
alter theur role perceptuons and increase del:very of services to the handicapped A

{Martin, ¥871), and |ncrease‘the|r overall perceptions of fheir competence (Glass 5
Meckler, 19?2; West & Konijeczy, 1975).
to increasing teacher knowledge and skills and |nfluencung attitudes toward human

Inservice training has merit as an approach

varaabul:ty Its prnmary limitatipn is the degree of change possuble, given the time

available.- No doubt :nservlce training can increase skill Ievels/but it cannot rea- -
L

‘We be-

tieve thet inservite should be provlded but that it constitutes but a single faset

sonably be expected to substitute for years of . specaa] education training.

“in a comprehenslve teacher support system

A comprehen&_ ystem of suppo?t recognuzes a commonallty of purpose in thé

educatuonal community: all members ultlmately striving for the benefit of all chul-

dren. Hhether ‘these members are Iocated in the,school, the school system, the uni-

versity, or the surroundlng districe, they share this aim. The prlmary function of a

uiversity teacheq training program, for example Jds-professional preparation, but

tge standard agalnst which the effectiveness of a program is ultimately assessed is

the degree £o wh:ch it benefits children. Numerous exaqples of teacher andk/huld

supportlve serv:ces are disp)ayed |n Flgure 3. Each shares this" common goa Else-

10).
our belief that all members of the educational community should be child advocates.

- &
Ll # ’

Conclusion {

where, their anterdependency is examined (West & Bates, Ch Here we reaffirm

There aré problems in mainstreaming and there ;ill be problems for years to
come. As educators, we would distrust .any |nnovatugy which claimed to be problem .
free; our field has 5uffered problem-free fads and panaceas before. We are cautuous
but optimistic about malnstreamlng--opt|m1stic because its intent is most laudable;
cautious because we fear d:stOrtuon of this intent by those who worshlp convenience, .
efficiency, and, self- |nterest Mainstreaming must remgin a chlld centered movement.-

Charles SchulZ, the creator of Peanuts, makes a habit of placing words of wisdom
in the mouths of babesr’ " . . .

Qur teacher has an interesting theo;yt She says

<4 '

Linus:

“21-
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' teaching is like bowling. ATl you can do —
. the ball dowi the middle and hope you touch) most
F T ‘of the students. - .
’ Charlie o ‘ " ‘ .
Brown: She must be a terrible bowler! (Match 30, 1376) L b
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Historicai'ove;viéw of

y . . [ ]
, Mo .~ Special Education in the United States .
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periods,
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e The history of special education in the United States falls into three distinét

The ‘first extends. from |nst:tut|onal|zed tréatment of the handicapped .in

the sixteenth century to aboq; 1875, preceding publnc school invdlvement in the
.educatnon of the handicapped. The second period extends to the beginning of World
. war It in lshl Th”s period saw the establishment of specsal classes and schools for
. exceptional children. The third period has two parts. From the end of world‘uar M
s in 1945 to the mid-sixties, special services for such children grew tremendously.
Then special classes for special children began‘to”be questioned{ resulting in the
. - n. . .‘._‘ *"'ﬂ 4
current interest in mainstreaming. N - )

+
* + v -

LY . =
"« The’Sixteenth Century to about 1875 . ..

* ALY

4

- Special ‘education is fairly recent. Hewett (1974) pointed out that, from man's

eartiest' beginnings, individuais who were diffeglnt  have been “destroyed, tortured,
.o exoricised, sterilized, |gnored, exjled, exploited, and even considered divine',
d {p. 9). Very few and largely inadequate instntutlonal facilities for the, handncapped

exceptional

were established before the sixteenth centg;y

Special education for

children is a recent phenomenon.

As parents of exceptional children look back today

on the hnstory of educational ‘neglect of the handJcapped, they find it difficult to
'_ ? believe that the so-pannfully won achievement of specnal classes is' today under

4

serious attack in the rname of mannstceamnng.
. Careful and crrtlcal examnnatnon of.the historical. t?ends in the educatnon of

_the handicapped permits a greatér and more sympathet ¢ understanding of t?eqzegsons
g for the controversy about majnstreamsng téday . ‘ '

The instttutnon was the prevalent "form of, treatment for exceptional persons
‘From the sixteenth century on, there was

. prior to the nineteenth century




" ' L
4 ' L4 . ) .i At
O‘ .
: R Y .
' ) ' ‘ a - L4
) considerable growth in the number of institutions established to care for the men-.
. tallg i, (Previohsly, monasteries and prisonithad been the-principal keepers of

the mentally handicapped). S$an Hlpolito, built by Bernardino Alvares in Mexico, in*

1566, was the first such institution established in the Americas. 1ts closest coup-

terpart in what became the United States was, the Pennsylvania Hospital, established
¥

by Benjamin Franklin in 1756. However, thig hospital was not totally committed to, -

the treatment of the mentally ill;. the first asylum in the colonies exclusive1y de-

L]

voted to the mentally |II ‘was, establ:shed\ln wnllnamsburg, Virginia, in 1?33

But

tter than their predecessors, the penal inq}I-f

these early institufions’ were little

b
tutions, and mental patients were tre/ﬁed more like animals than human beings (Cole-

v

man & Braen, 1972).

*

bl

L3

]

. Jhe eighteenth century stands out as a traﬁsitional period for the handicapped‘

An educatnonai view toward the handlcapped was encouraged by ‘the teachings of Locke.
1963)}. Diderot, in 1749, .
also claimed that the blind could benefut from educathon, and he ‘promoted the |dea

~

who advocated sensory experience in learnlhg (Prttchard

;ﬁﬁ?“: that the blind could be taught to read by touch (Durant & Durant, 1965). The French
o ¥ Revoluatnon (1789) was also responsnb]e for the emergengi of a more hamanitarlan view
ﬁi‘ .toward the handicapped. |In 1792 Phnlluppe Pinel was made phys:c:an-:n ch:ef of the
Qi;%g, Bndgtre and, Iater, the Salpetrnere, two prominent mental hospitals 7in Parus durnng
@wﬁﬁ . this period. Pinel believed that the,mentaljy i1) were sick individuals who Je-
“n¢f: "served humanitarian care (Zilboorg & Henry, 1941). The role of the special educator

was alsd establlshedfat this time.

Va]entlne Hauy establ:shed a school for the blind

in France and used embossed print to teach them to read.

He beljeved that the blind

could proflt from an educatlon and therefore should be educated (wallin, 1955).

) America also felt the humanitarian vnews |nsp1red by the French Revolutioh.
Benjamin Rush, known as the father of American p%ychnatry and associated with the
Pennsylvania Hospital, advocated better treatment of the mentaII§ i1l in 1783, How-

e . . ) P . . : .
edgr, his treatise, Medical Inquiries and Observation Upon Diseases of the Mind,

published in 1812, was mot totally devoid of the established beliefs intastroiogy,
«bloodletting, and purgatives (Coleman & Bragn; 1972},

Although some progfess had been made toward humanitarian card of the handi-
ighteenth
A medlcaI student, writing in 1796 at the New York hospltal. noted that
mental patients were kept in cells |n the EEIIar of the hoepltal and that straight
1941},
century, more progress had heeq rade For blind and- deaf children than for physically

capped, humanitarianism was not a prevalent at!itud% at the close of. th

century.

~_Jackets and chains were not uncommon (Russell By the close of the e:ghteenth

or mentally handicapped ch:ldren The phys:cally handicapped, retarded, and dis-

+ turbed were st:ll Iargely viéwed as examples of divine’ displeasure. * Furthermore,
all forms of retardatton“were hot noticeable at a_time Lhen few individuals could,
read and write. 1t was only when generaloeducation was widely accepted that the

retarded stood out (Pritchard, 1963).

humanitarian care and education began to emerge slowly, but fear, supersfntntnon, and

- -2628 o . Lo~

The eighteenth eentﬁry, then, was a time when
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ZhOSti!ltY were still grevaJent Much still needed to be done. , But the stage was set

for the emergence of’ speC|aP‘eddCét|0n in the nineteenth century (Hewett, 19Z4}.

~ "The naneteenth century. has Ueen viewed as.a landmark in the history, of special
educat:on a It was during this century that Jean- ﬁarc Gaspard Itard, a physic:an in
Parls, wor ked wlth the "wild hoy" of Aveyron--a boy about 12 years of age who was .
found in 1799 in the forest of Aveyron in Southern France, where he had. lived most of
his Life as e‘prnmltlve forest creature (Hewett, 1974)}. ° |tard believed that the boy,
whom he e;med Victor, had been abandoned at the age oflz‘pr 3 (Coleman & éraen,

1972). Victor's animal-like behavior, ltard felt, was due to deprivat}on of contact

with other humans and,'therefore, that human contact and intensive training would en-
ab1e4Victor to become normal. Having ﬁb'Erecedent upon which' to mode] a program of
treatmenE'for Victor;'ltérd deveToped his own, haseg-on several principles: {a) that
human contact is nécessary for normal deVelopment; (b} that imitation is the learning
force behind the education of the semses; and (¢} that there exists in all human

beings a continuous relation between needs aqd ideas so that mental capacities grow'

to meet the needs of the individual (Coleman 3 Braen, 1972). Itard worked with
Vigtor for years fo develop his senses, |ptellectual functions, and emotlonal facul-
ties (Hewettf IB?#)

ttard's.methods have since had cons:derable tnfluence on the education of ex-
ceptiondl children. Itard employed training materials to enable.-Victor to discrimi;
nate |n the.areas of touch, smel\, and other senses He employed language technnques,
such as assoclatnng words w:th their obJects He also employed imitation and model:ng
as techniques to teach Vlctqr Qe5|red social behaviors (Coleman & Braen, 1972). |
Itard’s work was instrumental in promulgating the belief that education and training
can alter behavior. Through the appropriate training procedures, Itard dehonserated
that levels of functioning could be improved (Hewett, I97H): '
. Itard's work had an immediate impact on spécial education in the ninteenth
century it was instrumental, in the 1830s in stimuléiiﬁg the teaching of the re-

tarded at the Bicltre and the- Salpetfnere (Dol1, 1962). More important, it led to o

the accompl:shments of Edouard Segu:n, Ita?d s student, One of the most s:gnif:cant{
edchtors of 'the mentally deficient. His prdgram of education focused on the physi-
cal, |ntellectual, aLd moral development of the child. Seguin emphas ized the &9&31 )
person Nhereas Itard tended to view sensory eXpernence as an end in itself, Seguin
saw that sensory expernence must be fused wnth mental processes Seguin was success-
ful in deveIOpnng techniques and materials for teaching purposes, for example ‘music
training to develop controlled behavior and matchnng techniques for syibol recogni-
tion (Talbot, 1967) . ‘
Séguin came to the United States in 1352 because of his dissatisfaction with the

French government. Soon after, he became involved with Espgrams.jor the mentally
handicapped. In 1854, he saw the dedication of a school built expressly for the
mental ly handicapped. idhe New York Instiitution at Syracuse developeg its program

-~
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. for the education of the retardéd (Hoffman, 19?4)

£
e

Between.IGSﬁ and his death in 1880, Seguin
worked constantly in behalf of mentally retgrded children.

Fl

along the lines eSpoused by Sequin.
Today's interest in the
relation between sensory deprivatign and human Jearnnng was Tirst voiced by Seguin

who felt that the maintenance of sensory stimulation is necessary fof retarded indi-
v:duals._ Seguin's hope was that through proper and con5|§xpnt training the retarded

would become normai functioning human beings-(Talbot, 1967).

-

In addition to the contriButions of Itard and Seguin, othey strides were made in '

the education of the. handicapped during the nineteenth century. A young student in

the Paris school for the blind, Louis Branlle deveIOped in 1829 a system of communi-
cation for the blind from a military code This code, which Iater became known as
braille, was.then referred to as sonography (Robbin, 1955). .}t was also at this time
that society stopped considering handicapped children as the Almighty's judgments X
Blind, physi-_

The

and, instead, began paylng attention to their needs (Reynolds, 1975) .
cally handlcapped. and mentally defectlve children had been abused by socuety
1963) .

A few individuals--Horace Mann, Samuel GFidley Howe, and Dorothea Dix--became

need for thelr education could no longer be ignored .(Pritchard,

the spokesmen for the retardéed and socially maladjusted in the United States during
the early nineteenth century. .It was at thisotime tod, in 1817, that Revereqd
Thomas Gallaudet began his program to edugate the deaf in ConnecticOt. The years
between~1817 and 1850 were filled with' activities in behalf of handieapped children.
Inspired by Mann, -Howe, and Dix, schools for the blind, deaf, and mentally retarded

Perkins Institution was founded in 1829 and the Massachusetts

were established.
School for the Blind in 1832 Ln;@.ckshank 1967). oo
Other major developments for the handlcapped dccurred during this era. In 1818,
the American Asylum for the Deaf and Ddmb in Hartford, Connecticut, began to provide
the first education for the Feebleminded in'America The first school totally de-
vated to the feebleminded was openéd in Barre, Massachusetts, in 1848 by H. B, wllbur.
1ts immediate succesgor was establ:shed near Albany, New York, as an experiuent by
1940), 1df 1846, due to the work of Howe, who was then

a member of the Massachusetts State Legrslature, the state of Hassachusetts appro-

the state Iegnslature (Heck ,

_priated about $2500 per year for a three*year period for the education of retarded
" children:

the first state-supported program for mentaLIy retarded children’in Ameri-
Within 15
years, several states in the Northeast and New England (Dhio, 183?; Connecticut,
1858; Penhsylvania, 1859; Kentucky, 18603 and |1linois, 1865) established programs
Even the fate of the mentally i}l

ca. 1In 1851, the Massachusetts school for the feebleminded was founded.

began to look br:ghter at this time. Charcot and Burnheim in France-began to place

much importance on the role, of psycholog}cal factors and the inner life of the mental .’

patient. This view enjoyed even greater’ prom!nénce somewhat later through the con-

tributions of Janet and Freud (Zilboorg & Henry, 19841). . -

_The contributions ofVOOrothea Dix durnng the nineteenth centuri cannot be

*
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overlooked. She was @ retired school teacher who, in 1841, began to teach female

‘prisoners on $findays. These interactions acquaintel her with ho:fitions prevalent in

jails, almhouses, and asylums. In 1848, she wrote that she had Seen
i more than 9000 idiots,‘epileptics and insane in thg United —f’a\h‘
. States, destitute of appropriate care and.protection..,
bound with galling chains, bowed beneath fetters and heavy, i

g iron balls attached to drag chains, lacerated with ropes,
. scourged by rods and terrified bengath storms of cruel blows;
+  now subject to jibes and scorn and torturing tricks; now
. . abandoned to the most outragecus-viclations. (Zilboorg &
Henry, l9h|, PP . 583 584)

These findings lnSplred 0ix to carry on a vigorous cahpaign between 1841 and
1881. that culninaged in the raising of millions of dollars to)build suitable hospi-=.
tals for the mentally il11. She opened two large‘institutions in Canada and reformed
the ;;ylum system in Scotland. Her record of establishing 32 modqfn mental hospitals
was an astonishing feat, considering that at that time ignorance and superstition
pervqﬂgj the field of menti} health (Coleman & Braen, 19?2\. She had to overcome the

antiquated, ignorant, andscallous public policy that permeated mental health. As
CDaniel Tuke of England then wrote, socliety was slow to treat aqﬁ rehabilitate the
‘mentally 1), rather than shut them out (Zilboorg & Henry, T941). - .
During the middle decade of the nineteenth century in America, however, educa-
tors felt that environmental féctors such as adequate diet, health, train?ng, and
* ‘education cduld offset the detrihental ﬁnflueng?s that had resulted in retardation.
Thius, education for the retarded took on a more optimistic note (Hoffman, 1974).  As
" beutsch (1949) observed, the institutions for the retarded tended to be educational
- and not custodial in nature. It was generally bel:eved that the retarded could be
. restored to the general commun i ty thr0ugh education. . a
Most instituytions and state facilities for the socnally maladjusted were s:tu—
‘ated in the country. The city was still viewed as corrupt, as the breeder of crrmes‘
and those who commit crimes--the socially deviant. This anti-urban Sentiment, ‘an

ancient tradigion, is part of the agrarian myth. American romantics strongly felt
that the city produced delinquency and antisocial behavior (Hoffman, 1974; Letch-

N _ worth, IBQ}). In his analysis of the agrariansmyth, Hofstadter (1955) quoted a

characteristic view of the city that was prevalent in the ningteenth century:
L

the city crushes, enslaves, and ruins so many thousands
of ¢ur young men who are {nsensibly made victims of
dissipation, of reckless speculdtion, and of ultimate >
crime. (p. 33) :
Fuy ' - *

) Y .
+ -The populace believed, said Mofstadter, that youth who migrated from thé country
‘to the city were headed fok vice and poverty. The first state educational facility

for. socially maladjusted youth was opened in 1846 iﬁtwestbd?ough,_Haésachusetts, on

the prefiise that c0unt(y:style-lrving and tradifjonai famjly ypbringing would achieve

L]

better results ip refbrming these children. As a reSu]t,’Subsequent institutions,

4
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' the ningteenth and beﬁinﬁing of the gweniieth centuries saw the spread of both com* '

i J .
even for the retardigjryere mode led after the Westborough facrltty '*(Hoffmant 1974;
Metchworth, 1876). o . =
Although the need for education and training of the exceptional began to be )
recogn:zed in the nlneteenthfcentury and fnst:tutuonal fac:lltles for the handicapped .
were increasing in numbers, much yet had to be accompllshed in terms of special educa-
tYOn for.all exceptional, cgjldren. There werg‘too few such facilities for the handi- -

. capped; the facilities Fvailableahpre located far from the mainstream of society and,

' therefore, were not easily accessibie to,the'persons who needed them most.. Located.

far away from pouJated centers, the institutional facilities were easily forgotten,
As time passed, the kind and qua]:ty'éf the services that exceptlonal |nd|vnduals

received were poor, The ¢country=style.dnstitutiops and emphasns on famlly ltilng ;

/

The per:od that followed from the last quarter of the nineteenth ceptury t?
on

began fo give way to unadequate custodipl care., . 3

World War 11, was not mach better and, in some cases, progress in special educat
for the handicapped Jas hundered. Thus it appéars that fér centuries the exceptional
were largely negldctéd, mis;reated; or provided with inadequate or a minimum of ,care.

Little thatjtan be called education was pnowideﬁ for these children,

- £l - ¢

The Years 1875-1941 . '

.

During this period beginning in the Iast quarter of the hineteenth century,
special education classes were establ:shed largely as a result of campulsory #duca~
tion. With the advent of compulsory, educet:on, ch:ldren with handicaps werg forced
\}d\istend school , * Edu ators in the public schools, undble to handle the exceptlonal .
chri

-available for these ydupgsters, began a movement for the establishment of gpecial

ren arclvlng in record numbers and.realizing that no spe5|al provisions were-

classes, Special cldsses came about, then, not for humanitarian reaéons but begaﬁse
exceptional children werd upwanted in the regular public school classroom. .Feelings
againgé nginﬁtreaminé, that is, placing Exceptional children iﬁ regular classrooms,
were strong.- ) - ’ ‘

v I'n light of the current centroversysabout mainstreaming, we need to co;sider why
special classes were instituted in the first place. This period of history reveals.

the answer. It as refevant to the present sntuation in special education, Should
exceptiongl children continue to be malnsureamed.into regu]ar classes, as at present, .
only to.discover that tpes; children are .unwanted there? .Or is our society now so -
different‘that we, cannot jastify comparison? and, therefore, can safe]y assume that

the hand4capped will be acceptea‘ﬁnd receive the most effective education in the

regular classrooms _of public schqp?s? \Nguggq\better arrive at answers to such ques~
tions after car ful cons’ideration of history: . ‘

As early as FBOS, thg fegljng was expressed that specual educafion classes came "

- about largely becadﬁgtof the compulsory attendance~laws (Beli, 1909).° The -end of
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IB@({; Hoffman, 1974).] From the last quarter of the nineteenth century to
‘World War 1!, the school took on the form that characterizes it today. The school ..

(Gossard,

became an integral part of American society; it wds theorgtically responsible for the
Americanization of soclety, particularly of thase immigrants who came_ to the United °
Hoffman,'lg?ﬁ)-l

As early as 1753, Franklin had proﬁosed that Americanization be an established

States in vast numbers during ‘this immigration era (Curti, 1971;
policy of education. He conceived of education’ as!% mechanism of societal control.
Franklin said that the preservation "of our language and even of our government' was

precarlouatuﬂess English-controlled schools were established among the German peop]e
in America (Curtl, 197, p. 39).

elementary education in 1903, wrote that elementary education shéuld be designed o

William T. Harrls, who advocated compulsory

provide the child w:th Jthe tools "to apprecuate the common stock of ideas and cul-
tural values that governed the social organization and cuvulnzatlon df which he was
a part" (Curtl, 1971, p. 315).
Gouthern and Eastern Europe Amerucanlzatlon too on a SpeCaal 5|gn|f|cance .The !

_With the advent, of the 1nf1ux of imnigrants from

.Commussuoner of Education in 1870 wrote that with the influx of immigrants there was
a greater tendency in America for the newcomers to be blamed for corruption: there
L owas,’ therefore, support for asSigning responsibility for Amerlcanlzatlon to the
schools (Curtl, 1971).
The new imnii grants congrega{ed in self contained neighborhoods iA the cities

- ™

trynng 10 preserve their cultural heritages and customs. Their contrast with older

Americans was marked. Reactions included thoip typified by Professor P. Cdbberly of
Stanford, a staunch supporter of Americanization' of the |mm|grant he belleved that
othe immigrantslidid not possess the Anglo-Teutonic notions of lay, order, and govern' ‘
ment which they and their childsen needed for proper assimiletion {Cremin, 1961).

As a result, teachers were delegated the tesponsibility of Americanizing the immi-

grants (Curti, 1971).

The immigrants were perceived as a threat .to American society

and Americanization was America’s response.

tt took the form of compulsory educa-

,
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tian. As Hoffman (1970) alleged, )
the huge jinflux of foreign-speaking-immigrant; with thelr .
. children provoked a societal effort to maintain stability,
. which was a primary factor in the enactment and enforcement
of compu]sory school attendance laws....{p. 53) o . .
s By 1860, at Ieast half of the natuon s children were receiving some form of
education. Massachusetts, New York, and Pennsylvania already had elementary 5chools

wldely available and they were expand:rh their educational programs to include the

secondary level Between 1852 and 1918, all the states passed compulsory attendance -

laws. Mississippi was the last to.pass such laws (Cremnn, I96|) Until recently,’

Mississippi's populatuon was more than 50 percent black, and the State has never .

A
#

1This discussion, like those jt summarizes, is regtr:cted to white ﬂmer:cans and ‘
immigrants., . .

v - A
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attracted Ia;ge numberéﬁaf Ea;tkrﬁ or Southern European immigrants.

' It was alse around this time that special education classes for the handi capped
began to be established. Compulsory school attendance led te the deveIOpment of T
special education classes. ‘'‘Doubtless there is some relatuon.' notgd Gossard (1940),
“between the fact that in 1853 Massachusetts.passed a compulsery attendance school

. law and that in 1860 ungraded? classes were established in Boston" (p. 83). Study
of the annual reporty revealed that special classes were considered to be a response
to problems raised by the n;w compulsory school attendance }aws {6ossard, 1940). 1In
1909, the superintendﬁnt of Baltimore schools wrote,

Under the operation of school attendance law$, instead of n ’ N
easily getting rid of dullards and laggards, as we.too often ) -

formerly did, we are undertaking to hold them and teach them;

and it is an easy probiem to discover who they are, for they -~ )

force themselves upen our attention. We cannot Ee ignorant
of their presence. (Gossard, lsho, p. 16) . \ ‘

Ls

Similar views were expressed by Bell (1909) - - C _ -
Later, Hoffman (]9?#) noted this same relatuon between compulsory schéel atten-

. ‘ dance and the establushment of special classes He atgted that compulsory school
attendance brought an increasing number of ‘individuals into the schools which the )
regular classroont could not handle. Handicapped chil&ren'who for “various reasons' )
had previously bten eliminated from schools could no Iongec be disregarded (Cremin,

.- *19%]; Heck, 1940). - - T
' The beginning of special education thus had its roets in the nineteenth century. .
As Dottt {1962) noted, many points of view concerﬁiag the education of exceptional
?5‘\\ chilhrén hefe expressed in one ford or another during the nineteenth century. Be-
tween 1818 and.1894, residential schools for the mentaily retarded and other handi -
capped individuals proliferated. State respohsibility, both public and private, for

"the care of the mentally retarded appg&fed by 20, and special CI;sses for the men-

takly or socially deviant also begén during the 1890s." Developmental éoncgﬁts, .
individualization of instruction, and gainful employment for the mildly retarded

were all considered during this period (Hewett: 1974) . s ‘

However, by the end of the nineteenth century, growing pessimism begén te
shadow special educat ion. InstitgtionSafoundgd to educate and treat their handi-
capped, charges began to be more simply custedial. Katz (196§) believed that this
transformation resulted from the bureaucratiza}ion of these facf]igﬁes. As they
expanded and grew, they began to be governed by .wardens and assistants who were
unable to maintain Ehe warmth and.family-style atmosph;re .that had‘charactefiged many
of these institutions when they were smaller. It was also at this time that educa-

) tors came to the realization that training retarded lnduviduals was. not. goung to

.result in their normalcy (Dunn, 1963). . . ‘

2The term 'ungraded classes' was given to special classes .at that tume Ungraded
.¢lasses included some or all-types of backwafd children (Gossard, 1940),

et . ’
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This pessimism was spurred particularly by the popularﬁiy of Darwinist thought.

Henry H. Goddard, an advocate of Darwinist thOught, had considerable lmpact*on
special education. During the First two decades of the twentieth century, he was a *
leading figure‘in special education. Goddard was cpnsudered to be dlstanU|shed

scientist, author, and teacher ([rvune, 1971) .+ He espoused "Spencer's view that the

inferior members of society posed a threat to the welfﬁre of the human race. God-
dard’s The Kallikak Family.portrayed the Feebleminded as.a menace to society (Dol), -

2 1962). . He_stated that a number oF the ancestors of mentally defective individuals
he had'traced were cfiminals,.prostitutes, and-paupers. Becaude of this book, a wave "
an alaro concerning the mentally defective spfead throughout the country (Hewett,
. 1974). The impact of these vieys on the mentally retarded and behavjorally deviant
child was condiderable. Professionals and laymen alike began to view these handi-
. capped individuals with’”repugnance and alarm rather tth sympathy or benevolence®
{HoFFman, 1974, p. 55’. Furthermore, in the treatment and cdre of the handrcapped,.

+1] i
“innate deficiences were emphasized.

. *

Concurrghtly with these developments, residential, facilities for the mentally
retarded and behaviorally deviant continued to be established. -By the 1870s, 10

more residential schools had been established for the dea?»and blind. Up through
. %£1920, ‘every state or Eerrutory w&\;ﬁ was -to become a. state established some "kind
of residential Facility For handicapped children (Cruucksbank 1967). - -

However, resldentral Facilities dld_not altogether escape the pessijsm of the
day. ?articularly'after the Darwinist mood swept the colntry; these institutions,
located miles outside the clities ywere easily ignored‘(Croickshankt 1967). Their
quality and purpose deteriorated raoidly. The children placed in the Facilities were
far removed From their families; there was insufficient staffF; the staff was inade-
quately trained; and the facilities were too small and too Few to accommodate the ’ -
nd&bers of handicapped children who needed them (Reynolds, 1975).

Although the résidential Faculitres appeared.less than inspiring at this time,
the development of public day schools and classes looked gore and more promising.
Not only did compulsory school attendance Jaws lead to the establlshment of public
spec;al classes and’schools, but more handlcapped ‘children than ever before were to
be found in the cities. As a result, parents and educators soqght to keep their
handicapped youth within their communltles This pressure gccurred because of ]Hl K
creases in local populations; large cities made‘it difFicult for parents to visit

ithélr handicapped childfen; and Follownng Goddard’s COntrlbUtlon to the concept of
individual diFFerences, proFessronals In the field of exceptlonalrty began to recog-
nize the practrcaluty and ﬂeasabulrty of homogensous groupings which could be accom-
plished through the medium of special schools or claBSes.,‘The concept=of classifi-
cation took ‘hold, in particular, between ngO:and‘l930 (Cruickshank, 1967). "\

Tne special classes were taught For the gps;'part by teachers who had been
trained‘in residential Facilities. Gallaudet College began trélhiag teachers For the
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" schools was very stow during the first half of tha twent i century, that those pro-

were often ostrac:zed by the rest of the school; and tha;h?he Iabels used to classn

. r N . ¢

deaf in 1890 and the Vineland Training School in New Jersey began training teachers

of retarded chnldren in 1904 (Reynolds, 1975}. In 195! 222 cities feported having
c]asses for backward and mentally defective ch:ldren By. 1913, the number had f:se

to ghB by 1914, at . Ieast 300 cities of 10,000 populat|on and greater had.organlzed
classas for subnormal ch:ldren (Heck, 1940). In 1869 Bos ton was the ftrst c:ty'yo ’
educate its own deaf, the Horace Mann School was organized. " |n 1875, Ch|cago did the
same. In 1907, Wisconsin became the first state to pass & day school law fon “tHe
deaf. In 1896, Chicago became the first city to estahlnsh a cIaSs for the b11nd
{Heck, .194D}. g Y . ' e,

Numerots other classes were establiﬂ{:; The success of the program |n Ch:cago‘

encouraged other cities to follow suit. As a result, classes wepe organ:fed :p
Cincinnati (1906), Milwaukee (1907}, Cle and, Nek, York, "and Racsne wnscogsln .
(1909); 22 cities reported such classes by 1926-27. As ear]y as 1876, Cieveiand had

a school for rncorr:g:bles, 16 years Iater, in 1892 Chrcago repor ted having a class
for delnnquents Classes of this nature were Begun in PrDV|dence (189}) New York
(1895}, Indianapolis, Philadelphia, and Newark New Jersey (1898), By 1937‘ 45 ” L.
cities reported having classes for such pupils (Heck I9h0) Provisions'%or crlppIEd
chl]dreﬁ’were made mach Iater than For other handicapping conthnons. 1t was got ’
cuntil after 1920 that programs were organi zed in the form of decentral:zed hospnta]-
schqol Fac|I|t|es, diagnostic cen&ers, and Iocalcllnlcs (Cruicksﬁahk, 1967) !

Reynolds (19750 stated that the establ:shment of apec:al classes in the pubtic

grams that were ad3h1able served handncapped ch:ldren for.only a minfmal numi/; of
years; that admrsslod§ cr|ter1a exc Juded many_ handlcapbed chrldren, that ‘spc pro=" &

grams were merely tolerated. that the children and teachers ass|gned to these classes

fy these children soon took on derogatory overtones. . .. - 4 -
"In programs for exceptlonal chlldren, Iltrle rga_ progress was made.  Instead,

progress seemed to be more in research and the development of educatronél pr|nc|ples

For the hand:capped Dr. Harsa Hontessor:, during the Iast decpde of ghe nineteenth’

century, tranglated and modifned the methods and materials dnscussed in Segunn 5, )

book, Idiocy and its Treatment El the Physno&ﬁgsca#{ﬂethod She first applned her
method to the mentally retarded. However, hcr' rk was not’ wei] received in the

United‘States at this time because of the pessimism the country A periencnng .

abodt .the mentally deficient She extended her methods to r ‘al c n. It was

Seguin had promoted (Dunn, 1963), Alexander Graham Be]l ith his j vention of the

telephone in the latter part of the ninetgenth century, opened

—




Research’in the education of the handicapped progressed. W. E. Gernald, Ip
1894, developed programs for use with severe mental deficiéncies that included speci-
fic schedules for self help skills; the use of utensils; donestic work; rhythmlc _

tra;nlng, games; and outlngs. The concept of job analysis was first applied to the
training of mental defecti;es by Buhl in 192B. His concept of curriculum was divided
into curriculum, seif-help, occupation, physical and mental achievement, and recrea-
tion; he_further subdfvided these categories into the respectiv? agtivitF6§ and
specific tasks required for accomplishing each. The first vocational program was
initiated in 1882 by Stewart at the Kentucky Institution. 1In 1922, Vanuxem used _
individual and group discussion, prometion of esprit de corps, and competition to -
train adult retardates in greater responsibility. He aimed the growth of initia=
' The concept of dif-
She fett—that—those

individuals with sensery and mptor defects could best be educated in the public

tiﬁe, leadership, and self control as.a result of hi methods.

ferential p]acement was fjrﬁt”guggested by Baqcréft ¥ 1901.

schdols;'those with an underdeveldped “faculty' could best receive restorative train-
ing in small schools; and tHose with innate deficiencies could best be trained in .
custodjal institutions. ' - ‘ *
"The concept of diagnoatic teaching was first posited in Neq York by Farrel. She
v,iewed men;al deficienty in terms of phys;cal and mental defects and adspcated that
teachers should first diagnose the learning defects and then apply the appropriate

methods

§. Morgan in IBI&

Practical exercnses for specific mental faculties were presep&ed by Barbara

o .
The concept of remedial education was advocated by Whipple in

- 1935 and Brueckqer in 1931, A speclal educatlpn curriculum was put forth by Ander-

son_in 1917.

She cutlined different aoals for imbeciles ‘and morons at three basic

kindergarten, departmental.

trade.

Functional analysis was

levels of instruction:

approached by Werner and Strauss in 1930s. Their work gave rise to teachina methods

for the brain-iniured child based on an individual and analytical approach. Inqram s
. book in 1935, Education of the Slow-Learning Child, stressgd the |mportance,pf learn-

ing and development.

In planning 8 curriculum, Ingram emphasized physlcal, sociatl,

and emoticnal developmental 1

the chilkd's experiences in home, s¢hool ,.and

community. The program of eduCatlng the Yural retarded was Hiscussed by Gesseii in
his handbook t6 guide regular teachers in[1918 {poll, 1967) .

The impact of mental testing on the field of mental retardation was consider-
able. Mental testing, as pioneered,by Binet and Sfmon, established'a means by which
intelligence could be evaluated for diagnostic, classification, and planning purz
poses. Terman’§ development of the:intelligence quotient was used to determine the
.degree of mental retardation qnd to ciassify the retarded. Numerous tests folléwe?r
the work pioneered by these men (Levinson, 1952) . '

The influence of Darwlnlst thought on. the American mind was 5|gn|f1cant during
this period; whatever progress was made in SpeC|a|/£ducatI0n was overshadowed by the

fear instil%ed in the pepulace by |nterpreters of Darwin and Spencer, such as Goddard

E b '
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and others. Althoudh fear ani superstition‘regarding the mentally defective had
begun to be supplanted'by understanding, educatfon, and treatmert, during this time
- when Darwinist thought was prominent, America regréssed to the earlier position /r-
regareing tne mentally defective. John Highamr 971) stated that by 1910, eugeni-
cists had caught the publlc s attentlon To, the eugenicists, |mmigrar|0n raised *
biclogical questions. American psychlatrlsts \ETe quite “dlsturbed at themumber of
_hereditary mental defectives supposedly pouring into the country' (Higham, 1971, p. .
i51}). The fear thus provoked cannof be underestimated. Johnstone (Bell, 1909) ex-'
’ ] pressed this concerﬂLghen he said that permanent custodial care for the feebleminded
." o erative since it was transmissible frOm generation to generation. This feel-
) ing hcn?ered the progress which had begq? t6 be ma@e In‘the educatnonﬁof the handi-

’

. capped.

.
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S¢ill, special classes, once established, proliferated rapidly; they were recog-
> nizeJ for their practicality in providing homogeneous groupings. Teacher-preparation
programs for children ass:gned to homogeneous special classes were establlshed %nd
much work,and effort were expended on methods apd materials geared to the speC|aI /
chifﬁ in the special class setting. . ,

What the regular classroom was perceived as incapable of doing, tbe Specta!
class pr0ved it.could do, better and more efficuently--educate the exceptnonpl The
growth and success of speC|al classes were curtailed only by the pessumlsm spurred
by Darwanfst thought. Had ag.factor together with the ensunng wars not been pre=

¢ seént,.we can oniy imagine how much more advanced special educatron would be today.
It _was belleved back then that special classes prOUlded the best selution to the
education of the handlcapped lt;remanns to'be seen whether the present movement

’

toward mainstreaming will arrive'at. the same conclusion, .

’

. From World war AdI to the Present

FROM WORLO WAR 11 TO THE MID-1960s
1 . x

- # ] ) N
Further progress in special education was delayed by the Depression and World
War !1 tHewett, 1974). However, by the end of the 1940s a number of states had
# organized programs Jn the public schools for handicapped children. Teacher-training

prograqf were |ncreas|ng in number. Tnls upsurge really gained momentum during the
late 19505 and the 1960s as the federal government intervened in the care and treat-
meft of the handicapped and grants were provided to state and local schoo] districts
for the education of handicapped ;hildren (Reynolds, ]9?5) The demands of parents
and parent groups, who believed in the viability of the special class, were being
! . feJt.- . P ‘ }
' Funding provided an impetus for research in menteﬁ'retardation. it resulted in
" renewed, efforts fn anatomical and biochemical research, research in sensory depri-
vation, renewed fnterest in the severely retarded, vacationally trainable, brain-

injured, and.increased cooperation among parents, the publtc proféssionals in *

L
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exceptionality, and adminisinators fHewett, 1974). A study @epo?ted in Januarg 1948
revealed that in cities with a population of 25,000 and over, public schools were )
. admitting handicapped children with 1Qs below 50. Because of parental pressure, . ‘
'  educators who had at one time been opposed to educating exceptEOnal children were
now giving in (Mallin, 1958). } . e
. a . * - . -

More than at any other time, this period saw the greatest advances in special
,educagr/n Tn the numbers of exceptional chitdren served, numbers of programs estabg
/}5h/ﬂ fof handicapped chlldren, and monies appropriated for Funding programs, re-
. ‘;: search, and teacher- tralnlng programs 1t-was during this period, noted Reyno?ds
(1975), that _programs fFor, except:onal children were really dﬂnlt into the schools .
Arthough special programs declined durlng World Mar 11, the actual numbers. began
r : |ncrea5|ng steadily after 1948: from I?,OOO programs, to 213,000 programs (lgsg) to
390,000 programs (1963) (Farber,. 1968): :n_lénq, Mackie (1965) reported that the
» population in speclal classes was h42,000; Tn 1963, the population was reported to be
1,666,000. ' ' o
Huch of this‘increase in number of chrlqren served can be attributed to parents:
~JZhe year 1940 marked the beginning of parentél,action in behalfi of exceptional chil-
dren. Initiakly, parental groups worked slowly. Parental groups began with an

advertisement in the Nen York Times: parents of a cenebral palsied child |nqy|r
whether other such parents wouild get in touch.with them. This Feeler eveptually re-
' - sulted in the formation of the New York State Cerebral PaI;y Association (Cruick-
o« shank, 1967). Since then, 2 number of powerful organizations have been. created )
. _througgbut the tnited State% to represeﬁi most areas of exceptionality.. They have
.. been |n5trumental in the establishment of programs and the passing of Federal and . .
state Iegnslatnon In addition, parental organ:zatnons ‘and parents of minority
group children have joined Forces in séeking assistance to reduce the overrepresen-
tation of minority children in classes for the mentally and beQaviorally handicapped
. {Reynolds, 19?5) Parental organnzat:ons have had thelr greatest impact on state
.b . leguslatures, Ibcal{school borads, and Congress. The naflO?aI program of , research
(initiated in 1956) under the duspices of the Department qﬁhyealth Educatnon and .
Welfare came about because of parental group pressures(Cruickshank, 196?)

_ The recent expan5|on of services for the handucapped can Iargely be explained .
by recent federal Ieglslatnon Legislative acts, such as Kennedy s signing in 1963 ¢ )
of the Mental Retardation Facilities Act, which approprLated aver $50 mlllnon for the
edugation of the handicapped, the establishment of the Dnvisnon of Handicapped Chnl- "9
dren and Youth under the Offlce of Educatlon, the approprlaqjon of $l| mllllOn durlng <o
-1964-65. For schalarships and fel)owships For prospectuve teachers, supervnsorsd ) M
college’ teachers, and researchers of the handucapped {Connor, IBGh) have.made jt -

quite chviocus that the role of federal leguslat:on in thewcement of special &

Fl +
-

education has been unsurpassed by. any ather single Factor
®  Much of the Federal Iegns]atlon for the handicapped was passed beqneen 195? ?nérMM“ —

- - + .
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1967. The COOpPrafive RﬁﬁZa;ch Act, P.L. 83-531, appgopriaﬁed*$6?§m000 for research
on the mentallyl retarded; it was the first step by Congress toferd aid for handi- n
capped chiidrer since support for Ghllaudet College in 1864, Several bills were
. passed to Fra?ﬁ professional personnel in the area of the handicapped (P.L.'351926?}

P.L. 86-158; P.L. 88-164, Section 301; P.L. 89-105). * Similar bills were passed which,

allocated funds for research on the education of the handicapped (P.L. B8-164, :
Section 302; PJL.°89-105), “The Education of ‘the Handicapped Act; P.L, 89-750, " )
provided wopi€s to states for pre-school, elementary, and secondary school childreﬁ?\k‘ 3

4

it also set % the National Advisery Committee and Bureau of Educati&n for the Handi-
capped. The Hental' Retardation Anendments of the 196? Act %L 90 170), in addition
- to aIIOCat:qg/Tﬁﬁas for personnel, provided fbr research in the area of physical , e

educaiion and recreation for the handicapped. '
Partly due to the, impetus provided at thé federal level, states began to |nitt'

até special education- legislatiad alse. Gilmore (19§6) notéd that after Montana
enacted such a law in 1355, 48 ather states fol lowed smt, making provusnons either
in the form of advisory or fimancial state assistance. In 46 of these stategsuch

- aggistance meant game reimbursement fc::l‘l expenses incurred by l;l.'le local s'chiool
dil;icts in.providing education programs for the handicapped. R ;

In 1955, ‘the physicaily handicapped, the edu%able mentallg handicapped, the

trainable, and ‘the socially or émotionally ha!adjusted we;e provided with educational .

programs in I\Ilinoi!ls, lowa, New J{ersex,‘ﬂew York, Rhode ‘Ié‘land, Efashington.?and West

Virginia. Forty;eiéht states that'year had some provisiéns for the physical]y : .

handtcapped, educable mentally retarded were prOVIded with some care in 46 states,:

the trainable mentally retarded recenved some care in 19 States; and the socnally .

or emotnonally deviant had some prOvﬂSIOnS made for them in 15 states. As of 1956 '

30 states had permissive Iegnslatlon vhereby the local s¢hool dlstrlcts could initi-

b1

‘ate local spec:lal educatlon,prog;ams “then request fmanmal or consuifatlve asslst-

ance from the state. Mandatory legislation whereby the local districts were requured

-
.-

to provnde educational SerVIceﬁ.fOr the handicapped existed in 13 states., omb -

. nation of petfmissive ﬁ?0vusnon5 and mandatory provisions existed in § state (Gil- v
more. ~1956) , R . ‘ . PN

Te k:ep up with i:he demand, institutions of higher education init}'a/técL and . "]— .

expanded programs te g{ain teachers, professors, administrators, and-researchers in i .
spemal education. By 1949, ?? collegﬁs and universities reported sequences of
courses in special education. Within the next five-year period this flgbre héd .
increased by 45 (Cruickshank, 196?) Scholl and Milazzo (1965} "reported ‘that *In I§6h

221 colleges and universities’ had requested f:nancial assjistance from the Office of

: Educatnqn for special edgpatlon prograws. w:thrn one year. this figure‘increased by (
33, Conndr (1964) indicated that teachers, profés‘sorg‘, and sypervisors.in s’peqial
eclucatlon were jn demand more than before.‘ "One of the most important problems

teday,," repor;ed Cain (19647, “&IS] manpower and professnonal trainlng of teachers” .

Q . . ) ) - *
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fp. 211). Researchers. to add to exnstnng knowledge in specTaI eduatnon and to ‘study
present currrculum and methodologncal approaches, were also in short supply finor,
Igs‘h)q* c * . * N

-

Special education’ eXperiggggg |ts greatest growth during this time. Monies were

_H“pcreasingly available 49, megp“the demands ‘of the handicapped. However, it was
apparent that programs and servlces for the handlcapped were still needed. Because
programs were. insufficient in number to accommodate all the bandlcappeﬂ whe- needed
them, handicgpped children often §1oundered for years without attending special, edu-
cation programs. for some, instntut]ons were the only facilities open to them. Pro-

grams, for the muItIpIy handicapped pre-school-aged handicapped, autlstlc, and brain-

Jnjured were practically nbnexrstent Improvements still were needed, too, in the

qualitY of serwices. Programs varied from teacher to teacher, district to district,
state to state. The number of exigting xprograms for the handliﬁpped in.a state meant
noth;ng i terms of the quality of.services.

years, much still needed to be done if effective special educatior for all the handi-

Often they were poor. In"the confing

4
- 4

capped was to be real ized. * .o

Jt was apparent, though, that the dlscontent felt then was due not ta the quali-
ty of the special tlasses bot to the lack of a sufficient number oOf such cTasses.
+ Parents 1n partlcuIar worked «for the coninued eétablishment of such classes.

.
.
‘ a

THE uzo |9€bs TO THE PRESENT

.

-

4

The present trend in* speclal education |s toward dosqg away with the special -

ciass and maLnstreamlng except:onal chlldren in regu?ar classrooms. As alPeady in-

dicated, however, the mannstreamtng of exceptional children was attempted before bug .

failed.
classes _have not had sufficient opportun t

What Justlflcatnon is there for returning to mannylreamlng? Perhaps special. -

prove themselves. As the historical

-

Ilterature demonstrates (see prev:ous section) ‘moni es, Far research on specnal edu-

cation are relatively recent. Furthermore, there is as yel no substantial evldence

v e

to lnd:cate that malnstreaming is .the answer.

4

-

No wonder there is so much concern

4

P
over the abalition of sﬁeclal classes! # * - e

Beginning in the. m:d 19605, special educatron#dhderwent a radical transforma-

A

A

tion. Just a few years before, special education schools and classes were. enjoyi
But,

with specnal educatnon was apparent by the last of the 19605.

a new. popular:ty. sparked by Dunn' s article in 1968 growing ‘disenchantment

£1971) stated that Dunn's article was responsible for splitting the ranks of special

. educagprs . In rns article, Dunn (1968) remarkéd that special education practlces ds

thev*extsted were*wrong.

o

-

.
<

X
=

PR

) . , .. . "

) s.  We have been generally ill-prepared and ineffective in ¢ 7 .
: eGUcatwng these children. Lét us stop being pressured. o
. . into continuing and expand:ng a special education program , .
- that we know now to be ug}es*ffble for many of the children ' -
_we are dedicated to seffiel (p. 5{ .
“ R " R . e - e, -~ . P . * .
b s ' ’ LT ",' -10-_ 4 7 ' 'dt"fs
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Immediately‘after Dunn challenged special schools and special classes, a proli-
Li11y (1970) reported

, that programs for the handicapped suffered defncnencles in logic as well as product.
Efficacy studies, he added, ptovlded us wnth littfe valuabie |nformat|on on exigent

feration of supportive arti¢les appeared in the literature

deficiencies.

Concern regarding special educaqjon had‘been simmering within theqaast decade.
There were beginning to be reports that retarded children in special classes did
more pobrbi in physical, personal, and dcademic. areas when compared with retarded
¢hildren in regular classes. Blatt (1960) for example, found few s:gnnficant dif~
ferences between handicapped children io speclal classes and those—Th regular
Efficacy studies, reported Lnlly, |nd|cated that specnai education pro- . ‘

He called.for the'gbolition of

classes.
grams are not much better than regular classrooms.
special classes for all except the most severely impaired,

As a result of growing disencﬁantment with special education, & sﬁrét in empha-
sis in special education has occurfed. The emphasis, is now onlmainssreemlng {Rey-

nolds, 1975). This ‘trend is the most pervasive, movement in special educatiof todayf

_ Instltutlons sReclaI schools,, and special classes are regurning thdr handlcapped

iy
children to the regular cIassroom. The concepts of resource room ahd resource teach

Gickling and Theobald (1975) stated that regulaf
Main-~

ing currently flll the literature.
classroom teachers are being forced 10 mainstream at an unprecedented rate.
streamlng s percelved as the squtlon to the problems bf the exceptional child.
1972), do not
Even those which have offered

‘The “journal artlgles critical of malnstreamlng {e.9., Kolstoe,
seem to have slowed down the ma’lns_treal;nin_g movement.
a;ternativps‘(Cnristopolos ¢ Renz, 1969;\Dunn; 1968; Johnson, Iséﬁ; and Lilly, 1970)
have been largely ignored on the basis that tl';ej' have few data to support their con-
victions (Ghicli?l"fng- & Theobalid, 1975). \Reynolds {1975) believed that mainstreaming
is receiving popul &t attention because of the decline in poﬁhlation growth, the curj///ﬂ

&Lbels, the awareness of the great amount of

rent movement to do awgy with stigmatjic |

money needed to run special gducation programs,, and the Joiht strength of parent§ .

. T * fen

and minority groups. ) . . } T
{An spite of the momentum which mainstreaming has attained; controversy'stili ‘
persists. HacHiIIan (1871} felt that to abolish special cIasses totally in fayor of
ma|nstream|ng would be premature. Deciding upon thg most efflcaclous arrangemenUS&pr
exceptlonal children is complex, evidence peeds to be re- evaluated (HacHiIIan, 1971).

Christopo]os and Renz (1969) felt that’ Tto continue special classes is unJustlfied.
But they also noted that evidence pertalning to regular students’ who have expernenced
ma;nstreaming is |nconcIus|ve. Hammons (19?2) believed that more study of the mat-

ter, not abolition, is needed. The real concern of Johnson, Balow, Reynolds, ‘Lucas,

////anﬁ HacHuIIan |4T?br the best rouae_educat4onallxlfor the exceptional chlld (Hammons,
] .

972), . ° . . S

. Special’ educatnon is undergoung an evolutlonary process, it should take thrs

4

*
4
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opportunity to explore needed changes and to seek’ long-range solutions (Hammons ,
’ 1972). Valletutti {1969) sized up ‘the situation well: . =7 .
r )
' Segregation gr imtegration is not the critical issue....
. Segregation: without a program is just as destructive as , .»
integration withotit understanding. Returning to an educa-
. tional system which ‘ignores the premise and-possibility .
. _ of the special class would disregard the -imperativés of . .,
X educational history, which have mandated an alternative .
. to wide range hetérogeneity. (pp. 407-408) g . .

-

So where has special education gone sipce its inception? Since the seventeenth
century, hpndicépged individuals have been through an otdeal. In the beqinntng, ohly
o institutional facilities were avqiiable,to them, il] prepared to Handle their needs, :
With the advent of compulsory public education, the handicapped began attending the ,
public schools where they could no fonger be ignored. The public schools, befieming
thit they could not handle the needs of these special individuals, argued i?r the
organization of the special class. Special classes floundered for years on inade-
2 quate funds and ill-prepared teachers. As the specia)] class began to enjoy popular-
) itt‘and increased support, if too begah to be chastised. Presently‘handicappedlchil-
* dren are being placed back in regular classrooms in record numbers. Mains treaming ‘

- .

- has gone very far, very fast. It is doubtful cthat, in “the throes of this currdnty’.
crisis in. special education, exceptlonal children today are receiving thé most effec-
tive education that is due them after 50 many years), It remains to be seen whether

mainstréaming is the final answer, g

.
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' ’ CHAPTER 3
5 . .
O : . Ty . . ' . -
. .
* American Attitudes ‘Toward Handicapped Children - v
' . L] ‘ .
R \
v 4
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" Charlene Rooth Zand /.;
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The ultimate demdcratic attitude toward children is majnstreaming. Mainstream~
v, ing recognizes that all chiidren are individuals* that thejr differences vary from a
™~ lesser to a greater degree; that all «hildren shOuId ‘be accepted as |nd|$|duals wor-
“thy of posntive personal and group attntudes amapg and interactions with their school
‘ systems, teachers, and peers; and that all children are entitled to the highest
— standards and widest range of oppbrtunities iglinstruction, which is geared to en~

-

hance gheir cognitive, emotional ,« physical, and .social niaturation, allowing them to
participate in their communit?es: Because of 1¥s moral and humane . values, main-
streaming demands an honest appraisai of our. personalcand group attitudes’ toward all
chlldreh handiqapped and nonhandrcapped !
Thls chapter highlights and descrnhes some of the attntudes toward handicapped
chi ldren that have appeared in the I:terature.“ i the first sec?non, some observa- . P
tions are offered about the effects of nomenclature on soclal Jjudgment, especially as
. Iaheling freates expegtations for and of exceptional children. The next section pre=-
sents an,historlcai perspgctlve, concentrating. on the United States. This review
demonstrates, nof surpr|5tngly, that our present att|tudes toward handlicapped ¢hii- <
dren have been shaped by the culturai forces at work during our historical develop-
ment. Particular emphasis has been placed on'the background and develonment of Puri;
tanical&doctrines and the Protestant ethic as . they relate to Individual differences.
_ The literature has provlded a rich background of oplnuons “from prominent persons of
the timgs who expounded on the origins and, management of mental retardation and other
dlsahilltle-a These opinions have’been handed down to each succeeding generation, as

. part of our heritdge, and remain. lnfluentlai today .Sampling these writings with

their rich me taphors for and direct accusations of diffepénces in human beings may

.  Tallow us to view present attitudes wlth more objectivlty and detachment. N .
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) . The last section di;pus;es coptemporary attitu&es toward youngsters with hapdi-
caps. In contrast wnth the enormoys progress in publ|c and group attitudes toward

the problem, |ndtv|dua| attitudes still appear to reflect the early stlgmas attached
to handncaps in the history of the United States. A possibility for .change is pre~
sented. Finally, the choice of an, educational career is se;n as the digtinguishing-
factor tha;'obligq}es educators to demonstrate that their attitude is the dechratic
one_of inn;treaming. . . ' .

.

. . Nomenclature and Social Judgment

s Judging other peOpIe is a cgnt{nuous,»routlne, almost reflexive process within
ou} daily lives. We judge people on the basis of theii social interactions, intel-
tectual status, and physical appearance, as well as by the various racial, religtous,
sexual, finanpial, occupational, and other group categories to which they belong.
}here are common beliefs about how people whould behave in their particular roles or

« categories. Businessmen are expecteé to act differently from carpenters, children )

are expected to act differentlﬂétrom adulits, and teachers-are expected toﬂgct'differ-.

-+ ently from st;re clerks. Thus we arbitrarily assign a '""social identity" to‘people .

on the’basis of the group that they voluntarily or.indoluntarily belong to, and eval-
wate their behavior against their social identity.(Scott, 1969, p. 16). oLt

e ) An individqpl who looks or behaves differently from most of tbe membérs of his

. specific greup is stigmatized in our eyes; we vieiw him disparagingly (Goffman, 1963,.

p. 3). We proceed to categorize such people as different, assign that category a de~’ -

§cripfive name, a lahel, and display a negative attitude toward it, verbally apd non=
'S ’ ve}bally. We exclude the pe0ple from our known, familiar, stable, homogeneous gfoup.
We talk ébout them negatively, ge&ture about them. neganjvely, and place them at the
' . . " low end of our expectatlons because of their relevant and nonrelevant abilltles, qs
" we feel their dtffrreoces deserve. Thes;\hi)ferences have separated black from wh[té
. peqple women from men, handicapped from nonhandicapped.pgople, and §0 on, on the i
) premise that their particular stigma (assigned to them by the other group but regarded
as |ntrrn5|c fact) has diminished all their abII{tIES to perform as weli as the other
group This attitude toward dnfferences has been especially prthlent within eduta-
. tlon, and speC|aI education has ied the way With its own endless Hirs ts of categorles
’ . dnfferentiatnng children, teachers, and specialists; categornes label programs and
: ) . . even §eparat¢ transportation facilntnes. The labeis have succeeded in neither masking
) attitudes nor mitigating problems; on the_contrEry, they have prdduced probltems of
“their own. o r , ]
. . The labels “9xceptfon5| children,“ “special child,” and Yspecial educpgion" have
’ beeﬁ:substituted for such terms as idiotic, feebbe-;inded, crippled, mentally re-
tarded, emotionally disturbéd, Iearn;ng disabled‘ impaired, slow learner, disabhed .
.. except{onal, speclal deviant, variant,.and the like, suggesting new, kindly attitudes o
toward handicaps. The feelings thus_gghnb:ted, as welt as the ensuing actlons for

‘curriculum and legislation, were those of professionally orienfed, humanitarian _

“ERIC *.. " e Y .
IRICT g5,

™

et e ' -1




But the new labels do not realiy disguise the old

{

people'who care about children.
either-or attitude: Eithér the child is “normal“ and Is accepted as a full member ‘of
*  that .approved group. o? he is "abnormal'’, and is not accepted by his peers, teachers.
_ or parents, and he requires spacial methods of handling that exclude him from general
part|c1patlon in our school programming. 5 ' - )

Indeed, even the term exceptional child," which originally denoted a gifted

child with superior abilities in one or more cognitive functions,.illustrates some of’

our attitudes toward handicabped children. It has been taken over as a euphemism for .°
handicapped chfldreﬁ (Scriven, 1976, p. 63). But, "exceptional" and ”glfted" chil-

dren may also be referred to as “eggheads" and '"book freaks' in the Jargon of today' s
school children, |Ilustrat|ng the irony of c0nf1|ct|ng attitudes among adults and
ch:ldren toward the same descrlptnve term applied uniformly to those whe do not fit .

the norm. !

- - " . . . '

Review of Historical Attitudes

The foundatnons of our present attitudes eoward-handicapped children, as for s0
much else, were laid with the arrival of the Puritans_from England in thé early
seventeenth century. The Puritans--Dissénters in England-restablished the Massachu-
setts Bay Colony as ''a due forme of Eovefnment-:both civill and ecclesiaticall.”

The' Puritans’ emphasis.on Christtanity  as they ﬁndeistoqd it as,the cornerstone of

their.society was unqualified: They were very clear that they alone knew the exact
truth as contained in the written word of God. HMiller (1956) described their posi- -
tion as follows: ) ‘

&

In New England the fundamental law was the Bible. The magis- T _
trates .were to have full power to rule men for the specific
purposes to which the .society was dedicated; but they as well
as their subordinates were. tied to the specific purposes, and
could not go beyond the prescribed limits. The Bible was clear
and definite on the form of the church, on the code of punlsh-
ment of cfimes and on the. general purposes of social exist-
ence;...the social theory’ of Puritanism, based upon the law of
God, was pos:ted also upon the voluntary submission of the
citizens. < 147) . . _ T .

The fundamental social convictiohs of Puritanism weﬂe that every man should have
a calling and work hard at it, as "well as have, a right to his own property (Miller,
1953, p. 201} L ' ' ) ‘ .

L

With the publncatuon in 1710 of Cotton Hather 5 Egsays Te Do Good, the meoral

tone for the colonists was prescribed. His’ program fofr the reformation of manners
was most SpeCIfIC for chnldren, servants. neighbors m:nnsters, schoo]masters. physi~
‘ cians, ladjes, and lawyers “Miller, 1953). ,And, although there was no lack of publi- X
cations on morality, theology; and even scnence durlng the eighteenth century, the -
prevailing attitude toward such inborn tralts as.mental metardation and idiocy was
'5|Jence. The bapkground ¢f absolutism, individual .work, private property rights, and

mani festation of salvation through good words, goadness.’must have made this subject .

P
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wnich was difficult to reconcile with orthbdox Christian theology, too painful for .
- discussion. . ' i ) . .

In fact, Kanner (1967). commented on this anomaly at the eighth annual meeting 02
, the American Association on Mental Peficiency in 1965:

y One has a right to wonder why the medical profession did not
include mental deficiency in the scope of its interests until
well into the eighteenth century. Historical research comes
. ' upon occasional references in theological texts, in .anecdotal
: remarks by writers, in speculations by lexicographers about
the origins of .epithets applied to persons thus affected, or .
in the portraits by Velasquez of the "fools'" kept by King Phi- :
. lip IV of Spain. But, search as ygu may, you will not find
: the slightest literary hint that ancient or medieval physi-
. cidns regarded mental deficiency. as part of their medical con~ . ‘
. . cern. Heinrich Laehr (1899) compiled in two: volumes an un- .
surpassed bibliography of all publications be tween 1459 and -

1799 pertarqg;f to psychiatry, neurology and psychology.
& Ma

-

Among th thousands-of enumerated and sometimes annotated . .
items there is not one allusion, however, faint, to mental 4 ) ‘
deficiency. {p. 165-66) : .

g4}

- )1t wag net until 1899 that William 1. Coie dacumﬁnted'Thomas Hancocks' specific
" hequest in 1764 for the relief of idiots. in Boston. . His‘findings appeared in the
) o:}ginar reports of the ""Boston Finance Committee, Abstracts of the Returns from
Ove}seers of .the Poor," and of the Boston Insane Hospital. The selectmen rejected\
the sum, as they decided there "were too few [idiots]*to justify_special attention"
{Handlin, 19?0; p. 122). Thus, care of the mentally retarded was_avoided by both the
nedical pro?hssian and town government, although an individual prgéressive'American
cdlonilalist thoughtfully provided the financial means to begin the venture. Atti-
tudes hegan to change after the American and French Revelutions; both--especmally the
latter- emphasized the rlghts of the individual. When Pr. John D. Fisher returned to
'Boston, in 1826, after study|ng medicing and vislting |nsb|tut|ons for the blind in
France he talked with friends and f:nally, called a meeting of interested persons
on February 10, 1829, at the Exchange Coffee House. At the meeting were representa-
tives from numerous areas of the Commanwealth of Massachusetts who were also attend-
ing the session of the Legislature. "Listening to a description of European programs
«  for the blind, the people in aitendance voted for the establishment of a committee
to study the steps needed to establish an institution for the blinﬁ. An inmediate
application to‘fne Legislature for an Act.of Incorporation resulted in a corporation
known as "The New England Asylum for the Blind," later changed to the Perkins Insti-
tution and Hassachusetts School far the Blind. 'ﬂJ’]33l Dr. Samuel Gridley Howe was
engaged to head the Asylum and, as part of his contract, he set off for Europe fo
gfndy exlstlng schoo}s and procure one or two trained blind persons As assistant 5
" teachiers (Facrell, 1962). : . . ’ i

. A new era in.caretaking began in 1839. An "idiotic blind child, who was unable
. to walk was treated... and the chiid greatly \improved in all jespectq" (Howe, 1852).
) This sutcess led Dr. Howe and some.of his friends to infer that Mif so mugh could be
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done for idiots who were blind, still more could be-done for those who were not
1 "blipd" (Howe, 1852, p. 26). The Massachusetts Committee on Idiocy, set up in January
1846 recneved 4 letter from Dr. Howe, dated March 12, 1886, which "'recommended prompt
Y action on behalf of |d|0ts, and poin'ted out how they could be benefntted” (Howe,'
‘ 1852, p. 27). By Octgber 1, 1848, the Expesnmental school for Teaching and Training
gdiofic'thjldqgn was in operation. Two years later the Iegislétu?é doubled the ap-
. propriation apd converted the Experimental School into the perma;ent Massachusetts
S School of Idiotic ‘and Feeble-Hinded Youth; Dr. Howe was appointed presndent of the
' ‘cprporation. “The goals of the school were carefully stated

-

" A common school, as usuvally conducted is a place for teaching

only; a school for idiots should rather be an establishment of |

- ’ . training. It should be a true gymnasium for body and mind.

In it the health is carefully attended to, as the basis of the

whole system. The senses—pre to be quickened and exercised.

v ) The muscular system is tggge developed and trained fo activity.:
’ {Howe , 1852 p. 16)

' The moral phllosophy of the pre5|dent is expllctt in the following paragraph
¢ ldiots they are, and idiots most of them must remgln, but they e
re human idiots, and if they continue to be wisely and kindly

?kg;ted, will be happier and better than the poor drivelling '
wretches who are found in almost every town and"village, who

. are butts for some, cbjects of terror and disgust to others,

. and who, when left a prey to their own blind instincts, sink

- - lower and lower into brutishness. They do not, however, sink -«

. quite alone, for the chain of human sympathy ever holds, and

as no.man among us can rise into, high excellence without life-

ing others upward, so no one can sink neglected into brutish-

ness without dragging some others downward. {Howe, 1857, p. 8)

Thus, while the children who were considered difFferent and undesirable were
"cared for,ﬂ this caretaking separated them from fFamily and community, and provided
."training) in personal care for good habits in contrast to 'education'' For norma)
youngsters. The effect was to take them out of the mainstream of education and famj -
Jy living. In the Ninth Annual Report of the Massachusetts School (1857}, Dr. Howe

explained the origins of mental retardation in accordance with the doctrine of ori-

‘ginal sin: . \ .
L] - T . -
Idiots are imperfectly formed human beings, have existed in &l N
~ages, of course, because man's physical condition has never yet
obtained the fulness of its perfection. Their very existence
implies sin against the natural laws; but thé sin implles posgi-
ble righteousness. Awakened consciousness of sin is the first
* step towards repentence--repentence to reform. A truM wise ahd _
good peoplé, abiding by God's laws would beget no idiots. {p. 9) Y

[

The growth of the New England states and the deveiopment,of facnlntles to serve
the handi capped citizens of the Boston area presented many dé;fllctlng rssues The
Commonwealth ©F Hassachusetts was founded by English Puritans who were seeking reli~

.gious freedom for themselves only. ,Their colony was governed by a rigid mingrity .
that excluded and ished other religious faiths. And, when the Puritan theocracy

-h?-
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o .States in 1890.
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was ruled illegal]-in 1692, the clergy still majintained unofficial but real power ,
1956, p.. 2). By 1818, Catho-

But the descendants of the Puritans, now

'dictating an established chosen way of 1ife' (Solomof,
fics were able to form a regional dioceae.
ofigo enterprising merchants who had profited from toé-Revolution and a growing

intellectual class, constituting. what Oliver Wendell Holres called the "Brahmin caste
The test of °

of New England," continued to dominate the area's values and attitudes.

the Brahmins' staying power was soon to come, however. Along wi th increasing wealth,
the Industrial‘RevolUtion brought masses of immigrants escaping intolerable condi-
tions in Europe. The Protestant ethic began to crumble as the problems began to in- .,

tensify. Crowded housing conditions, poor sanltatlon, Iack of Jobs, and the trauma <
of moving from the 0ld World to the New brought severe emotiofal problems to the o
immigrants. The Brahmins began to call for restriction of ‘imnigration to Ehelcodntry
to retain the aristocrat;c. elitist principles of the formerly small "Hub of the

Universe" (Solomon,’IBSG, p. 5.

phere for some students to formulate their restrictionist aims; which ultlmately re-

Harvard College provi ded the |nte||ectual atmos-

sulted in the formation of the [mmigration Restriction League of Boston in 1894

(Solomon, 1956, p. 102)3 and the £ugenics Regprdﬁpfficé in lqlo. ,This office studied
hefeditary factoers in mental Heficiency by the use of family histories. Thus, Social.
Oarwfnisd was combined with ah extension of Rlate's ekﬁics of eugenics. These were

among the lnteliectual, 5ocaal, and’ rellglqus trends of the Promised Land at the

beglnnlng of the tweﬂtleth century. . . - ' : .
) in his 1905 message to Congress )gu:ded by politics, Presndent Roosevelt Yechoed
-the League s emphasis on |mm|grat|on of the 'rlght sort' and extended the list of un-

desirable aliens to the physicakly unfit, defectnve or degenerate’ (Solomon, 1956,

p. 196).

commission to Study the immigration problem

.In 1907. Roosevelt appointed a '
s TBI?, under Wilson, the Unlted
in 1921, under Harding, the John-

The forces of purity were marshalled

States Senate and Haguse passed the fnterqcy bill.
son Act gave preference to lmmlgrants from old Teutonlc stock by the use of ethnic
By lBZh

for each nation, based on th& aumber of each country's .immigrants in the Unated .

quotas in Conlidgé's tlme, thq lmmlgratlon Act flxed the 2.percent qudta .

Solomon (1956),
England Tradition, stated:

After 1929,
immi grants per year was Set,

in her chronicles of Ancestors and.lmmigrants:

when Hoover was President, ,a permanent quota of 150,000

. .
with quotas for each nation based on the 1920 census.

A Changing New

4

e .

The intent was clear: to preserve the Teutonic composition
. of the American people in its present proportions so that the
¢ descéndants of" the foreign-born would never dominate the . .
Yankees. {p. 205)
. - ' - o N ’ - -
Thus, the United States, despite its image of providing a haven for the op-
pressed and opportunities for a new life, restricted immigration to diminish groups
of peoplauenv|5|oned as leading the country into "pauperisps crime, sex offanses; and... .

depehdency“ (SolomOn, 1956, p. 204) due to inferlor mlnds {This entlre discussion A
. ) ' .i ‘ -i'a- 49 ' i ! . LT




. able influence.
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is, of course, itself restricted to the yiews of some white oeop]e qf‘other kinds ag
white people. To review establishment @ttitudesftbward non-wh[tes is beyond ‘this
paper's scope.) o * ' R C e
But |n 1933 the United States |na£;urated a new President, Eranklin Delano Nm
“Roosevel®, who had been strncken with pollomyelntls and left wnth Visibly nonfunc-

tioning Iegs Hls charismatic appeal to the country, deIOwang a wel - maneuvered .

L.
The voters fell a need for someone with a strong voice and.a clear head
ln addltlon, ;the
President who had acquired a proud Harvard accent in his speech and whigse wealthy,
proper upbringing overshadgwed his physacal disability. What follomed
. appeal to the immigrants and theirffamflies--a oopularity that probably did much to,

rise wtthtn the State of New York, came in a time of soclal dnsarray and economic
dBpres$|on.
to guide them to sweeping changes throughout the land. cured a

his strong

elevate, in turn, more retent Americans than the Brahminé to positions of consider- .
The change .in background Of.the country's leaders meant a change in
values, in attitudes, and the handlcapped were to be among. the beneflclarles
- In spite of the Qirong ,negative attitudés dlsplayed throughaut most of .our
country’'s history toward individual differences, whlch ranged From mild mental re-
tardatron, emotnonal distirbance, social malad;ystment and severe mental retarda-
tion through differing religjons, racesj, and national origins, a number of steps were
taken o provide greater equalnty of éss to educational opportunity for handi -
capped persons - : - ~ Y - ‘-"

Although mental retardation was recognized as a problem to be.hangled at the
institutional and public gchool Ievels since the early nlneteenth century, it re-
mained in the background in'deference to other handrcaps The Natnonal Society for
Crnppled Chi Idren and Adults was organized. in, ]921 “to fosterdpubtnc and to take pri-,
vate actxon throughout the country. for the dnscgue care education, trannnng,_ .
The Crippled Chlld 19ﬁ9) Al-

though-the socnety did not exclide mentai fetardat on‘and mental illness rom |ts

_recreatton and pilacement of oﬁysncally haqdncappe&

comprehensnve brbllographles, |t emphasrzed 8*§%bl:ng conditions as cerebral palsy,
4 .aphasna, deafness, and orthopednc problems rlhe agvent qﬁﬂgoﬁ:d War LI brought the
" disabled veteran to the forefront WIth the ﬁSSSagexoﬁ-the G.1YBi41 for education,

regardiess of d:sabilaty, in add:tlon to

rehensrve rehabll;
enacted in Public Laws 16 and 113 of the 78th &ongress‘jl
and Disabled, iﬁﬁ?)

atlon servnces %s
itute for the Crtppled
The return of vast numbers of aﬁgabJed veterans resuﬂged in

Th

hkigh vlsibility of variocus types of handicaps.
television, made the nation more aware of dlsablll
conditions from infancy through adulthood

. coupled withgthe impact of ,
gnd,oﬁ the rangé ‘of dnsabllng

Tort . ’
oo, 33‘

- celebrnties of stage, screen, and radjo wereé%niéitgd to appgar at fund- rals.ng-

!events and soon they became associated with 5pec|TPc

, status was lent to the disabled by these promotnons

Counci | for Cerebrafl Palsy in New York City, "tne., w

ganazations A superficial
12 !9#2, the Coordinating
as Qrganized "as a voluntary,

. i ) ' ot ?-‘:'
-h9-




have been proposed and enacted by Congress and state legislatures,

(Closer Look, 1976).

non- pqezjt agency |dent|fted as the medical and professional clearing house relative
to the multi-problems of cerebral palsy" (Coordinatung touncil for Cerebral Palsy™in
New York City, Inc., 1951). Séon, parent groups began to mobilize.
was formed in 19h3, and .in 1949 the United Cerebral Palsy {(UCP) Assq-*-

ciation was formed.

The'Spastic
Club of Iéwg
By 1953,\the Association supported research and training at unic
versities throughout the country and provided inforﬁation to parent groups. li also
organized a subcommittéé on problems of the mentally retarded {UCP, 1953). October
1950 saw the founding conventson of the National Assocnatlon for Retarded Children.
Thss organization-worked at both local and staée levels with parents of children
wlth mental retardation (Lsppman & Goldberg, 1973) -

“In 1961, Presndent Kennedy appointed the Presndent s Panel on Méntal Retarda-
tion; it charged the individual states to plan comprehensive. rehabilitation_services
1973).

amplte of a retarded individual needing help, President Kennedy projected respect for

for the mental ly retarded fLippman £ Goldbérg lsing his sister as an ex-

families with similar problems. But many groups felt that executive leadership,
personal example, and commjitees were not enough. To insure their rights, they in-
sisted oﬁ“legal justificatiq& for equal access to educational opportunities for
handncapped individuals, ThQ~19?05 has been termed:''the era of litigation, of laqd:
mark court dec:snons and social actions" {(Lippman & Goldberg, 1973). )
Goldberg and Lippman (1974, p. 327) Felt that ”attntudes, expectations and even
values are in a state of rapid change in the United States today." Assertion of
rlghts.by various groups of w0ment studenﬁs, ethhic minorities, and physical and be-
havioral deviants is challenging oider, traditional assumptions and prbbedurgs. ‘For
some groups that are uneble to speak forftheir own needs, such as children and
severely handicapped individuals, coalitiQQ§ of parents, professional workers, and .

public interest lawyerg have been formed. These coalitions are defined as

super teams of organizations which have jogned forces to bring T
about changes in attitudes, laws, programs and public under-

r standing of the needs and aspirations of the handicapped. What
they are about, basically, is bractlcsng the art of effective . '

citizenship, in practical, p e ways.ift-order to give all
handicapped people the opportunities they need to live as fully
and praductively as they can. (Closer Look, p: 6).

-
-7

"ln gumJErY, American attitudes toward people with handicaps appear to have pro-
gressed from the rigid silence of the Puritans, to the .benevolent but ¥ mited care-
taklng initiated by the Boston Brahmins, to the acceptance of a vi5|bly dlsabled
President, to another President who openly discussed his sister's mental retardatnon
Now, in the mid- 19?05, broad national dnd state policies for handicapped 1nd|viduals

groups of parents and professionals have brought the problems of handlcapped’lalldren
directly into the honies ofsthe public Hf'way of televjision, radio, hewspapers, and .
doos-to-door campaigns, for funds and petition drives for equal publ:c services
Parents are training qu advocacy roles in fgaluatsonl

- - r Ls
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conferences, using appeals procedures, and assertnng their rights to funding and am-

plementatnon of pro§r3m51 The greatest strides have been made tﬁrpugh successful

. Iobby:ng.for Ieglslative changes and in public awareness of the multitude of problems
that affect the handlcapped child and his surrdunding community.

+ "

fCegtemporary Attitudes

il - L

State policies, legislation, coalition groups, c0mmun|cat|on through the mass .

-

»

media, and public services do not deal "directly with the handicaﬁbed ch:ld While
they are most important to his surrounding environment, they do not provide that cen~
tral) basic link, beautifully 5upmed up by Hax Lerners{1962) when he described:as fun-
“damental to his scheme of a viable human society, ''the sense .of belgggin; and 5oli-;
darity--'the human connection'" {(p. 249). ‘
Educators are in a unique position to provide that human connection ?dr handi -
;EE ,capped,children;;JThe children spefid most of their active waking‘hours in 5choo[ and
are exposed to the dttitudes of the:school personnel and peers. But the attitudes of
teachers may not always be what is needed. Bergan and Smith (1966) reported that
mentally retarded children of higher socio- ecqnomlc Ievels were pccepted more readlly
than mentally retarded thildren of lower socio- economic levels. Several studies in-+
d:eaeg that sgecaal ¢lass teathers emphastze personal and social adjdstment more than
"@ognitive ‘abilities (Fine, 1967; Schmidt & Nelson, 1969), which is reminiscent of
Dr. Howels goals. However, there is evidence that prospective general edbcationf
teachers witﬁ an adequate knowledge of spedial‘educe;ion pr}nciples (Kfngsley, 1967)
and B?qspective spécial education teachers (Harth, 19?1) are more ready to accept.
handicapped children, and teachers in special educatlon, mentalLY retarded young-
sters thap teachers in genera! education (Efron & Efron, 1967). Changes in teachers'
attitddes appear to be possible when there ara inaervice Eraining courges that deal
- directly with their attitudes toward and underséanding of handicapped ehildren )
{Brooks & Bransford, 1971). ot ‘ -,
. The effeftiveneas of such courses for teachers in changing thejr‘?ttitudes may
. be éxpiained"by néhﬁan's (1958) theory of the_processes involved. 'He felt that know-
fng how an attitude was acquired is the key to knowing how to change it effectlvely
. He explaiged three processes of attltudes. compliance, identification, and |nterw i
pai:zat:On- Compliance relates to the social eff;Lt of appearing to acce;t influence
_ from another person or group. The aerson may not believe the content of the atti-
< éhde, but he adopts the induced behavior. because of specific rewards or approval, and
“the behavior. ﬁay disappear when the influence is not }here. ldefitification with‘an .
attntude occurs when an :ndnvndual accepts |nfluence because he wants to establish or
maintain a satnsfynng relatioushnp wlth another per§bn or group The change is di-
reetly related to the maintenance of a relatlonship. lnternalization ®f an attitude .
pccurs when the individual "accepts the influence because the content of the specific
behavior is rewarding, akin to his value sysfem, valuable for the solution of a proh-

1 L}

- lem, og otherwise ®tongenial to his needs. .
Q - . .
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Applying Kelman's theory, it may he‘that individuals compfy:or.iqentify with a
_group, and that |s how the group's effort becomes sutcessful. Parents with disabled
children join together to achieve goals and teachersEJoin professional organizations -
that identify with posatLye goals for the ‘handicapped. Yet, individually, they may
not accept the person with a handicap, perhagis becauge of feeflngs of guilti precon:
ceived myths about mental retardation, and fear of ability to cope with the problems
o, @ of hapdicaps. Stlll, several studles reviewed by Hafkth (1973) indicate that when
: gople and theichonditiOns

teachers and medical personnel Iearn.about"haﬂdicapp dp
chation about handicaps and the

they are more willing to accept the handicapped. E
hardicapped thus seems essential for Kelman's "|nternallzat|on," that ls, acceptaﬂhg
of handicaps, w:th a pesitive view of the handlcapetd as part of” the person's value
system. - ) . !
s ThRe attitude of teach

toward handicapped ch}ldren is basic to‘the success of —

maihstreamin§; Just as handicapped chiidren possess a social identity that results

-

in certain expectations of their behavior and abilities, teachers also have a social
identity. We expect teachers to demonstrate almost perfect attitudes and abilities,
. as if they were supernatural agents sent to deal with children: We assume they . .

-~ are...

-~ .~=kind and watm to each chiio; : ’ .
. --acceptfné of all types of children; therefore, . .
] --accepting.of those fhildrep with-problems:

-, .--able to provide each child with all the skills.he needs, w0 ;

e

within the area ‘'of their own professional competence; . )

- - . . o

. --able“to provide each student with 2 positive attitude toward

-
. . ’

. . self;
E A ]

. --able to provide a positive group attitude of warmth and . .

’i:_ft\ . acceptance toward those yoengsters who vary.significantly e .
g' . .

. . from the maJorlty of youngsters in the class. ‘.
But, of course, teachers are only ordinary,mortals, different from other pegple

onl?ﬁln their professidn. And .for those of us in the profession who are in daily,
Lot

direct, physical, social, and emotional interaction wlth handicapped children, that

:? is a critical difference. We are the people whose attitudes rejéct_or welcome the

’ chi'ld as.a person. The basic appreoach leading directly to the child is within our
grasp, ejery day. How honestly we face this basic route |5 the most lmportant

question Me have to answer. The questlon is really double pronged it asks whether
we can accept the prlnC|pIe of mﬁlnstreamtng as a democratic attltude and whether we

»

are wnlflng to be part of the attifude and resultant process. |f we &ccept the prin-.

“ciple of mainstreaming, do we accept it for our classrdbos and for our school
Q ‘ ' R )
-E lC o -92- : " ?
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building%”’ Q;/ﬁo we agree Min principle" but feel strongly it should be for other
teachers and other school buildings? Consider the handicapped child who is welcomed
into a regular classroom, accepted by his teacher and peers, yet is. reJECted by an-

other teacher at recess t:me when he finds the courage o ask for help with his boot;

is that “othar teacher” ever one of us? lf malnstreamlng is to be successfu14

: have to concern ou eives with the feellngs of teachérs and “normal" chlldren, with
The challenqe of mainstreaming beg:ns ylth the
That may mean, as in the

their personal d group attitudes.

. ‘honest appraisdl of our attitudes toward all children.
example above, that on occasion we may have to challenge 8 fel jow teacher s attitudes
toward dome children, The price is not too steep for the pr:v:le?e of belonging to
the profession. \ I ; .

- .
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_and (d} Futures or ”what 5 Upstream for Hainstream;ng“? .

articles concerning the rights of handicapped children to approprlate education,
placement, and treatment. Through the involvement ‘of parents, professionals, and
other consumer groups the public has been made cognizant of the handicapped“Child's

legal right to equal opportunity to share in the rewards and risks of the real world.

-and to develop to the fullest wextent of "his or her ability.

LegislatLve and litigative decisions have guaranteed these rights. The 1960s
and 1970s have been referred to as the "years of the law'' by Keogh and l.ev'itt (1976} .
Sincesthe late l960§ a case log of over 50 law suits has reached the courts in de-
This

lltlgative pressure, in a maJor sense,. js responsible for the unp;eoedented response

fense of handicapped children’ 5 rights to education, treatment, and placement.

Jat all levels of goverament toward meeting the needs of the handicapped individual.

. The tpcent enactment of the ”Educatlon of A1) Handicapped Childven Act' (P.L. 94- lhz)

and fﬁe ‘increaded appropriatnons by this legnslatuon exemplify ingreased congres =
snonal involvement. It Is the purpose of this paper to discuss leglslatlve and l|t|-
gative action prior to the passage of this law which focuses on the edocation of

handicapped children.withnn the mannstream of general education.’ Some of the major
{ssues are hlghlnghted‘under the fo)13wing headings: (a) Current lssues; (b} State,

Mandatory Specla} Education Laws and Litigation; {c) Federal Laws and Litjgation,

-
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- £ducational journals, digests, and magazines have recently iflcluded numerous
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The right to-education movement s a lrttle over five years old now and the fact ‘
la 1971, the com- .
. 4nlssloner of education, Sidney P. Harland Jr., called for a national goal to provide

that educatlon is the rlght of all children has been established.
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- i ' . ~
, full eduzatlonal .opportunity. for every handicapped child |n the United States by 1980.
Snnde.then the right- toreducation moved;:t has continueéd to grow and gaTh force )

Halnetreaming is i gral $o this movement and lnvolwes the educational placement of

exceptional-chi "in the least restrictive environment" in whlqh.thelr educatLDnal

and related needs ¢can\ be satlsfactorlly provided- (cec, 1976).

4

The frequehtly used clause appears to have orlglnated with litigatign concerntnq
the rights of institutlonallzed handicapped adults and chlldren In Watt—M. Ader-
holt,[ the court held that every mentally re;arded persan has 3 r|ght ‘to the zfeast
restrtcttve settlng" necessary for habilitation. Within the current case fog\ the -
degree to thch the “least restrictive environment' clause actually provides access '
or, entrance into the mainstream oF general education varies with the interpretatlons *

by the courts and individual school dlstrlcts |nvolved The speclal education suits
" .' brought about in the early l9?05 which included the '"least restrlctnve environment

clause (Mills v. Qoard of Educdtion of the District of Columbia), qurte contradtc-

[

torily ended in programing that was most often segregated in reallty

) . State' Mandatory Laws and Litigation
& - - .

. Public education, hismorically and legall§ -hés been controlled by the indivi-
. dual states through,thelr constitutions, and Qompulsory attendance laws. Currentlv.
by states have compulsory attendance laws that define both the’ chnldren who must

attend school and the chlldren who may be excluded from school. %@ny of the states
had allowed.for the exclusion from publnc education in thair compulsory attendance
- laws of children who did not meet” |n1ellectual.‘soCtal, behavloral. andfor phys1ca§"

¥

requ1rements w '

For example, the laws of Nevada permit exclusion whenever a child's “physical or

mental condltion or attitude is such as to prevent Or render inadvisable his attend-

ance at school" (Nev. Rev. Stat. Sec. 392- 050 1967) . In other words “compulsory |,

attendance 1aw5 in_the past in most states have operated as nqn attendance laws‘<or ,\\

"the handncapped" (Helntraub -Abeson & 8raddock; 1972). "The legality of denylng a . .
free publlc educatlon to hand:@apped children through thls type of exclusion, segres

S0 gatlon, postponemenn, or any other means was challenged in the courts as early as i

\'J 1963. o - ' - P

: Often overlgoked and not generally cons:dered a “landmgrk“ deC|5|on was the .

Judgement in EEEQ G Wolfe, et al., y. the eguslature of the State of Utah. ‘Qudge . .

S wnlkens, renderingﬁa decision on%the edmlss:on of two. trainable, mentally :mpa:red

Chnldren into the regular school system, found for the pla:ntnffs, he ponnted out

that in his judgement "education today is probably the most lmportant function of

etate and local government. [t is an |nal|enable right and must be_so if the rights
e, guaranteed to an individuét under Utah's conetltutjon and the United States "consty -
v tution are to have any real meaning' (HEH, 1974) . He further stated that the rights® "
¥ .. . i o -
. IKnown as'Wyatt v Stickney prugl to appeal .- T e '
N - . ' *
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'programlng |n the least restrnct|ue envirdnment. .
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. po]icy statements- . - . ..

these judlcidl and leg:slacnve rulnngs must be questroned

- Tehn

A

of assembly, free speech,fcr fneedom to participafe in one's own religicn could be

meariingless if one were denied an edueatlon. Tﬂe judge ‘then issued an order requir-

'«

dng nﬁndatory education fcr all children io the State of Utah. .-

"

As of this writ:ng, 36 states are undér Judic:al-or legislative InJunct1on to
prcvlde zero-rejedtncn education and apprcprlate programing in, the most Integrated.

settlng A recent NEA survey showed thar at’ least 22 states have ]aws or regulaticns

that require handicapped children to be in the regular classroom at least part- tnme.

A number of the states have ‘made policy statements concernnng pladement End

The following are examples of such
[T -, x

'

Arlzona -‘To the extent practncable handtcapped chnldren

shall be educated in the regular classes. 'Special classes, BN
‘. separaté school¥ng or other remgval of handicapped ¢hildren

from the regular educatiohal environment shall occur only if,

‘and to ‘the extent ‘that the nature or severity of the handi- ™ .

cap is.such that™ use of supplementary aids and services, "

cannot be accomplished satnsfactqgnly. {Bolick, 19?4 p. 3-1) v

. -
- .

. Hnss05¥| - To the maximum extent practncable, handncapped . ,
and severely handiqapped children shall be educated along with
children who do. not, have handicaps.-and shall dttend regular .
¢lasse Impedngﬁb{§2to learning and ‘to the nommal. tunct:on-
irg-o sdth ¢hildren in- the régular gchool environment shall

- " be overcome whenever practicable- by the provision of special ° . .
© aids and serv|CB9 rather than by separate schooling for the ’
handitappéd.. (Boflck 1974, p. 251} , '
. . .
Fortyzeight cf the states have mandatory laws requirlng education for some .«of all

-

handncapped ghnldren, :n 19, laws ccntacn statutdFV dates of compliance, 13 of whngh
/

séue of effecttveness must be, raised and the degree of complfance Wi ith

The failure of the courts .

are presently in effect. S . - Lt
"Thei

and legislatures to provide necessary and adequate funding along wfth their mendates

has, ln many cases, resulted |n nehccmpllance at atime when spend:ng in all areas of

educatﬁon is benng retuced. : ) R

RS . : *
In speglal educatnoh the landmark court decisions preceded and paralleled man-°

datcry specnal educatnon acts as they surfaced in the early IB?Qs. These lawsuits,
for the most part, were initiated by the parents of handlcapped chnldren. . ;
N Jchn Dewey ncted over a half century ago that genuine equallty of educational
opportunlty is absclutely inqcmmensurate with equal treatment, because peopie differ
from one another in ‘many significant ways. Dewey remarked, “What ‘the best and '
wisest paren1 wants for his own child that must the community want’ for all nts chil-
Any other ideal for Lur schools is narrow and unloving; unless acted upon, it

(Qucted by Wenntraube(.al., 19?2)

dren.
destrcys our democracy Dewey's statement

brnnbs to the foregrcund yet_another cbstacle to be ove rcomé by the people involved*
in educating hand?cappEd children within, the mannstream of educat:on- Hainétreaming

is a bellef but , more impcrtant, jt is, an attitude, one that éncompasses the central
o .7 O
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\ _ <theme that all children share "equally" in their right to an.appropriate education.

The absence.of this’ "attntude" has been.a maJor stumbl:ng block. for handlcapped per-

- SOns in pursuit, of acqulrlng their rights. If admlﬁlstratqrs, educators, and school
boards had’ recognized these rights, l|t|gation would have been nonexétent. v
In a Iandmark suit _irm the U.S. District’ Court for the Eastern District of Penn- 3
»

'sylvania by Pennsylvahla Association for Retarded Chlidren k2 Commonwealth of Penn= ;//

-

zlvanra {Civil Action No..71-42; 1972), the plaintiff, "on hzhalf of 13 mentally
retarded children, contended that dehial of‘educat:onal services deprived these ch|l-
dren of the equal protect|on of the law guaranteed by the Fourteenth Amendment of the.\
U.5. Gonstitution, The children, who reside . tn the state's institution for the re~
tarded had received no educatqonal servnces. It is important to note that many of
these children were also densed educat:onal services by their local school districts
prior to lnstltutlonalnzatlon The plalntlff had . lntroduced evidence indicating that
the authorjty for organ|2|ng ‘and supervising classes in the state’ s institutions is
9“der the jurisdiction of the Pennsylvania Department of Public Instruction to pro~
vide educational programs for all mentally retarded children up‘to age gl.

Dlrect}y related to mainstreaming is the FolIOW|ng prlncgple ‘

N Placement in a regular public school is preferable-to place-
=+  ment in a special public school ciass is preéferable to place- _
ment in any other type of program of educat|0n and training. *
’ (nusw pub. 76-21012) .
Th:s statement of tntent now is found in the majority of the right to educatson, Lt !

treatment, and.placement cases. - . .
. The June 1971 order stipulated that by October 1971 (four months later) the |
._pJa:ntlff children were tb have been evaluated and placed in programs. The rder "
Further stated thag By Sepggmber 1972 all the retarded children between the ages of _
6 and 2l were to be provided a public supported educatnon, ¢ i

1t appears that even though the Ffigures are impre55|ve, the overall effective~
ness of such litigation is questlonable. It is not my intent to de-emphasi2e the
total impact of the courts in shaptng ‘education in the United States.. However, legal
decisions do no§“neCessar|ly ensure the development of quallty programs‘and optimal
placement and programing. The courts can orrly go so far ipn protecting the r:ghts of
handicgpped students. The final decision is left most often to the discretion of the
local school district that interprets the law and implements the programing.

The first cdurt dec|5|on explicltly statihg that handlcapped chlldren have a

constitutional right io publlqﬂeducatlon and due prqgess was Hills v. ﬁoard of Edu-

cat|on of the Dastract of Columbna. The planntuffs were seven children wnth varynng

handicappnng disabnlntnes Jhe Disteict oF Columbna Board of Education, ‘the bepart- ZEJ
_ment of Human Résources, and\:h# mayor webe defendants it was alleged that exclu- )

sion procedures violated due process requirements. of the Fifth Amendment and the

children inmvolved were den:ed equal educatlonal ‘opgortunity. lt'was*fUrther alleged T,
\ that the Board oF Educatnbn had an opportun:ty to provide services for the plaintiffs,’
L . ; * '
" -58- & - " .
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_but did not dé so. . A. court order guarantee of the plaintiffs' right to an appro-

L Y

~y -

*

prlatq_and equal educataonal opportunity wag sought. On December 20, 1971, the court

¥

ordered the educational placement of the plalntpffs by January 3, 1972, and the Edens_

tification of, all han‘ﬁcapped thildren in the District of Columbia. THe defendants
claimed noncompliance because of a lack of funds, but the courts Jfuled that insuffi-

cient funds were no excuse for not providing secrvice, and -program plans were required

within 20 days of.the™judges' decision. In December 1973, there was a motion for

campliance wlth the decree because of the alleged failure of the schools to provide

-funds for Ehe tuition grants ordered by the hear|ng officers. A request also was

made at th:s time for a mastg;‘to oversee the |mplenentat:on of the order whlch, at
that time, was alleged to be floundering because of lack of sufftcnent fundlng

The quest:on again arises whether the development of a comprehenstve plan for
the educat:on of handncapped ch;ldﬁen, patients, -and others is the type.of problem

that cén be resolved by the issuance of a court order, no matter how well meaning. or

intended. ' ! .

The case log has contanu to grow and further judicial orders for'"placement in

[ 1]

regular public school clas 5 with appropriate support Eervices, as in Lebanks v.

Spears, Civil Actiop No. 71-2987 {E. C La. Appil 1973), will surface. Withoug the

L)

accompanying attntudunal changes, tra|n1ng of qualified personnel to develop thts ..

special:zed type programing, and appropriation of ;sufficient’ funduﬁg, we wlll not

make the’ progress necessary to achieve true equality in education for the hand|capped

in the Teast restrlctive env:ronment ) -

e * AT

.o . _ ’ . . ) I
’ Fed’eral Litiga?on and Legislation .,
. ' * s

The Untted States Ctonstitution avdids the toplc of education. However, the

established precedent is that any form of segregation or label:ng is ;ontrary to our

constitutional trddition. In a supreme court ruiing of San Antenio Independent

School District v. Rodriguez (1973}, a decision was . rendéted that education is not a |

P Ve . -
.fundamental interest guaranteed by. the equal protection clause of'the United States

Cohstitution However, it did not rule out that failure to provide adequate educa-
tion for all children violates the protection of the Fpurteenth Amendment (Rodrnguez,
YT u.s. J, 30-38). In a hore recent dec:snon, the Supreme Court, inthe first of

the right-to-treatmeqt cases 6 each that level, upheld a damage award agalnst the
superintendent of a Florida mentdl indtitution in Q' Connor v, Donaldson, ‘furie .26,

1975. The court ruled that the institution had failed to returﬂ.to the communlty a

man who was nerther dangerous to himself or *others. ‘ s ! -
o

Treatment and educatnbn of handicapped persons has fradntnonally taken p?ace in
a segregated envlronment Th|s type. of sett:ng invariably has.been unequal. and has
h|ndered the handncapped persons from real12|ng thenr rlghts Ironlcally, many ’
Mspecial educators have been guilty of sanctioning and perpetuatlng th:s practlce
because of the traditional orientation of pre- sez;;ce training. frocedural saf?'

guards.in P.L. 94-142 require that handicapped chiidren be educated in the "'leaft

59 o

-




] - .
‘restrictive environment.“ézbrior'to this law major federal direction to change educa-

tion for the handicapped k place with the Elementary and Secondary Education Act’

of 1965. This piece of legislation rec?gnnzed the need for addltionar*he?p for .
handicapped pupils "and speclal educatlon became a major target for change. Amend-
. ments to this law on November 3, 1966, established the National Advisory Council on
““Handicapped Children The Bureau for the Edutation of the Handicapped was also man-
dated through thns legislation. - ‘
The Developmental Disabilities Act, which went into effect October, 30, 1970,
! emphasn;ed the federal government s efforts to provndedg,better life for the develop-
mentally disab]ed, to provide for hetter and quicker services by transferring power
) to those persons directly |nvolved with providing servnce at th& state and local -
s jevels. )

‘ sThe”Echation of the Handicapped Amendment of 1974 increased financial assis-
tance, condntlonal upon each state .S submnttnng a plan that included a method for the
identlflcathn of hand;capped children currently not receiving services and, also,

- those currenbly recelvnng ‘services. A goal of provud:ng full educatlonal opportunity
’ to all handicapped children was established. . '

On November 29, 19?5 President Ford 5|gned into law the "Education of All .
Handicapped Children Act of 19?5“ (P.L. 94~142). This piece of legislation reflected

a national level of concern for the estimated one mlllnon handicapped children pre~

¥

sently excluded from the educat;onal process and the seven add:tazhal million who
. . receive |nadequate and inappropriate services. The legiglation r cognlzes that the

state and local educational agencies have accepted in part the responsibility of pro-

V|d|ng education for all children but do not have the necessary financial resources.

. " The ‘general purpose of P.L. %4-142 is to*assure free and_approprlate public education

. "to meet°the needs of ali handitapped student;. .
0Of the aitmost impertance are the proceddres within the ﬁaw that reqdire the

states to establish safeguards to assure that handtcapped ‘children are educated with
nonhandncapped childien, and that special classes, separate schoolnng, or removal of
the handlcapped chnldren from the regular classroom environment_only occurs if the .
nature of the severcty of the hand:caps i$ such that separate schoaling or special
programs can provide better educatlonal services. The section on testing and evalu~’
ation also states that}nmternala used to place a chlld must not be racially or cul-'
turally discriminatory. .

- + L

_Any state that |ntends to apply, for f:nanclal assistance under this Ieguslatnpn
must establish and maintain the above~ment|oned safeguards and assure that handn-

capped ch:ldren are guaranteed free appropriate public education. By September 1,

. . 1973 assistance will be avallable to those states providrng free appropriate educa-
- tion for all handlcapped chlldren betweeh the ages of 3 and 21 years, _Although, pre- * ~ h
" sently, 48 states have ‘Some form of mandatory special education a great deal more -

needs to be pccomplished if all children are to benefit from P.L. 9h-142.

Q _’\ - Lo f -60-60 ~ :;- "*‘ - //'/.
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Futures or "What's Upstream for -Mainstreaming?”

| see a tremendous potential for change as we progress

k ahead,

toward making genera) education “special'' and a.place ?Br all children. The future

tn trying to }

of Iegis!ation and itigation ralated to special education is wide open. Segregated .
facilnties totally removed from the mainstream of. education for trainable mentally
impaired, autlstic. and(physncally impaiyred children, which is accepted practice -in
many states and is in blatant violation of a handicapped individual's right to an -
equal education, will come to the fore as one of the major issuwes in future Jegisia-
tive and litigative change. - .

‘ ‘The role of the advocate will become |ncreasnngly important not only in a sup-
partive role to parents of handicapped children but also in the education of the pub—
Inc at large. o ‘ . ) -

As of this writing | truly wish | Eauld say that | do not see institutions as a
part of the future; that, instead, a more humanistically oriented type of residential’
facility that extends into and is an integrated part of the community wnll arise for
those handlcapped persons who'are best served in a resldgntia? facility.

The role of the unlverSrty and other teacher training instltutions wiII cthange
as the emphasns is placed on a normalization model for all children.

Using the delivery systems of the 1960s for the ¢hildren of today is now and wnli
continue’ to come under attack from knowledgeable parents and advbcate groups.

These are exciting timés. MNever before have people been more aware of the rights of
every individual to an equal opportunity in atl areas of 1ife. Progress has been

made but we shouldknot be satisfied with those efforts until every ¢child has been

" given the opp9rtunrty to reach his ¢r her greatest potential wnthln a nérmal life .

Settlng . ‘ . -

1
'
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+ Synopsis of "The Education of all ) o .,
t B ' .
Handicapped Children Act of 1975 (P.L. 94-142)" )
)i’ Terry L. West £ Percy Bates " ;' b
¥ " N N h i v
- . = L3
| ] sy ) .
L.
This brief Feport has been prepared to acquaint general and special’ educators N
and other int;rested individuals with some of” the provisions of P.L. 9h-142. The
act was sigﬁed into Jaw on November 29, 1975, Presidential ,veto had been expected
but concerted public pressure epbohééged.its enactment. The act has Specifnc impli-
cations for special, education but, because‘of its emphasis on- mainstreaming, de- .
- '|nst|tut|analnzat10n and pre-school handicapped children,. it has 2 pro;ected impact
on the entng‘e educational community. :o- o : \
. - Provisions of P.L.- 94-142 . ! .7 .
r » ' '
i . B
The act offers assistance to $tate and local agencies that will provide free and *
,‘ appropriate ‘education to all handicapped individuals, age 3 to 21. The impetus for
3 ~ 'this pr-ovision' derives from judicial mandate. : . ‘ i
-
“ ' PROJECTED_AUTHORIZAT ION LEVELS ) . v (
‘ The act employs a formula that requires the federal govenment to pay an escala-;
ting rpercentage of the‘natlonal average per-pupil expendnture, multiplied by the num-
ber of handicapped children served., The escalating percentapes, together with:the “;“
* .’ ) projected authorizations, as based upon current national per-pupil expenditures, are . .
as follows, accordtng to Dowling {1976): T T o . N
‘s”l * " ‘ ’ . - te - Fl
U ) L .. Escalating Projected
. Year : . Percentage . Authotrization = B
. © 1976 pre-formula year - $110 million =
. - 1977, - pre-formula year 200 million -
. - 1978, a2 5% 387 ‘mitlion .. .
' Co 979~ © 0% * T 775 willien PRV
. ~1980 . 20% : 120 billfon - ™

- o,
. N
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.= . ' < Escalating Projected

Year . T Percentage Authorization
< 11981 30% $2.32 pillion

1982 40% . . . 3.16 billion

CLASSIFICATION LTMITATIONS

4
apa

A maximum of 12 percent of a state's children in the age Pange 5 to 17 may be

labeled as handfcapped. ‘A maximum of one-sikth of the 12 percent may represent.

4 \ . .

Learning Disabled children. ., - .
"PRIORITIES . ' . "L -

The act ‘requires that all handicapped individuals, ages 3’ to 21, be benefici-
aries. Federal funding priorities are given, firfst to "unserved" children and, sec-
_ ond, to inadejuately served, severely handicabped children. -

.CONTROL OF MONIES . .

4

In 1976 and 1977, the states will control all monies. {in 1978, 50% of each
}zate s entitlement must '‘pass through'” to intermediate and local agenc:es. In
1979-1982, ?53 must "pass through." :

3 '

- 1 -

SOME STATE AND LOCAL RESPONSIBILITIES
N ‘} . )
The act emphasized state and local responsibilities_for

b, early identification of handicapped children;. . .

[ - -
2

3. provision of du¢” process machjnery;

4. individualize&_g;oﬁrams for all handicapped children;

special education in '"least restrictive environments'';

v
by
.

6. protection of confidentiality; /-

3

7. assurance of nondiscrimination in testing and evaluation:

~

8. provision of parent consultation;

9. inservice training and comprehensive persondel deveiopment;

= e . M. policy guaranteeing the rights of all handicapped children to

i

+

free, appropriate public education.

_ BRE-SCHOOL. INCENTIVE .- C ‘

4

+ Incentive grants are authorlzed to enoourage provns:on of 5pecnal services to ’

pre-school haqdncapped children. Each handncappedﬁth:id between the agés of 3 and

-

5 will genarate an addntional‘fntitlement of 3300,
- ‘-‘ . :

STATE,ADVISORY PANEL ) . . .-

. B

K state Tadvisory panel will be created to advise the state on unmet Special

- -
H + N ,. -
. P “ L

_ - . - ." . _61'1_ . . ' ' ) -

2.. provisjon of full service; N .

4
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education needs, rules and procedures, and data reperting. Pane]l members must be

"involved in or concerned with education of the handicapfed. )
, * .

~ REMOVAL OF ARCHITECTURAL BARRIERS S,
Appropriations in!t such sums as may be necessary" are authornzed by the act for
the removal. of architectural barrners. A - L <
. » . .
CENTERS . ' . . *

4 . *
- v . .
-~ ') ~

" Through agreements with instntutnons of higher educatloniand other agencies, the

Secretary of HEW will establish centers on educatnonal.mfdia and materials for the .
handicapped, and "such other activities consnstent with the purposes of this part.

These centers may ''contract wih public and private agencies and organizations for .
demonstration projects."” : L :°~ - ’

- »

. Some Implications for School of Eddcation

1. The act underscores the national commitment to education ?or the handi--

capped.. Add:tnonal special education personnel will be requ!red to meet expanding

service needs, consonant with ”mainstreaming,“ ”delnst|tut|onallzatt0n,, and ' pre'
school handncapped "o . . '

2.7 As per above, there is a new-emphasis on the training l:f"regular" education

i

personnel and Ieadershlp peopIe to work with hapdicapped |nd|v|duals in educational

e —

settings from which they were often previousty excluded‘ The Bpreau for*the Educb-

tion of the Handicapped Dean's Projects on Mainstreaming (supporteq through moriés

authorized by P.L. 93-380} are in the vanguard of this, new emphasis. .

* 3. Although P.L. 94-142 will allocate funds primarily to state, infermediate,

= and local'agencies, the provision requiring qhe establishment of, ceaters cn-media and

materna]s and "such other actnvitces consistent with this part" in institutnons of -

higher education ailow for direct contract wnth HEW by schools of educatlon. Hater‘

o ial development in specific subject .areds (e.g., scnence, reading, math, etc. ) for

handlcapped children and demonstratnen projects for, new maternals, techn:ques, and '

‘. technologies wi¥l probably be conslstent with this nrovis|0n. L e * . .
- 4. The training activities of schools of education rely heavily upon local,

-

intermediate and state aQencies as training sites for field-based'programs. The

ingreased influx of funds into these adgencies specifiqglly allocated for the educa-
ion of children wrth special needs will have implications for training Schoo1s of
- education have 'an investment n. malntainihg quality training sites and 2 professional
commitment to all of the chiidren whlch these Sites serve. Unlversity involvement
) in inservnce training and context- preparatnon&supportlve service types of actnvittes -
U oy el e welcomed. . R 2

ElzJﬂ:} . H !
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Parents Look at Mainstreaming
; ' - i o
« . ) P “
) Judith Greenbaum & Geraldine Markel “
. -

0f all the options open to the parents of the handicapped%child, mainstreaming
may ﬁe the one they view as the mast crucial, and the.one to Wijch they bring the most
anxiety. The near-normal child places more emotional stress on parents then the more
severe and dependent child. Regardless of the nature or severity of the handicap,
N : the near-normal child either.will lead an lndependent life as an ddult or will, need”

some kind of supervision and shelter for the rest of his life. The uncertainty of | .
the chi]d 'S fate is bard for his parents to bear. The variables that spetll the dif-
. ference between independence and’ dependence are hard to codify and measure. Parénts
realsze thatvthelr owp contribution to the near-normal child may make the essential ] N
di fference, and thus they live with unresolved anxiety for a long time. The decision ‘ _
for a mainstreamlng p]acement, if seen by the parents as the preparatlon for aduIt

andependenee beccomes fraught with emotlon

- N " . Eistory . ‘ . ‘B : '
~ - - " o .

Any histbry oF specnai educatton in, America would Be woeful ly" lnadequate |f the

It was parents of hand{f@®bped chil-
drén who pushed, often wﬁthout professional help, for the legislation and services we

role of the parents’ movement were not included.

, have today. Not only havé?thé parents often been alone in their search for services,
but thk? often have found themselvea %igordu%]y opposed by the professionaf ccmnnyfitft

The first pacegt groups were sumllar to parent tbacher organizations but focused

on'specific‘cu§t dial \care fac1}lt|es for the retarded These parents, mqgt of_y whom

and thers td "put the child away for, the benefit-of the —
They did not

n. They not only kept them at heme as long as physlcally and |

*

?amily" and then " orget him,* fought back against the harsh sentence,

. ,forget thelr child
emotlohally po;sub}e but also tried to upgrade the instltutions in whicﬁ\ﬁhey were
eventually.forced by circumstance -to ‘place their chiddren

-

The.&oquge,of these parents of'fﬁe 19405 must’be emphasuged. They publicly -

"

-6
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. ) 'adoitted to having handi capped children aithough socia)l stignatization‘nas unavoid-

ab1e. They were loathe to'institutionalize their children, defying profe55|PnaI and

publ:c pinion, Thev chose to kéep their children at home with their famnlies, al=

though they faced the often- intolerable burden of caring for these children 24 hours
\ " a day, 12 months a year., Yet they somehow found the additional strength to seek out

other parents and join with fhem to fnght for services for their children.

- . R . woifensburger £ Kurtz (19 ribed .these parents as-'abused, mnsmanaged

R T hurt; fightlng mad and eloquenf?¥§:;§$i1ng tn a) 'darker age'' (p. 9). 1t was they’

f‘ — f who jed specnaq educatlon into a new daé "while the professionals were often occupned

iy attempts to defend the-status que” (p. 9). - .
A brief 1 bhe of the history of the Washtenaw Association for Retarded Chil-

?f Michigan may illustrate the Impact of one such parents' group on )

seryi o retarded children in one county in Michigan, This histary was - /

. replicated ghout the State of anhngan and- the entire United States by other ° |
‘roup of parents operating in similar ways. . . b
\ ln‘Hashtenaw County, the parent movement, began in 1950 when parents of children
at'tﬁe'State Home and Training School joined together to better the tonditions at the

) _school. This parent ‘group became the Washtenaw Association for Retarded Children,

S ‘;afflllated jéjn the state and national”ARC. As conditions at the school bettered

somewhat, these parents became interested in the plight of those families whose re-

tarded children were living at home, and were without any services at all. .
' Thejir efforts were rewarded in 1956 when the first day center for the trainable -
" retarded in the county was open by HARQ in @ room donated by the Salvation Army. *1p

" Money for tne work was .donated to supplement the modest toitign. However, many chil- A
“Jdren were still not béing served. In 1961, at the.urging of WARC, the public gchools,
" took over sponsorsﬁnp of a portlon of .the program. With part of the burden 1ifted,

“ the WARC was abie to continue its responsibility for all trainable and some educable

.

- preschoolers and anl tralnabIe individuals over 14 years of age. "The United Fund
- sppp}ﬁed some of theﬁreunred funds. At the urging of parents.in 1964, the Ann Arbor
) PobijeiSoﬁools assumed full administrative respons:pillty for all tralnable mental
:{ afred children from ages 3 to 21. WARC was then able to turn to another segment ¢
the retarded‘popu]atlon which was yet unserved. WARE opened an adult activity

c pter for induv:dgals over 21 years of age. In 1965, a day care center was astab~
:f ed for sevérely retarded children. It was_a cooperative venture organi zed by
H £ anq financed by Community Meotal Health (state and federal funding} Spege,was
5 ted”atﬁa reduéed rate ¥rom a local church.

“Throughbut‘these years in addition to the hard work of founding and organizing
servlces, the'parents found themselves supportnng each other psyghologtcaliy They

e

en;ovhd @e ‘ing together, if only to talk about ‘their children to another understand-

:ng. Fear, gunlt. and shame were lessened by these encounters; and in-’
#as exchanged. The arents shared joys as well as sorrows and dri&\»

- v .
- .. . ‘
- : * _,6 - . L .
. / . .
- . ( N . .
*, ’
. . .
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Durihg' is time, famjlies with educable mentally impaired and learning disabled

- children wer€ sometimes Better, sometimes worse off than families of trainable and

The most mildly invelved child was often found in the

- 7

severely impaired children.
reguler eJassrpbm“since few if any classes for mildly impaired children existed in
most public schogls.. ‘Many of these children were never even suspected of being
handicéppeq; T:jy were eieher considered "difficgle’” or Ystow.”

‘moderately invelved child had no place to go at all. "

However,, the more

P

"hm» .

-

“In Washtenaw County, for example, due to the Iarge waiting list ‘of trainable -

children, it was detided not ‘to admit educable chlldren to the'.program.

Some of

these chnldren were denied a place in the pubiijc schools as well.
especially prevalent if the children had behavior problems.

This exclusion was

-

Leejnung disabled children depended—upon-the good will and creatnvnty of tﬁe
regular classroom teacher, in addition to’ the tutoring.and support of their parents.

Meanwhile, other parent groups were forming arcund the country. United Cerebral

Palsy began in 1941, with an advertisement in the New York Times signed by the parent

of a child with cerebral palsy. The advertisement urged other parents to call the

signer. Cruickshank noted that in that year, the time had come, through the attitu-
to

the .

dinal changes of the laFger soc-ety, for parents of handicapped children to admi ¢
their true feellngs, and no fonger to hlde the presence-of 3 handlcapped chlld in

home. The Natnonal ‘Federation of the Bllnd, a consumer's organlzatlon founded by the

blind themselves, also started in 1940, These groups, along wlth the Association for

_Retarded Children, dealt with the more severely handicapped {or the more overtly

héndicappeq) in our society. TRe Association for Children with Learning Disabilities
was not founded wntil 1963; it united many parent groups which had been founded in
the 1950s, such as the New York State Association for Brain-rnjured Children (1957)
‘ ped Chtldren (1960).

"These parents, be!nev:ng that public schools should provide the

and California Associationbfor Neurological ly Handic
(1871)_ stated,

Lerner

‘&Epecnal educatnon reqaired for their children, organlzed parent groups for the pur-

pose of convincing schools that these exceptlonal chp dren were educable" (p 21).

e Lerner continued, » -
o .
- . As has been typlcal withinxthe history of, special education,
the pressure and impetus, came from parent ‘grqups rather than
) e educators. (p 21) . -

" Thé Civil nghts‘pxwehent of .the 19505 gave added voice to the parents. Parents

‘ of hﬁndicappedachildren and ﬁandicapped adults themselves benefited from the fact

_that black people banded ‘together and dec:ded to ask for their equal rights under the

law. For, example, there is presently a_bill before the Michugan State.Legislature

that wi]l dnite, under one law, legal guarantees of cnvli rights for- both ethnic mi-

norities #hd handicapped persons. N =

3

"

In the 39605; the Kennedy femily’s influénce, eot only fﬁ the‘preklferation of

sefviges to the handicapped but in the attitude of soclety toward handiﬁggped

’ . )
-
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chiIdFe; and.thein;families,'was also of considerable Tmportance The retarded
Kennedy daughter, the retarded Humphrey ‘granddaughter, the_retarded son "and deaf
dapghter of. opera star Beverley SIlls, such b||nd snngers ah Jose Félicuano‘and Ray
Gharles, the wheelchanr‘image of Chief Ironsndes of televisioh fame, all contributed
to allevnating the .shamg and gquilt and jonelnness Jfelt by the parents of:handicapped
chitdren and mod;?ated thé attitudes of society in general toward handlcapped indivi-
duals. Parent groups throughout the courtry, their Strength |ncreaS|ng, pressed for
equal, edacational opportunlty for all their handicapped children. They were Sup-
ported by a soclety grown sensitive to the néeds of handnpappedgchnldren "1In the
1<;; 1960s and early 1970s, laws were enacted in all the 50 states and the District
of Columbia manyaCing public schooluﬁg for all ch1|dren wnth‘epecial or unusual: @*
needs. A'brief istory and description of Michigan's law Illustrates the other state
laws adopted around the country. ’ -

Hichigan's Committee on Mandatory Special Education was orgenized in February'
1970. 1t corisisted of represéntatives of such parent organizations as the Michigan
Association of Retarded Citizens, UnitediCerebral Palsy Association, and Hioh{gan
Association for Enidtionally Disturbed Children,’nd proféssionals who were,involved ~
in the Michigan Federated Chapter of the Council of Exceptional Children! Other in-
.térested citizens, both-parents and professionalst alse were. incthded. This commit-

. tee prepared an initiative petition for mandatory special education; they collected

Sin excess of 200,900‘5|gnatures from voters throughout the state. At this peint,

*

"mainstreaming'' had not yet entered the parents‘ vocabulary

_;jé/gjchlgan s Mandatory Special Act (P A. 198), went lnto effett in October 1973. .
|

stablishes the right of each handncapped (nmpanred) person in the state to equal

educational opportunity from birth to age 25. One notable part of the Michigan Aét

is its provision of parents' participation in the educatronal planning for thenrg
childgen as well as in an intermediate school disfrrct Parent Advlsory cOmmlttee to
oversee the workings of the 1aw. It was in the guidelines ekplaining th:s law that

mainstreaming first surfaced as part of the spectrum of ‘educational opportunitigs

- -

open to each child: . ) ) ] .._‘ ) NS oL,

Attitudes Toest

[ ~ f

n
Parents attitudes, shaped by soclety s attltudes and the services avavlable to

handicapped chlldren have undergone much change throush the years. One qannot “as~

" Sume that parents of the 19505 are the same as parents Ioday. Huch has transpured to

~make the parents lot easier, Although we still, have far to go, serV1ces and opfnons
for handicapped children by local, state, and federal governments have been reatk
expanded We hav® seen 39c1ety become more acéeptlng of disablllty As a qesult;
“parents haye ‘become more assertive |n asking for the. help they need.- A
Parental attitudes, in general, toward their hand:capped citi ldren have been'

studied by professnonals over fhe ?ears Speeches and artnclee presented by parehtsa
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f,PossibLy, the speeches-and articles by these parents are not representative of all

Y ) - ' . ‘ ¢
during these same years suggest different conclusions than the professional surveys,

parents. Possibly, some professional bias has crept in. Historically, professionals

-have seen much pathology in parents of handncap ed children. Mytholegies often grow

The

—

-~
up.btheen groups of people out of touch with or
ofien:veiced professional attitude that parents

n
istrusted by one another.
re opposed to mainstreaming is very’

&

‘ ‘ternat:ve for their Chlld

.

E,brobably one such my th ' . ° . .

. Little is actually known about ,parents’ attiludes toward mainstreaming. It is .

so new a concept that there has been no time in which to survey parents. A small-
scale study was conJLcted in Mashtenaw County one month before the Mandatory Act went
into effect in October 1973. 1 X .
IIDO

you prefer that your child be in (1) a regular class full time with supportivé help,

The study asked 35 families of handicapped children the following question:

(2) a special class full time, {3) a special school full time or {4) part of the day’
in a regular class, part in a special class?' According to-ghe results, 13 parents
chose the first alternative’and Il chose the fourth; ir other whrds 24 of 35 families
+ chose mainstreanipng as the educational alternative for their child for at least part
~-of the day, regardless of the nature or sevérity of the child's disability. The par-
epts |n this study were certainly not representatave of all parents of ﬂhndlcapped
On
the other hand, theSe parents may well be representativé of the actlve parent_who
works to modify or expand services and wh;\E“vau3;|§ the one that is heard by pro-

fessionals in special gﬁucatlon and by SOC|ety in general.

chlldren and there were several sgurces of buas in this sample of 35 famnl:es.

In any case, these results
indicate the spectrum—of,possible parental attatudes regarding malnstreaming

Parents, cited several Jeasons For chOOScng mainstreaming as the educational al-
{a) Since children would 1eqd relatively Independent
Ilves as adults, they should begin now to experbence mannstream 1ifé and to build
(b} Although the placemqnt might not be permapent
. {c) Most Vikely, the '
chlld would benefit from the modeling of "normal" chfldren. ’ . .

thehr self-images accordlngly.
at the mOmént, it seemed the Best alternative. for thelr child.
On the other hand, some parents preferred noi tp haOe thelr children main-
ft

their chlldren, although relatively well*functlonrngv

streamed for more than a small portion of the day enaarents were afrand that
i&“&g rejecxed and tease€, by
their normal peers, which would be damaging to the ch4ld. ﬁne parent felt that her
child had both iniellgctuak and behavf;ral def:ctts of suffiélent magni tude to pre-
clude regplar class plagement at that time. HOweger, this parent felt strongly that

special class placement.in the public school setting was desjrable éince the child

»
came-ln contact informatly with "normal" chlldren and learned ,a great deal from them, z
Itngunstically and behavlogﬁily T : L. . et
. The f;rst of thpee predomlnant concerns the parents had regarding malnstreaqérg 'L~'
- was the reactron.of‘%he normal chuldren 1@ &Qg regular class to the handlcapged - '_
v, . . ' ) . . o
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« chi ld. Thls concern ranged from possible taunting ard teasing to nosinteraction,
whatever Some parents wefe. afrald that thplr children would not be able. to make any
frlends The parents of the phy5|cally impaived children acknqwledged qhat thls :
might be a"possibility but felt that their children would haves to face this problem
aa part of. the preparatlon for |ndependent Iivnng ) e T -j.

+ THe second maJor concern of the parents was the grading system |n the regular .
classroom and how it would affect their chlldren Several parents mentioned that, f
although their‘children tried very hard in school, they recetyéd 'C'sY and "D's"
from the regu*ar classroom teacher Thé teacher insisted 1P grading ‘'on’ a curvye."
The parents want a gradvng ;ystem that takes into account "the child!s effort'vis 3
vis-the child" s, Ilmitatnons In other words. ‘they belijeve that a retarded child who .
works hard to master the maternai should get an "A'' although nnfcompar§§pn to his/her

"normal" classmates he/she_is. functnen:ng at average or below. .
&

The th:rd chneern, and poss:bly’the most unpdftant. was the reactnon of a regu-
Iar class room teacher toward havang a handlcapped~chlld in her class. Parents asked
the administration -1f they coyld place theiT chuld in the classroom of a feceptive
teacher, one who egtual}y wanted a handrcapped‘chlld in her classroom. Thé pafents,
feft‘that as_mainstreap?ng becamejmore.éccebtable to regular classroom teachers .
gthrougb inservice training), choosing the child's teacher would become_lesseimpor-
tanpt.’ . s - “ N

In summary, these parents of handlcapped children vnewed the mainstreaming al-

T

ternative as dependent upon their partncular chtld his educational 3nd emotional
meeds, and the placement options open to the Child Some'pgrents fel't that their
children belonged in and would benefrt from the mainstream. Others felt that a more
sheltered alternative would be best. Some parents felt that their chfldren should be

in the mainstream for "2 Iarge part of the day but not for the entire day Others

felt that thelr chnld should betmalnstreamed cFt‘.'r cne nonacademic subJect such as gym,
music, d}‘art ) No parent vnewed mannstreamung as an easy alternative. Hod:f:cat:on
of the curriculum and the physical enV|ronment ‘and emotnonal SUpPpOFt were seen as -
necessary for successful malnstreamlng . Most important, the parents felt, is the’ .
fosteting'of a positfve.attitude in the Schqol admanlstratlon,‘regu]ar classroom
teachers, and a}l the chnldren attending school Tt is certainly tim& f?r large~

scale studles of parent attltudes toward marnstreamlng to pe launchéd. M.
v I - - .

. . -

) - Goals . - C

Thetgoal of mainstfbamlng should be to |ncrease the probability that the excep-
tional child will fidnction as independently and succegsFully as possible. This dbes 7 T:
not imply that all children will function independently but that they will operate as
well as possibie, acc0rding #o their current egllltles Hannstreamlng to the mbxlmum
degree possible, rather than exclusion, énhances the chances for success and_indepén-

dence since it provides opportunntles to model and practice SOC|a| skikls which might

] *

not be available dtherwise. . ) ' :
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waever, movement from a residential center of special class to a. regular fass

}

in and of itself insures nothing. Mainstreaming must.be v:ewed as a dynam:c process,
) not as a product or one-~time placement ) . /
; lnntnally, the exceptional 1nd|v1dual is placed in the Teast restrtctnye setting
N ‘possible while attempts. are made to prOVIde the most effectlve program avan]able
Periodically, precedures and serv!ces are evaruated and neW programs are,desngned to

meet more complex sets of affective, .cognitive, and/or psychomotor nee;lé.~

o

. . . ) . . .
‘ ) . Considerations and Variability // ‘

¥

ot with. A major cons:deratlon is the uniqueness of the chlld and :he necessity
{

a There is great vartablllty within the éducational env:ronmenr, that mus t @dealt .
pro-

. gram planning on a'case- by-case basis. Although school systems are designed to and

tradltlonally deal wnth grOupS, fegislation guaranteeing educatnonal services to ex- .
ceptnonal individuals from pre- school to adulthood will necess:tate a broader range

~of servnce and*a greater fOCu on the student as an individual ™ The school system
will be required to have a cazéade of services avallable to meet the |nd|vIdual needs

.. ®  of the students, as well as to provnde adlustments, as progress is achieved. L
Add}tnonal sources of varlablllty wnthlg the educatlonal system are. thefunlquéL T
« ness of the parent, teacher, and school system‘at any pasticglar "time.® Eacfl. of these .
&
(

. ’ component '‘parts may have its own value sgstem‘ a
“

roward-handicappnhg condi-~. .

- tions, serv:ce delivery system, fnnanc:al ;onetr ,n EA & aF?rsgory of [nteractions

P, R

with exceajnonal children and thet)(parentSA* E3§t4y> t_ 4#45 the great varletyfof .

Fl

legisilat rul:ngs and |nterprebatlons at. naxJQnaJ‘ ' , and Jocal levels. g
el ‘ The |nevltable varaabnl’ty wlthln the . eﬂgggiionai_ ystem cannot be denkgd but :
. . must be dealt with. It is difficult to make.deeiaJons wﬁen one! s feelnngs and pr|- " )
orities are clear, it i's next to udbosq: Te when tﬁe parngngan;s st guéss .about ; .:

a each other's percept:ons Parents .not R have the' r:ght but the re5ponsnbllnty to

‘ air _theijrp vrewiiﬂ‘greferences ard to have‘;ﬁgmigonsldered in the selectuon of pro-

wliaw L
.-- ‘ + t

© gram alternatives and scéedules ST i g_ AN s

. e ‘“A.. :““e 3 Te ."

- “ The avoidance “of these |ssues andsihe !gge.sﬂ_rﬁsash out d:fferences will un- . -
2. _._._ "“'——--.; B *

doubtedly hamper -thé decusuon making proc e .Theuiniention of the law is fuII pa-

© e rental‘part|C|pat|on To comply with this |uteﬁi-~pa{jhts will have to become more
assertive in their deal|ngs,wlth thé school” Harhstreamlng ;{fc’?s can be effect:ve

throqgh a confﬁnual cycle of decuslon making. which mqst full

’
involve parents. ) ) R

4 . P ' - + o
.o . uabeling . y
S . - . . . + . ’ ‘.

s . quents as well as professlonals must separate the varLous uses of labelst A
Iabel can be used administratively for placement in funded prOgrams. A label can

' ib' also be used educat:onally with the hope of providing information for program plan-
L ing.  The latter ‘usé is based on a medical model and usually is inappropriate for :)
"7 educatjonal prograé:ng . . ~ R * ’

. Admlnnstratlvely, a label tan ‘be usefuT'whenoa parent is attenpting to attain
. + 1

*

! \)‘ - . "' . . . q. N . B i
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services. or benefits. A child with 2. label has the legal rnght to 5erv|ces frOm the
school or d|5tr|ct and d1rect payments (social. securlty, supplemental security in=
comeJ or benefits (vocatnonal rehabilitation, tax deductnonsf from™state or ‘federal
agencnesu However, because of rugnd defnnltions,‘the chitd who falls between Iabels '

3

» or requires several labels can lose oug on servnces or benefnts.

- i’ ]

Educatlonelly, Iabels have failed to provide useful lnformatlon for the plannlng .

. : of* educatlonal aItErnatives or factlitating communication. Even when the def|n|t|0n %,

“is cfear ‘to the profess;ons, it may not be explqlned ~adgquately to the parent. When

ts. explatned, the Iabel is often presented wlth medlcal |nterpretat|on whlch is
usually lrrelevant for educatlonal programing. Regardless of the area of dlsablllty,

*:  the behavnOrs assocnated with a Iabel are Frequently presented as a set of rug:d and *
:nvariable characterustncs The -~ label often Iumps all types of behavnora1 charac-
terletncs together and then blocks people 5 perceptnop of the |nd|v|dual child!' 5

" . strengths, weaknesses, and. learning 5tyie There |§ .an emphasns on the chnld s

- kllmltatlgns rgther ‘than-poténtial. THErefore in practlce, rather than faC|I|tat|ng;
. 'comﬁnmitatien _the iabel tends to inhibit and distort the |nformat|on. It is eriti- .

cal for the parent _and/for teacher to first identify the Iabel(s) used and then to ,

have them deflned in understandable observable, and measurable terms as they cur-

) rently epp[y to the child. This procedure may then’ prOV|de some shared information

. 1 that can be uéed ;or decision making. {1t is a parent'’ s rlght to request a deflnl"
ot tion of a term and an explanation of hozﬁ:he Iabel was determired. The next task is

to see if the personnel--prlnclpal teadher, speclallsts, etc.--nnvolved with the .
chuld concur with the Iabe] and share similar defnnntnons, prognosis, and suggested"

- - * -

procedures, - ' . . .

* . R

As a group, parents can gelp to reduce the use oF Iabels Rather than adoptr

C:tnzens) parent groups shOuId and aye

«* int;a ca:egorlcal Iabel as, an organlzati nal title (i.e., Association for Retarded ' s -
geginning to use titles that reflect be-

havloral deScriptions ﬁl e., ASSOCIatIOD for Chlldren with Socral and Learning Ujf-

"

fucultues) Parents in this situation are choosnng tntles that describe behSV|or
Y “and suggest a focus onssolving problems rather than contnnunng the stereotypic glo-
bal classification of tHeir exceptional children. Parents should refrain and dns-
. . L e
courage other pgople from using a label as a descrlptor of the total child.
ST C e .. _ ‘ :
- . ' . . Strategies . . \

.

-

The bastc procesé in mainstreaming is barental and professienal constant deci~

‘ sion making. All participants are |nvolved in & cycfe of planning,. mylem;ntmg,. v
evaluatnng, and modafylng on a long-as well as shorg-tefm basis. Hannstreamlng as.a
developing educat:onaj concept causes chaages in 5pec|al and. regular education S&rs i:
vices and lq turn, is modified by.the tesponses of these gervices. The c;Ele of con-

cept develoment, service response, and modfficatiOn of the concept. must be based on

T the, 5y5temat|c collection of information on performance. Performance is used in its

.. broadest sense to include the exceptlonal |nd|v|dual's behavior in the affectnve,

Q ‘ oa . ' . \ . . )
"ERIC . U 8 . o 3 ‘ g
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g ined at this peint, program planni

eognTtive and psychonotor domains. Without a data base, deciaion haﬁfng is capri-

cious and does not insure the |nd|v;dual's -continued success.

Parents my e invelved in the deCISIOD making* process during the inictial plan-

ing and emgnt conferences and then)pperlodlcally, in prognam evaluatlon. becl- .
Slons co ernlng placements should be baaed on (&) an ordered list of the child's

needs, {b} the tndividual preferencee of parent, child, and professional, and {c) an

,expectatlon of poSSlble modlficatlon, based &n evaluation. -

Ekceptnonal chlldren of ten have many sheeds. , The values and attltudes of a group
f decusion makers are reflected when such needs and/or program ddternatives are
Nisted in order of importance. |If awapkness of differences and compromises are

and the chances. for success are enhanced.

With ‘the variability of the sygfem, the only thing one can be sure of ns change.

Parents and. professionals must thlnk of programs as ‘the best alternative that can -be .

designed at 3 partlcular time. Inltlallg, time schedules and expected performance
‘criterta should be SpeC|f|ed s0 that there are clear indications for program mod?fl

cation, Therefdre, at the lnltlai conference, the dates and the‘sources of Informa-

- [

. tion used for Judging success should be I|5ted DeclSloos concernang program evalu-_
ation should be based on.a list of expected outcomes ‘which are perlodncally compared
to the (a) actual performance of the chitd (tests,’ observatlons rk sanples), {b)¥
analss;s of the exper:ence by the parents and professionals; and {c) views of the

LY

experlenée by the ch;ld . .

PP 3

r  Too often, dec13|ons are made in the absence of |nformation about'the Chlld'

performance or Nlth information qprelated to the orrgtnal objectives. In additien,

-gnce a program has been implemented, the news of thls experience is not shared among

the child, parent, teacher, Consultant, and/or admcgistrator. A crlt:cal _phase of

the -process is the comparisen of or:glnal |ntent, actuas performande, and perceptions,

of the program. Onlv *then can patterns emerge that wil lllustrgte which education

“ alternataves.lnfluence,progress for a partncular chrld The parent must lnsnst that

work sampTes or..tests related to objegtives be sampﬂed fer evaluation of progress-
The parent should maintain a f|le with notes,.samples of work and reponts from out-
side sdurces whlch can be used during coqferences Rii behavloral problems surface,
then oﬁservations &OT -gates on the occurrence of the behaviors must be in evidence

Intervlewlng the chlld;or aobservations of the classroom‘by members of the orlglnaF'

Rlannlng team- can be advantageays also. . b

. . Dur plans and evaluations must be proJected an adopted in stages as the child

and educational system respond to one another. The actual process and problems in=-

] [

curred during mainstreamlng efforts can be analyzeﬂ by reIatlng—tho experlence of

one family as they attempted LG integrate theJr handicapped son into the educatlonal‘.

~f ™ . - ] [
mainstream. . '. » ‘ - .
) ) ' A case Hi%tory . ’
. Danny, age 9, has ceiebral palsy. He can be described as having spastic . '

. . " » .
T ¥ gy C-??_. . . . 4 . “, )
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parapliegia with some ipvol¥ement of the upper extremeties,

He needs*a walker (Roll-

aider) to gef arcund,

* * . 4 = - - .
He also hes a profound hearing loss of 80 decibels which is ~

corrected to 60 db with a heeriné aid.

He is godd looking, with flaxen hair, bright

_eyes, and beauti ful teeth

“He is a bit'small for *his age.

He sometimes drools.

His speech is |ntelllg|b!e most af the time. ‘Nhen he has difficulty communicéting a
- . parggcular idea, he compensates by using a synonvm or several word descriptions

culled from his Iarge vocabu1ary He lipreads well, and that talent, coupled with £

the assistahce of hus\pearing aid, helps him to function as a hearing persoﬁ.- He is )
reaulng at or around grade level, hates math, and in general, is a brlght child who

., is pleased with his accomplishments. Danny is the sldest of two children in his® ‘

' ..* middle- class famlly and‘ns presentiy mannstreamédpin the second_gréde of his neigh-

L borﬂcod school. © ..

) ;j . o
Until ]??3, when,neiwas 77 Danhy bttended a special (public) schoal for ortha-
‘At that time, his mother and,

pedicelly handicapped children. to a lesser extent,

his father, pressed for Danny’s tramsfer to.a regular class in his ne'rghborlﬁd'

schoal.

One of the prlme reasons motivating his mothenpwas that Danhy had to spend

three h0urs every day on the'bus that teok him to hns Specnal school.

In addition,

.after V|5|tang Danny's claserOm several times,

observnng the other children, and

» . monitoring Danny’s feelings when ‘he a rrved home from school his mothet felt that e

- the program was not appropridte for hnm. However, there qppeared to be no other al-".
, tqrnatlve for Danny.
T husband,

Danny ] mo;her visited 8 neighborhood 5choo| and ta]ked with the prlnClpaI\

it was dt this ponnt that.Qenny s mother aSked herself and her
“Could Danny’ posstbly manage in a regular cTass room?" . - .

C ) about her concerns. She found the principal very receptive “to having a physically

}mpaired child atténd ‘thg sthool. The pripcipal, ‘in turn, visited Danny's home to

meet him. After oBserving Dannysat home, the principal talked to several_of the Co

‘ . kindergarten teachérs to Flnd out their feelings about having Danny iR their class=

room. One of the neachers was partlcular]y enthusiastic. So principal, teacher,. '

. .parents, and child agreed to glve mannsEreamlng a try. . Lo .
’ s g . -
The mother then asked the Director of Specnal Educatuon to convene an Educa-

y - tlona] Planning ahd Placement Conference to change Danny 5 placement 0ff|¢|aIIy. It

a5 at the EPPC that much resistance to nainstreamlng Danny surfaced. The *rlnClpal

o of the specidl school, school psychalogist, “hurse, and physical therapist all Opposed

* -

. ' the idea of magnstreamlng Danny at _this time. It was “felt that he still needed a .

great deal’ of phySlca] tEerapy whlch would be precluded by placement out of the ,:
. + spécial school. But the prlncrnal of the,nelgyborhood schoo? and the klndergartem
PR teacher; a1ong wl h Danny's parents, pushed to-gnbe it a try.. "It might work and v

it might not.Y

o Dangy starded kundergarten in his neighborhdod school, ) ‘

On the\ first day of school, it became apparent that the teacher, evén with het
positive attitude, '%ad not reafnzed the full Sltuatlon. First of all, because of
hns poor balance.and coofdnnat:on, Danny needed help‘un gdung to the pathroom. A,

~ ‘call to. Danny Sfmother.prompted ‘her to volunteer to come to school every day at _ .
ERIC - * .~ ' roe8g 1 A g
] . . e . :
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their parents‘and are wtllung to take the |nit:atave in social contacts.

’

10:00 a. m. In addition,‘Danny'walked very slowly and precarbously

_wlth’his walker Jand was 500N out dIStanced by his jostling, giggling classmates on

to toitet Danny.
.their way to art and musitc. He could not partnc;pate in mucﬂkof the activities in
the gym.- Because of his upper extrem;ty |nvolvement, he wrote, colored, cut, and

pasted very slowly. gn

It became clear to. Qanny s teacher {and mother} that a full- t
\
Fortunately, there was some

=-

gide was needed in her classroom to help with Danny.
federal ‘money in the school system for this posntlon. ‘
Currently, there are twQ aides in Danny's classroom, one in the morning, one in
the afternoon. —They work with the class in general and the teacher is p]eased to
have them. Specifically, they help with toileting Danny (his mother no longer has
the responsibility), accompany him on his slow walk to art and music, and help him
to some extent with his school work. An alternative to spending mgney on an aide
cohld have been to {nstall grab bars in the bathroom or to have a volunteer parent .
already present in ‘the school to.help with toiletting. 0lder children could helﬁ
’out in the gym and the teacher might slow down the c{ass.on theid walk to art and
music. Danny's mather feels that, at the moment, she is wiliing to sacrifice some of
Daphy's independence for his safety {in the bathroom and hallway) but eventually, he
will be responsible for meeting his needs-himséﬁf and, thus, guidadee will help him

toward later: |ndependence

i

Oncg a week for one hour, a teacher-consultant for the hearing impaired comes to
school stq help Danny and the teacher. 1The mother says that ideally the teacher-con-
sultant should seeylanny once a day., Danny-could also have the service of a helping
. teacher but this, mother and classroom teacher feel that too much fragmentation would

result. Danny' s

“The parefts have taken responsibility for Danny's physical therapy.
?! children' § hosputal Theseé VISltS
d Children.

physucal therapy dally at his specral school as part of his* educatt

.mother takes him three tlmes a week to the loc
are financed by the Michigan Society for Cripp ODanny ha&kggcelved
His

parepts felt that the benefits of malnstreamnng more than offset the addltional re-

rog?am.

sponsab:l:ty for taking Danny to physical therapy outside of schogl..
Danny s kindergarten and first-grade teachers chose not to prepare the noraml
chlldren in Danny s class for his presence. However, they answered all {ae chtl

dren's questlons as’ they surfaced The mother agreed with this Qppsoach Danny

.

Thp children got to explore Denny 5 ”phonlc ear and talk

.

Danny s mother bel.ieves
p|

Danny 4 soc:al*ltfe is sthi{somewhat restrtcted by society 5 attltudes toward -

too answered questuon&“

Into the mlcrophgna hmnch the teacher wore. -AI} in a]l

»

that. the chuldren sin Danny's- class feel pos:tnvery toward him. *

- - -

.

d:sablllty, whlch ts why bis mother takes an active |nterest iq_enhanCJng his social *

\n

|nteractlons She invites Danny®s classmates to play with him several times a week,

Birthdays’ become gaia affairs. Mother and son und\rstand the other childreprand, °

Danny rs

Dn the other hand Danny s mother

.

. seldom invited by other Gh|1dren.to thelr houses

)
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" ¥
feels that he 3h0u|d learn how to enjoy belng alone Since, as 4 handlcapped indivi-

dual, relatlve |solat|on will be h|5 Iot To 'this end Danny fs;enrolled in an art

5\ course at the Iocal art.association. He seems to have both talent and |nterest in
th|5 area. . . - -

AN eat

- Danny's mother is helplng him to maintain his relationships with .other handi=
capped chnldrpn and adwlts so that at least some of the time he does not féel unique.
Laag, the teachr, principal, and parents feel that society has much to learn from
Janny. Mainstreaming Danny may foster a more accepting attitude toward all disabil-"

ties. S . ‘

; S - o= , Decision Making , . .
[ - * . &

The case of Danny could give the |mpre55lon of con5|5tent, p05|t|ve and suc-’

Lt

cessful |nteract|0ns between home and school. However, although it is not |nd|cated

in the case study, the partncgpants on bog? sides frequently felt abused and frus- “k‘.
trated by one another. "It took months fo deal W|th the natural and common feeilngs

of frustratlon, tensnoh, and sometlmes loneliness. ﬂJffereniggﬁoblems encountered by

par@nts and teache;s durlng mainst{reaming evoke complex emotidns that must be dealt

with. T e,

- F - b -

Parents and school personnel must realize that such feelings will emerge .and

~¥%

that it takes time and patience to cope with the .issues. Danny's pFogram almost
ailed several times; however ; after several years of hard work and cooperation, a

comfortable and effective program {8 functjoning. *
Programs are often/cycllcal and disequilibrium an be predlcted between the par-

gnt ‘and’ school person el Uneven patterns of behavlor and achlevement are frequently
observed and SQ&U1 T4 expected. The antncnpataon and dlscussnon of poss;ble dis- .
uMlibrium is ogé/;ay of easing tensions. A s tatement” such as "This must be the ' _

hard Lime we thked about," leads to planning and problem solvnng rather than re-
crimi atlons and tensions. _ : _ e Y
‘-, JThe idéntification of acceptable ranges of performance and behavior in main- ,
streamed enyironments faullitateﬁ decnsnon maklﬁbswhen problems occyr. Comparlng the .
pro;bcﬁgd to the actual rate of progress helps the parent and teacher to disarim[nate
whether the probleps pre temporary and within an expected range or reflect[ng acri-
'

tical issue that fequires some major modification. , -

o + In essence, the decusnon makers, the parents and teacher, must defune those

hings that would allow them te answer a question such as, ”Could Danny possibly
,:;;aaage ina fegul (v classroom?" Instead of de¢jding on the basis of ''feelings."
/; attitudes, and random obsgrvataons, both parent and teacher outline the behaviors,
perfor:Ence, or reactnons ‘that would be required for a positive or negatnve anSwer.
This procedure ‘provides! the spe;jflc criteria to use in deC|5|ng if mainstreaming

plans should be malntanned. modJfied, or discarded. .

.
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Aruitoxt provided by Eic:
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The parents' role in the evaluatnon of the mannstream1ng cqncept depends on

-

ﬂtheir degree of |nvolvement in the decision-making process for their |nd|V|dual chii-

dren and thenr evaluation, of progr%ms and progress through parent organnzatsons The
|nd|v|ddal of - the group. wlll each be stronger and more influential when supported by
-nn?ormatnon from the other “Events reported by barents from severa!,schools allow an

- organizat|0n to observe patterns, seek ad?ntjonal informat ion, and plan effective
strategles The organ|Zat|on,'|n turn,, provndes information. -an Optlonsl trannlng,
" and support for parents dealing on an |nd|v|dd€3 basis. The parent organlzation has

been a major force in changing attltudes and serv|ces for the exceptional lnd;viduql

*

"
. The beneflts in terms of lobbying, ﬁ4nadces, access to expertlse, and suppont must

not be overlooked by parents or professaona1s. Lo ‘ : .

For parents, mannstream1ng means continuous |nteract|on wlth educational per-

basns or thEqugh- parent organnzatnons - ) YR - - \
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C e The papers |n th|s volume grew out of a seminar taught by Professor Bates and
.Hr West in the spr|ng of 1976 at, the Unlversity of Michigan. | had been asked-to
participate, despite my absolute |gnorance of anyth|ng having to do with the topic,
because the produttnon of this volume was the seminar's purpose, and I have had sohe
experience as a teacher of Englnsh and as an editor of material in many fnelds ! know

nothlng about. . S0 | talked, from time -to.time, about wrlting and organization and

: style, and.,| asked a lot of questions, and gradually | became uneasy. '| was asked to
make that uneasiness explicit here. . L . ' o .
' Let me repeat: I am a layman. | have never taught, nor wanted to, any kind of
’ class at the pubtic school. Jdevel; | have had no training in education, psychology,

socnology, or law, and only very l)ttle in history; ! know absolutely nothlng about
genetics or. biochemistry* Or neurology'Br any of the mamy other pertinent ‘scientific
fields; with only one fannt exception, | have not even had any personal qxperiences

“with handicapped children or their parents. ﬁhy. the, ;hould | agree to suggest -

* more. than a comma here or a syntactlcal change there? Why not s:mply listen respect-
fully to people who have not. only studied their subject as schojars but also have

" been |nvolved. and conttnue to be involved, in it as practitioners?

Because, | th|nk we already have teoo many experts talknng nly to eaﬁh other,

‘ and about matters that go far beyond their expértise. A football coach talk|ng “about
the, redation of the game to the moral development of the particlpants, to: the na-
tion's.strength of character. anf to constants in human nature leaves his expertise ,

N far behind and is opeh to rebuttal by people who do not know a w|ngback from a sp[nt

end. A busjnessman who |dent|f1es unfettered opportunttles for the accumulation of . .

wealth wiri’both natural law and personal freedom would not be surprlsed by disagcee-
ments with people who. ‘dp not know the stock market from a fish market And special
educators whether they are for, against, or noncommittal about mainstreaming, cannot
take refuge in expertnse once .they have made declarations about the rights of all -
children, the “purposes of education, and soclal and moral imperatives. That Hessrs..

Bates and West, and the other contrlbutors to thnsrvolume, have recognized this fact

- . \l: w-.-_ .’ R : ‘, . t .lr/i
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these matters

A

is, of course, greatly to their credit. ' )
The preceding papera—d+5play~thre€ characterlstics, although not uniformly, that
are the cau%"oﬁ my disquietude. The authors generally agree that desirable educa-
tienal arrangements are those that benefit “§ndividual children in some personal way.
Thgy general ly see questions of ideclogy, structure, finarce, administration, and the
like in essentially political terms, that,is Jaﬁ que;tions o be resolved (whether
through persuasion, litigation, legislation, or a helghtenlng of moral sen5|b|i|t|e§l
by adjusting power relations among the groups ip conflnct. And they generally do n
specify what kinds and what degrees of handlcaps,amental and physncal, represent the

outer limits of acceptability of childrgn who are te be mainstreamed.

[
in reverse order. . . L - .

Let me take

The mildly retarded child who can be taught to read and write, to Iearn some
skills, to obtain a job at which he cap achieve self sufficiency ~is clearly not the

issue here, esﬁ%cially if he presents no particular behavigral problem. _Mor, 1

assume, dre the authors writing about children requiring constant custodial care,
children Suffering from severe phys:ongucal and neurologrcal dnsorders and malfunc-
) tions. The question thus immediately becomes ane of dnagnosnsv ls so-and se a child

who desplte what appear ¢o be mental abnormalltles ‘one who might benéfit, personal~
Iy, socnally, educationally, by being placed in a regular classreoom}, Mhat instru= ’
ments shall we use to assist us to render this Judgment? Who shall make it? . What
appear to be the social conditions surrounding it? Since we know that different

chlldren develap different abitities at different rates, "how confident cag we be that

(3"

what appears to be some form of ret@rdatnon in"a very young child is indeed a perma-

n

t deficiengy,
In my view,

reasonable doubt

impermeable to various forms of .treatment?

there are no general answers to these questions.

about a given child's abilities, present and'potential

if theEe is a
' then it

v

seems to me ‘sbvipus that e must give the child every chance to develop his mind and
his personallty under the mos t favorable.C|rcum5tances we can contrive. Hhat those
- cnrcumstances are should :deally be determined only by our judgment of what mnght

stimulate that development mos t raprdl* although practlcaltf of course, we wWill be *

_ERI!

Aruitoxt provided by Eic:

&

,

limited by resources of both maney and staff.

That is an easy enough position to :

take.

the child's mental growth has come

a~

to a stop. -

-

The hard part cpmes when, in our judgment,
. r

' (

Who is to render bhns judgment? Those whose busjiness it is to do so; certainly

not those‘whose business it

4

pends on the circumstances.

is not.

what is to be done with the child? That de-

if, under arrangements other than the public school,

he

can.be taught a sknll throth which he miaht make a livelihood, that should be. done.
1f he canndt learn’ 5uch a skill, theq\presumably we must make arrangements for his
And | thnsl: that that shBuld be dene as soonr%s possible, not only for-his

sake but, atsiea It

care.

equally importantly, for that of his family. is not neces-

sarily to~the
*

Eésmily s benefit to ledye-the chlld in its care as leng as
L
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Any God who would test his adherent's loyalty in this way should be rejected, nod. -

e

"ham's readires’s, howeyer reluctant it was,

. . ‘. - .
espeZially not if there are other children. 1 happen to place She highest possible

valde on the family; to me, the ugliest story in thé 0ld Testament is that ‘of Abra-

worshlpped Bui isn't our adherence to the r;gbts of parents to decide the fate of
their severely handlcapped children a similar sacrifice of people to a prlnclnle?
And iﬁn'd?’he‘prinhiple, in this instance, tantamount to irresponsible and potential-
hy harmfu!‘qgsggonament of social obliqationg? I do POt expeat:that 4 soclety still
arguing about the rights of private property owners to do as they wish with what is
only temporarily theirs is ready to congiderblimitations te the rights of parents to
do'as they wish with what is also only temporarify theirs., Still, the point is that
there is an i5sye here, and that it is at least debatable. )
The second characterrstsc of the precedlng paaers, thelr essentlally political
orientation, seems to me strangely at varianfe with the |deaI|sm mellclt In all the
argument s not only for maunstreamung bu;_a)?i for Speclal educatlon in general. ’
Special edycatign as a Iobbyf representlng a constituency, seeklng more influence,
more ‘power, .nore money, :s;undoubtedly a realtty ln a cbuntry-in which the various
edocational institutions all are products of similar forces. The realish of a call,
covert or overt, for more of what works is superficially attractive.. Some successes
have been won; more seem likely.. If legislation For'bilingual or multlcultural edu-

cation can be achieved on behalf of children whose native language is not English, *

to sacrifice his son in obedience to God., =

*

*

or whose culture is not Anglo-Saxon, why not envision something Camparable for handi~

capped children? Equal opportunity For all children is not a goal easy to dlsmiss,
especial Iy not when the equality of‘all children is ma;ntalned on the basis of their
Intrinsic worth as human be ings. o ‘
- Still

-

, such a position i¢ only superficiall ttractive. By accepting adversary -
N . . .2:33? . ) .
srelations between di ffefent interest groups as intrimgic to a democracy's educational

system, the advocates of more pdlitica} power far special education scem te me-to
coqgemn themse lves t3 be a permanent minorityl They may achieve greater toleration;
they may even achieve permanence, l'ike the teachers' unions, as a factor to be reck-
But

are these thelr goals? Will they also work for” thelr own eventual disappearance by

oned with in the Qppointnent of penple to office and the allocation of fdnds.

supportlng genetlc counselnng, bromeducal research, measures inteénded not only to

mitigate handicaps but also to reduce the number of the handicapped? Or will the

" latter guestion continue to be surrounded by religious mysticism, crles of soclal

englneerlng, accusations of eugenlc fFascism? .

It is admittedly an ug?y questnon but it is worth ransnng} The polnt:cal power
of any group depends to same extent on that group’ s snze and to a Iarger extent on
its relative longevsty. Te accept the political nature of our educatlonal system and
to attempt tc:-use it onQalf of a given group means that one has an interest in In-

'making it as permanent as possible. Neither of .

creasing that group's siz& and in

L. | . ] 5 L
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these goais can be justified oh any conce{rable rational or humane grounds for spe-

cial edutmtion lobbyists. ~we.not only do not need, we do nat want move handi capped

children. We want fewer, In fact, we want none at_all. 'e.ic . .

*

So the traditional polltlcal process, as it is played oﬁt, year after year, in

e . - education, does not seem to me .appropriate for speclal educatiop. Special educatorsh'
servek\\tonstrtuency unllke any other, a constituency whose d|:appearance would have
€0 be welcomed by all. rational persons 1 do not find mih confrontatlon of that
ct=-and 1 am convlnced it is one--in the papers |n‘thT$xy0]ume Our’ moral respon'
sibifity to do the best we' can for those,handlcapped persons already among us_ ine
c}udes, it seems to me, an obllgatnon to reduce their number.ln the futare. The

s to diminish

' sOC|q;y s need For them. S )
. The issue of greatest concern to me, then, is what to‘do about those handicapped
= chlldren who are with us here and now. For sOme--and i ain not qualifled tostry to
describe even in the mos eneral terms who they might be-'malnstreamrng seems to be
a perfectly acceptable, indeed, beneficial strategy, up to the point of. their maxi~
mum development ' For.others, maINstreamlng may well be disastrous,,as well.as for
. their classmates and teachers ! cannot bel ieve,, that we need any but a humane and
. flexible pollcy, empha5|2|ng not prlnC|pIes‘bUt-eh|idren ) possibnlitnes as we see
. them on an |ndivldual basis.” Does. th|s mean that, Ilke some oF "le authors of the
. papers in this volume, 2 thlnk that one should structuge a:rangements to suit the _
chnld that, in the oId phrase, feachers should teach chlldren and not sub;ects? 1t
s certainly dqps*net. On the contrary, | thnnk thét we areg aIready dangerously close
to elnmenatnng many of the fundamenta] dlstlnctlons education is trad|t|onally sup:-
Z posed to foster. It Is not at al} certain that Qur high Sdhools are not already .
process*ﬁg mentally def|C|ent children, réga;dless af thelr ablllty to read and
. write, right along with nonmal and even superior chlldren who cannot read and wrlte

-

. . ejther, to and through commencement exerC|ses every June. 1 do not belzeVe that -

£

A human rights exist in the abstract ! Indeed, sAnc! the abstracr is*a ﬁﬂman |nventlon

understood by very few people, nothing is more ln;mgcal o a spécifié human belng 5»

rngh;s than cons;derlng them in the abstract. To declare that dlfferénces,are un-
e |mportant that all children have the same rlghts, that we are somehow morally

LI

obllgated to move children from one level to the next because they have grown older--'
l5 to confuse education with reI|g|0n Perhaps we are all already eqbal ip, the sigh
! of God, and perhaps we will aII be egual in Heaven But we.,are obvnous¥y not equal_
in our mental abilities and, as 1 understand public educatlon, the stimulation of
\\ . mental abilities is very largely what education is " about . AN
I have no reseruatnons about equdlity of educatlonal opportunlty The question

L]

. is what to do when that_opportunhty has been provided, as best as we can Manage, and

&

\
dlsrAgptnons emerge. 1 think the 3gswer must be the hoﬁest ne, always Ne are al-

- e
"ready iylng to far too many nowmal chuldren we\will not improve matters by Tying to
] ) - exceptiondl ones, and their parents, as well, A
\)‘ " . . v N . . . . . - .
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. 'fheg-na‘instrearining of exceptional children is o lohher a theoretical issue. R
» Today's educators are not gfforded the Tuxury _of evaluatlng ‘the varnous aspects of
. mannstreamnng and then deciding the best course of action fdr ed‘ucators in some dns- ) .

-y

tant futurg Specnal educatnon Students are already being mannstreamed, in many

P

. school systems today. Although Specnflc policjes and practlces dﬂlffer,=such chrl- )

’ dren include thpse generally class&f:ed as learning disabled, educ,ablé mentqlly rev *
tarded, and emouonally, wsually, hear:ng, and physnc-ally' ll‘hpalled;yt L@SS Severely ’
e i . ““"i
" as. " - K '_.,I pa ',-,\'.' e,

v Y N

.. In most Schodl systems, mainstreaming is presented as Mltgrpatlyezp-a specn- .
fic problem. For example, some educable ment,ally impaired studentsmaj’ bé in regular
. ciasses whlle the district still Oper

seqagated classrooms For, ,g‘i:her educable

mentally unp,anred chnldren. Some emotio, aily impaired children -may’&pe in regular: / o
classes fulf time, some part time, and >ome may be |n self-contanned Special classes. / "’
The presence of marnstream:ng does not imply a lack of special education services for A%

the chi iren lnvojved Generally, school systems have tried to' build ancnilary E;up/ . .
port systems for both exceptuonal chnldre‘n in regular classes and for regular class- ‘

a a -t

.+ room teachers: . . ) : . ) . e,

1 have wdrked as & special educator in a mainstre’argéd situation and philosolahi- .
A . cally support the goncepts: Halnstream:ng is an irssue of the rights . of handicapped i
. lndwndua{_s to an edudation; those rights myst be recogni zed. .In the smail and llm-

. .lted setting in which ‘1 was m_voived we- were SUCCéSngul in educatlng exceptsona“l

children ¥i a less restrictive.environment. ; . . .o N

N -

¥ have) pragmettc reservatqons, however, about the lal’ge-s;ale success of the
mannstre&m:ng effort. Mainstreaming, l|ke mos t educat.zonel lnnovatnons, cannot be,

vl.ewed in iso]atIOn. Many oéher aspects “of the -total hool operation are affected

*

by the educatlon of SpeClal chlldren in regula‘rr classes. In most cases, chenges wlll .
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have to occur cdncurrent with or, better, pfior .to the maihstreaming effort if this
altgreative is to benefit the excéptional #hiTd. Further, -if the Initial attpmpés at o
mainstreaming” are poorly planngd and operated, then each subsequent effort has less @- )
and less chance of success as negagive’ fgelings become stronger and more widespread.. ‘

. Re5|stance to mainstreaming e,gsts, not 50 much a5 outright denlals of the'right

en

of handucapped individuals to an appropruate education, but rather as subconsclous
attntudes hardened by the daily-difficulties faced’ by those involved in these pro-

grams, The sources of resistance are varied, but all in some way )ffect the educa' N

Jtion of. exceptlonal children in regular classroorns

' ’ - T . \‘:‘\ '- »
£ - - - g - . . ' : . . _ ' .
. Both normal. and exceptional children I'l"ia; and ohte_ n are the. source of difficul- .

-

Children . - - . :

_ ) ties impeding ti\e success of maeinstreamiﬁg. Normal children mé‘y be fearful of those
. . . who are different and with whom they have previbﬁsly had I‘ittle‘conta‘ct. In some

. ) school SV,stems special education clasirooms are Iocated irt completely’ separate facil-
ities. In other systems, clusters of segregated classrooms dte housed in a few .
bt;ilelwings within the district. In e?ther case, a Student can move from grade tb—$ :

- grade withdut having any contact with an exceptional child. The separation of handi-‘ J

bt 'b, . eapped FrOm'nOrmaI children has a long hlS?‘XE Thus, the suden pl.acem'ent of a . .
e 7 specia) student in a regular classroom can evo anxi'ety and.rfsulr. in overt rejec- .

. tion of the new class member. ¥ X ’ R . -

Chayez, in 'revuewmg the hustory Of spemal educatlon, and Zand in d:scussmg .-
atttéudes toward excepttonal:ty, s haw how these feeljings toward, spec:al' children,’
T these attrtudes and behaviors, have been part of our cultural heribage for genera—" :

tions. . But more than hT:tory us involved.- Studedts in regular education who are ° ,
¢, themselves close to the catego:-ncal handi<aps may hamper successful mams;reammg
"The chuld- wlth learnung problems. may be the leasi accepting of the educé’ble mentally
impaired; the' class bully=Ray be the most hostile to an aggresgnve chrld from an ’ .
emotionally impaired programt 3 child with some motor difficultiEB may be fhe Ieasf -
- - help?ul to a cla55mate with more obvious and Iié}iing‘physical impairment. In addi-

tlon, actﬁatrpn of\the pecknng ~order mechaniSrn c0uld result m classroom disruption

as exceptional children are untegrated |&to regular educatnow settings. thlldren T

,‘ ‘ ﬁw those with problems, céntunually str?’ve t\\ncrease the:r d|5'tance from . "

the Bottom of the peckung order wlth the arrival of an? new class, members who apgear B

*n

capable of occupymg the tast pOS'ItIOI‘I in the hlerarch'y -0, . .

a

¢« Children currently in segregeted Specnal cFasses may also resist masnstreamrng
ok attempts. If they remember -unpleasant thOOI experiences before the:r spacial class

placement, they may weil fear retucning to a ‘similar 5|tuat|0n. The|r relatnve : ’J‘v
e . . :
) security in the 5pecna| class settlng ‘may be' enhancéd by thelr famlltarity with each

other and with the Same teacher over several yeats. This situation’ may be part:cu-: ke

L]

)arly applncag$e to the norn-white student. Furiher,’atgleast one study suggested Tt

_that educable mentally umpa:red chnldgg;\un specnal classes hayﬁ poorer self conceptﬁ‘
T e ™ . 5" R “_ B S
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than gomparable children in regular classes (Meyerowitz, 1966). 1€ these findings
can be gene‘l'falized..t.o a broader population that ini:ludes other impairments, then re'-

lntegratmg an exceptional studenat may be uviewed by the child as a condemnation to

- o

. fdllure. . ’ . ’ . .
L}

K . The time a child has been Jl'l a spectal class :n |tself ay preseht a barrler to .

ﬂajnstreamnng The longer that students have béen- Se.gregat he less-\fkely it is

that they witll want tg leave, and the harder it is-tor plan ;'e llstlcal;'l or «their -

. educatlgnal futufe Out5|{le of spemal class placement. . ¢

. - . - - % [

- ) ’ Parents - ' - e

Parenr,s of children in specidl e}qcatlan programs #s: well ‘as those of normal .
chaldren may "be opposed to malnstreamlng “To the former, regular class Settings may we
appear inhosplt’éble. They may hive unpleasanc memories of earller exp |ence5 in
general educatioh. They mby not want to leave setttngs wher; they éand thelr- alildren
have been well treated .Man,y of them have worked dnlrgently for special services

*and programs for their children “and do not wapt to risk 'oslng these services ndef -
the gu:se of malngtreamnng Hain:.itreaming could potentially legltimi’ze the ‘gﬁndosl}'
ment of exceptlonal chi)dren to undifferentiated. programs (Hobbs, IB?’S) o
v . Parents. of normal children may also oppase wajnstreaming. lee thell' children, ! -
they may be nervquseabout- drrec‘t ,exposure to someone, who is dlfferent and with whom \
‘they have had ln;tle b no previ .u's nnteractl.ons.‘ 'I'hey-iay feel that the presence of .
an exceptuonal student in thenr children' s ¢lassfooms chould result in the t&achdr's . .s

dlsproportiona,te attention to that child. '?j;lus pareatss may feel that thepl- .
drends education will ‘suffer for the, sake_cj the excepti?nel thitd. K

Administrative Codsider‘atiops' ¢ ..

£ X
The admmistrat’ron of a public school sysge.m is composed of two partsi the edu- d

. -catdérs who'work as admr-nlstrators and .the *structure of the a'dmlmstl;atlon |t5elF--|t5
procedures, polnc:es,and huerarchues. Both have/a'atremendous |mpact on every “facet* ’ P l

) of schooling the ma:nstre,amnng q? emegtronal children. " Lo, . " . -k
Principals may not’ have had- any pract;cal or academic expernenc’e with exceptmn- ", .
-ﬁ; al chlldren.. A 1970 study by Lyndal Bulibck showed that nOne of the cert:.fucatno;n
. requ/rerrents fo::e'Scthl agmmnstratOrs in any of the 80 states, the BIStrICt of 0q- . "' ‘
lumbria, or Puerto Rlco called for coupses in speclal e.ducat.ion 65" percen-t "of the .-, N

-elementary scbool admnnnstrstors had had no ‘céurse work related to the educann of Toose
Nexceptional children, and 23 percent had taken tane cou?e 8 perceﬂ had taken 2 oL |

caurses, and only b percent had taken 3 pr more course$ in specjal education. Thos,e . R !

' * .”:

}1- prmcipals who have: bou\sed exceptaonal chitdren ,in segregated tlassrooms in their i

bmldlngs may have tlerived little kncm'ledge from the-experience often, the f.lI'II'ICI'

[ U
pals hasve had .lnttle say in the operation of these tlassrooms and,.therefore, regard T

the. program anqﬂts gonstjtuents as unrelate,_d to the rest of r.he schael. et
i s
* A prlnclpal can make mai‘n'stre’auiing dlfficu.lt for reasons .Other than a lack of . , e
LRy J""' et s - ,.'-,..‘. cwefeer v - - me oy A - N a . - - i _‘.. f - - C e ey e
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C|al to.the successful accommodathn of speC|al pupils in regular Qlasses. He stated T
that the key crnteria, hOwever, are how the prnnc:pal works with his or het teachers Jf
and how ‘he or she sefves as an over- group person to the childrén. Thus. a pr|nC|pal

- " <
. shou]d be traaned te make the system flexible and supportlve The prlnCipal mus t 4

1

support teagers, ;hlldren, and pafents throughout the mamstreaming effort. o

in the. mainstreaming pl"OJeCt in which | was involved, the role played by the -

bullding prtnC|pal was cruC|al In fact, in one |nstance the prlnC|pal's past expe- ™

rience and |nvolvement with special, educatnon and exceptlonal‘Jngdren resylted. in

[

his_ bulldnng belng chbsen s the site of a piilot program. . | observed 2 good program

beg:n a decline in a building where the prgncrpal became .weak and |ncon5|stent in s,

prowdmg help to teachers. One teacher even felt that the- pr:nmp/al was placmg

difficult chlldren in Rer clasBrQPm ‘to force her to change her teaching methods or -

request a transfer or ‘both. ~ R

L. . -

Although perhaps noi overtly opposed to placing exceptlonal chlldren in regular
- classrtooms, special edocation admnnxstrators.may be very reluctant to do so. Mary
of them Bave been able to manage thenr programs with very little |nterference and
have come to feel very secure in their autonomy. A widespread mainstreaming of
special students would.of oegessfty alter-th}s role, requiring more ;nferaction with*®
-and_ depeoden::e on gene;l educatioa personnel. Some Spe::';al_education directors,
supervisors, and consultants may npt only fee) uncomfortable about a move-in this .
directiombut also may not know how, Lo cooperate supcessfuldy wnth general educatlon‘- -
staff. . , . [ - ~° ' ’

The adaiinistrative structure issglf may be a barrler to successful integration
of exceptional” chlldren in regular classrooms. Nt local, county, and state levels,,
general and specnal educatton may have parallel adntnistrative E)erarchnes which can
make worklng together difficult. The fwo can operate almost as”’separate entities
within the same system. The budgets budgeting prooedur?s, and time ‘schedules may be
dlffeFEnt, making the’ placement of Qpecnghﬁ?tudentS'an regular classes Fraﬁght wnth

ramxfncatlons.related much more to the operation of the,bureauCracy than tonthe edu~

cation of chlldren .- ' ) ) . . . ]

The organlzation of |nstruct|on may also pose groblenm 1o effective mainstream-

*

nﬁg The conventnonal agedgrade placements for instance, may present duffncultnes

’

in plaqlng excent|0nal chsldren in the most approprlate educatlonal'sett:ng

*

geqpral, secondary schoo! CUrrlcula ack reallstlc vocatlonal explorasion adﬂ{pre- “
( L3 .
vocatlonal training, both of which are |hportant to accbmmodate special students

successfully, An |,ssue as bas.ic as the current size pf most regular clagooms :
appears *highiy' pertnnent to malnstreamlng" Cruickshank’(ls?ﬁ) ‘stated that successful -
integration requires § reduct:on ﬂ1 the ndmber of chlddren 1n the classrooms invqlved

I ’ : Taadhers : . , s

- Ieaq?hers in both* general and Special educatlon maf( res?éf marnstreamiwg Because

.
- -

.t




50 much of the ‘success of any educational p.rogram depends on the teachers who iomple*
ment It, the sourgds of teachers! res;étance should be examlned carefully. ’ .
Regular classroom teachers,. like ehlldrep, par.ents, and admlnlstrator-s may have
had IRttle contat.t with exceptional chl']dren. They may have had r’to goursework n
. special edutatfon nor much practical q;pernence with special student&. Theée teachers
- may feel -dubious about their capabilities t‘c.a work with exceptlonal chlldren. Just ’ ¢
- making the teachjzrs aware of their fréedom to de5|gn a classroom to accommodate these‘;’
students is not enough it may only reinforce their feelings of ‘gadequacy (Horse,

1971). v . - .

‘. Further, efforts to trailn general educators for malnstreammg have not kept pace
-, wltff effOrts to mainstream, causmg ngt only fr&stratlon but negatlvtsrn toward, the » '.'
entire concept. Teacher.s may feel that they have not been Shown sper.lfnc.ally how to §
in_divid_uali_ze in their classragoms. to p%vide for special students. General educatorse< )
" may feel that they lack a broad, encompassing model for an individualized classroom’ .-
Y tin whicﬁ":'they tan -comfortobly accommodate a wid range &f stodentsj (Hors‘e 1971). A\
Regular cla55room teachers may rightly. fexl that‘they have been gwen much teoretlc'al .
«  advice but lnttle.-else. Bates and West elaborate furrgner on the |mpltcat|on of thns R
, problem for tea;her,educatlon . . . ) ; R -
- There are, of course, genera% educators who do. notrwant spemal studglts in
their classrooms and who will ‘not make attempts to accommodate thém. But teachers

- whbse attitudes are positive and\COmpenten% high, may also f&el that there are’ g E

ithe spectrum wldé and Tthe budget limited. Hany excellent genemal educators have - ’ P
undoubted]y been mvolved with mamstreammg efforts thus far, and .t feel fortqpate o

to have worked wlth ‘several of them These are~the people who arr:ve early, stay .
rate, and partucnpate in volunteer wOrkShOp%‘ and. :qserv‘:ce tra.:mng But thenr - _‘ ;,..\f'
. "rew&rd" ts often .tha‘t :he mog;/dlfflcult chlldren |rl_ the school ,are. p-l.ace'& m their,._A
classroom&.\‘ . .8 \ w R IR oL ) S
Not all special educatcon-teath§r5\5upport marnstreamrng.. Lcke admlﬂlstrators
of\ spet:lal educat,aon, these tea‘chers may ;feel reluctant to rpllnqutsl'r the autonqmy of
a segregated program. . They may hesitate Lo/assyme .8 resoprce/consultant type of
* role! fndeed, they may hatve nefther the' sklll,s nor the persconal characterlstlcs to
do so. Further, SpeCIal e.ducatnctn tedchers may oppose ﬁannstreammg as an un;ust:-t' o
S fied |nd|ctment of special, eddcatlon %o work wnth exceptlonal children effec ively, L
‘ They may f.h,mk on the contrary, that’ they havé done A good _|ob and have thJSUpport &

.of satisfied parents. L -

LI L N - . I

- /
bt ,." ~Not only may spemal education personnel resist, malnstl'aeamang themselves, thev

- may also be the cause of. some of the resistance from .general educators, Specna'l ‘ .
educat;on personnel have frequently blamed regular teachers for the excl@ton of .
special stdents in the first ptace. The 5p§cial educator can’hardl‘} expech these,,

< ¢ same tea‘&ers{ their former SEaBgE;oélts, todsccept these students'along vqit{;v the _v,ague *
-‘ N [} . P -‘ - LT I . . . .
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s Ilmlts to ‘their abilities to meet the needs of each child when the “numbers are large, i
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. consultatlve services of the former teacher of the self-contained 3pecial class, ., )
. 7 without some sDarp recollections pf recent divisions. "

- _._' -t s . . . , . -~ - ‘

NP N R Structural Considerations .

.- . .
o ° - . -

. . e s, : . Lt - - . L ’
e e - ,Schoed buiidings in most districts are not able to accommodate the mainstredming .

of a full ,rqfrge of special students. This fact be::omes most clear when one considers .

- ) .students u}:th physical mpa:rments Structural changes and addat:ons would be nec- . . ,
; - essary in most Fac:l:t:es, and the basic style_and layout of some school buildu’:gs r
* make this no slmpleuéask. Lut;gat:on, however, mgy result in court orders ‘fhat ledve = o™
. - . [ . * ' . - i
% little choice for public school systems. \- - } e’

*

Aside from the obvious structural probrems of accommodating students with physi- »

cal impairments unﬂgeneral educat:on, more'subtle difficulties may arise for excep-

. b tlonal chnidreh whose problems are not physacal F%r example, some chnldren wnth .
emol:nonal |mpa|rme‘lts may have dlf?lculty in a school without interior walls.® The . o
-,, . size of some classrooms as compared to the number,of students may hinder a very dis- . —
.. . 'tractable chlld, who needs a quiet, {solated work area. Sme bualdmgs do not have 4 .
3 .' R ua’f'e space for ‘children \;—hWo need an area for work .in motor sknﬁ‘areas In , !
,,- 1 - short, many bu:ldmgs are pot nNow condgcave to the successful mtegrat:on of spec:al ‘
. :. ) students . . “‘ ' L . ..? . "‘. N
'-~.. . . ' ‘ﬂj _ Péess‘-\ﬁnal &fflllates “ . C .' e
g - . The Natlonal Educatlon As3OCH qop/arﬁl. The Amer:can Fedarat:on of Teaghers haye

[ED, that the AFT"suoport' and encourage the concepe of main-
for hand:capped children, both moderate and seVere, to the:

omote” legislatlon I:O gain federal’ Fundmg of special education pro-.
ams - to)provude mainstream settings; to train additionyl speciaf
catiqm personnel, .to provide necessary suppdrtive services. for .

h malq;,treammg programs, and be Tt Furthern_ . . / . . i

1 . . B L4 . . . 1

L :, R SDLVED" that in the émp'lementation o.F the malnstreammg program, .

3 ‘ L col18ctive bardainming agreements entereJ into’ by  1ocal unions in-, . ' K .
. ¢lude adeqoate provisions for viable c-lass size and protectnoﬁ “ - . ;

) . . . against thé diminution of their special certificatéd or licegges .

.. . of both £he sPecial educat,ion, and reguiar‘\educat:onr teachqrs af- . ‘

. fected #»y “the program. O\memca.n Federation of Teachers g}‘g' ’ .

T ‘Lt Convent:on Résolutloris, 19?,5) . ; . A

1 * R k4 * .\ : - ‘ * ' .o

-

’ . The Nlj)\mll support the, maunstreammg of handucapped st'uderu;s only when the Follomng
- condnt%ns are met; Coe ’ - 4 ' . f' S
o N “ % LR ] Y o’ -: H
L, 3. I provldes a favorable learning experlence both for ha dlcapYeo\ - v
. ' : and for regular students. ‘ - R ‘ - '
. . , . .
- . " N ) ‘ )
¢ b:" Regular and special teachers and administrators share equally in itg- Y
' ¢ plaiining and implementation. .. o . '
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o . . ¢. Regular.and special teachers are prepared for -these roles.
. - ~ [ . . . . L i .: ’ B . )
- ’ ' d. Appropriate instructional materials, supportive services, . : ’
: . . « . and pupil personnel services dre provided for the teacher Lt
. ‘. . and the handicapped students. - .
."‘\ R . . v ' ’ ! EN .. .
e, Hodlficatlons ‘are made in class size, scheduling,, and clrri- ' .
oo e * culum design. to .accommodate the shifting demands that main- s
o r . .streaming creates. . -)f ' . :
. - - - [ 30 -
. Y .
ﬁ-_ oo . F There is a systematlc evaluation and report:ng of program s~ . '
L ' 7 developments. - .
- ’ . L}
. . .' .
’ ) ~9. Adequate, additional ; funding and resources are prowded for
. . - mannstream;ng and used- exclusively for that purpaose. v .
. (National Education Assocnation ReSolutions, New Buslness, and

‘ Other hctiops, 1975) &~ I

Thus, the AFf activély Supports mainstreamlng while fhe NEA will support'nain-"
.streamnng only when some very specific conditions are met. Sone'of these copditions
could. impede ma|n5tream|ng efforts. For example, how will the lssue of viable class
slze bz/}esolved in specnflc s.tuatnoos when one or more special students are to be- .
come -pant of a classrdom? Who will decnde if and when and which teachers are pre- (:/P
' pa:ed for the new roles? How Slmp]e a task is modnflcatlon ‘of schedules &nd curri-
i J—' cu fum? HO.u will ‘additional Funﬂlng and resources be of:otanned in school systems fac-

. ing budget. ourbﬁcks? . : - ~ “, '

.Further, an. examunatlon of‘some local schools (contract prOVISIOnS may illus-

trace that, un practice, bacgalnlng unnts may dlrectly oppos the education of spe-
. onal studedts :n regular classes. . The folrownng |solated provnsnons from specnfuo
contracts in force in d:strncﬁo in Hl;hngan s WYayne', Dakland and Hacomb countles, in
- . Ps?l tndicate tha: thenn.rmpkggentat:on would certalnly limit mainstreanﬁng in that

!

Part-icular dIS'trn:t R ' . o -

o . a . . R . T, . - ) . .
. :'-Teachers may appeal cases in whtch shey dnsagree wnth the ' )

L T retowmendatlon of the specnalests C " L ,
R f '; ) e eachéﬁb-mg& nat - falrly be expected to assume the Ongotng ‘e °r
P responSrbiilty for- the role of wardeft or custodian for emo-- ..

U tional ly disturbed or physically handicapped-or mentally handi- .

S S oapped students” .
Ul --Chlldren dnagnosed or identified as Yhandicapped" are to be . )
Lo . -removed from the reguldr classroom. (Sosnowsky and Coleman, . o
ROV . ' ;o

: . 9 . - : .

T r Sosnowsky and an (1971) found f?equent and clear contract provisions pro- -

: f:.: ’ tectjng teachers aga:ns having to gut up with problem behgybgr. Although several . P
- oontracgs provided f '
S prbvlsten ior the:r e-entry to regular classes A

. | s

referral, removal, or punishment of‘studenis, only one made .
b * ¢;~ a ln states' with mandatory speclal eduta%ion laws, such as Michigan, however, the
problem is resolved th?ough a prov|sion stating. that po.contract may contafn pro-

_ visbons that would hnnder full lmplementatlon of the Iaw (P.A. 198, chhngan)

-95_ . 90
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\ o Discussion ° . . . -
l LR ) -
- .Clearly, successfully |mplement|ng a program to egucate speclal students in reg-

Y u"ar classrooms will not be Simple. Much more is involved than the mere*placement-xf

y a student in an integrated setting. * Other aspects of ‘the total educational system

] .
" . .

~ must change, '* . . . . . . . ,
. - . - . »

- Surrent resistance to mainstreaming comds from the parts of the total systeq'not
‘vyet ready for an integrated special education program. ) Some educators ogeniy admit T .
that they do not believe that exceptional children can or should be educated in regu-

lar clas;rooms. But most of" the resistance stems from long- held attitudes toward -

ekceptionality in general or from pragmatic problems-in the operation of an [nte~
, .

grated érogram . N . )
hY * - <

Zand sﬂggests ways in whlch attatudes cah. be changed. Perhaps verw deliberate

streaming. . ° N . L

& ]

v $imilarly, the resistance based on pragmatic conslderatlons must also be openly .~

efZZrts are necessary "to prepare all the chlldren and adults who will participate in

| ma

confronted. The speclflcs of this re5|stanée rmply the need for adaptatlons that . o

. Mmust concur with or precede mainstreaming. Not to "do so«dooms mains trgaming to fai]l-
- - . - - % x

&,
Successful malnstreamlng has specific |mpl|cat|ons for the training of generat

ure.

_educators and speclal educators (see Bates & Nest) The training of admlntstrators .
also will have to be altered Publlc scheal systems that have commi t ted themse lves . -
to mainstreaming to any. degree must also be willing to make thetchang necessary to

make the ¢ffort suctessful (se¢ Cook & Morris). Further, malnstreanufz calls for a T,
settlemen of the conflict beéween teachérs' and students' rights, ‘ ' . :
- Approp¥iate resolutions of these problems means large-scale reform |n .bath pub-

" lic schools and higher educatlon Hany needed changes, however, would be difficule .

to implement. In some |nstances,_perhaps large-3cale mainstreaming should be delayed ‘ .
while prepagations are made that mlght telp to insure its success. The choice ls not '
whether to mainstream but is much more complex who, how, ,when, where, and with what
preparatlon If at least somg, speg;al students are,going to be educated in regular
classes,etherehnuét be attiEudinaI changes , structufa3 alterdtions, and, re~vamping of
much of the~operation of pubiic’ schools and teacher and administrative educations It
is veﬂy likely that-some other interests will have to suffer if mainstreaming occurs,
whlch wlll be' reflected ih both Eudgets and contract provisions. But there may be

somg, beneficial results .in turn, such as smaller ciass sizes. _ .

‘A reallstlc vnew of’ mqnnstré%mang recognizes the wide 1 pllcatlons of thig con- "
cept, |llustrated by- the current sources of resistance. These cannot,be ignored if . 'I
- ’ . . - T
:Eé' children are to denefit .from mainstreaming,

4

r
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Hainstreaming.eis a controversial topic which has received considerable ttenfion

v
from all sectors of the educatlonal* %mmunlty The |mpl|cat|0ns of mainstreaming for
public schools are of paramount concern because the belnefs, ph|1050ph|es, and issues

that various professional and |nter29t groups advance must be put into practice with-

-

in the public school setting, : _ 7 ’ ,
.o Obv:ously, all of ma:nstream:ng s 1mgﬂ|cat|ons cannot be adequately addressed in

L]

a paper of this length. But we will raise several crntica] issues and outlnne some
o posssble strategies for meeting the challenges of ma:nstreamnng in alterlng personal

oy

attitudesy selectnng service delivery models, determining.organizational and role
, changes and provid:ng for staff development. We hope tﬁgt Jthe c%mments and observa-
tions made in this paper will be useful to the school personnel who will part:ctpate

In malnstrdgdhng in the public schools. N\ . . . o
- ' .

. , Personal aftitudes : .
3 N . .

. Members of all rdle groups within the public school communlty may resnst the

.

proSpect of intedrating handicappéed siudents into the mainstream of educatlon. For
various reasons, educators, adm:nistrators, s;udents, and parents associated with

. H

_ both regular and special education programs may oOppose ma:nstreamLpg exceptional stu- .‘
- dents. Their ‘resistancé may be d|rected toward the alteration of educatioﬂai ser- )
‘vices,' the acceptance of exceptional JndiVlduaIS, or both These att:tudes must be-
the aniflal target of any malnstreamlng effort. The most carefully planned pr6-
g:ji with extensnve resources and _supports for teachers and students will fa|I at its

.inception 1f partlclpants "harbor negative atbltudes. LT, T T ' L

+ . - ’
+

- Before a system attempts to implement a change of the magni tude of ﬂgnnstream- *
ing, it should make every effort to develop attitudes in the participants which will

x

be conducive to the change. -A public school that wishes to instltute a malnstreamnng

] * E
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,Prograﬁ should.recogqize and alter, to'whetever dé&?ee ﬁossiele, resistant and re-
jectipgbattitudes of parents, educators, and studepts, Minimally, the Qensonslwho
are- part of a‘aainstreaming p}ogram must be aware of their own feelings and must 5e

- . committed to tmplement the program and accépt the students. - L

a .

LA *

Several factors may contrlpute to negatlve attitudes toward malnstreamlng Ef- .
.. fective astitude chgnge will begin wjth an assessmeﬁt of the extent td“qblch various o -
_Tact&rs affect attitudes in a specific situation,.and appropriate change strategies .

. ‘ ~ Will be selecied on the basis of .the assessment. Resistance toward mainstreaming is

. likely to reflect the lack of clarity “of the deflnltlon and intent of malnstreamtng. \\ )

E sOC|eta“Lperspect1ve of individual, differances, and/or Ilmlted degreas Of'?é;sonal

. ‘knowledge, experience, or confidence regardipg one's own performance in a situation

which integrates handicapped and nonhandicapped students.

~
-

L]

s ' " Definition and Clarific ion . -

Considerable confusion has deveIOped about matnstreamnng asg a result of the lack

of consensus regardlng |ts deflnltlon and the studenns lt involves. To reduce re- *

. tanfe to mannstreamnng, it is essential to.provide 3 clear deflnntion and. to spe- “w, "
7 'Qféﬁ’ii; type of students to be mainstreamed. ' . ' ////’/// :

o Tﬁe s € ‘widely accepted definition of matnstreaming is that whlch,the Council T
. for.Exceptional Children (CEQ) Delegate Assem?ly adopted in April 1976.

) J Mainstreaming is a belief which involves au_adﬁ;ational place~ -
ment proceduré and provides far exceptional children, based on
. the conviction that each child $hould be.educated in the least .* ' .

restrictive environment’ in which h1s‘educatlonal and relatéd
needs can be satisfactorily provided. This concept recognizes .o
. that exceptional childgen havé a wide range of special educa-
=+ _ tional needs, varying greatly in.intensity and duration; that: -
there'is a recogntzed continuum of educational settings which .
5 m3y; at a given time, be appropriate for an Tndividual child's
needs; that to the maximum extent appropriate, exceptional chil-
dren should.be educated with non-exCeptlonal children; and that - .
spec:al classes, separate schooling, or other reﬁbval of an ex-
' ’ ceptional child from education with non“exceptiona! children .
¢ - should occur only when the intensity of the-child's special , —
: education and r¢lated needs is slich that they cannqt be satis- '
.fied infan envirdnment including non-exceptional childrén, even
. with the provision of supplmentary aids and services. -

i

The following discussion is applicable to mild exceptlonal:ty, regardless of . _
SDSCIflC labels. The students whose |ntegrat10n into the mainstream of educatlon is . —
considered here are those wnth mild degrees‘pf mental retardatnon, emotional distur-
bagce. iearnlng disabllltles. and auditory, visual, or, other physical impairments.

In our view, any school |n|tlatlng 8 malnstreamlng program must bégin by care-
fully selecting.and integrating those exceptional students who have the greatest po- ‘s
tentijal, for succeedlng in the malnstream. The challenges that malnstreamlng pnesents
%he public 5chools are multitudinous and require new c00perative efforts of everyone

invo!ved Untid schools have developed effective proGésses for mannstreaming and

- . “
- - 4
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Jtinue to prcmdtg some Stereotypes, iﬁEreasing numbers of film and television industry

R A ruiiext provided by R

,have become experienced with the successfﬁl integraticn of.mildly handicapped ifu-

dents, they cannot be expected to provide moanlngful mainstream educational experi-

ences for more sevtcusly handtcapped s tudents. . .
. * . '-\r‘ o~ q\\
Other Sources of Resistant Attitudes .

-

Desplte the |ncrea51ng proclamat:cns of acceptance of |nd|v|duallty in our soci-
Qur hisr

~ "y -

ety,_ there exists a long legacy of lntclerance cf individual df*&érences.
tory is full of exampl&s of the types of differential treatment we have affcrded‘\ﬁe

dlvldua!s who differ in some uay chm the majorlty We have cherished a ”gclden

mea and relegated to a variety of undesurable c1rcum5tance5 those who do not meet

the crlterla from our narrowly defined range of normalcy cn acceptabitity. Even cur-

sory attention to the recent histories of such diverse aspects of oer culture as men-

tai health services and racial desegregation provides abundant illustrations of our ’
societal reaction to individual differences." . ot T, . ] 5
"Another factor thatylndbubtedly contributes to the unaccepting attitude toward

exceptional children is'the lack of knowledge and experience most people have re- o
gardlng handi capped nnd:vlduals. It is not surprising that, in a.system that iso- .

lates "different" people as” ours has done h:storlcaily, those average :ndlbiduals who - -
remakn in the malnstream have littie exposure tc or understandlng of the segregated
groups. The void these people experlence in terms of knpwledge and experience is

quick Iy fitled with misconceptions and myths about t caudes ané ef%ects of'handi~ ' )
capping ccndi*ticns. 8 ‘ , '
The stereotypes and miscon Septions held by eﬁ&eﬁ?bfs, parents, and students who
are associated with the general educatnﬁnal program must be dispelled if effective’
mainstreaming is to occur at any Ievel It is essentiai that the general educaticnal -
community be prcvlded with :nfcrmatlon and experiences which help them to understand
bettAE/{he various handicapping cenaitions¢ They need also to be aware of the manner
and extent to which an exceptional child is affected by hjs condition and of the ef-
fect of htéﬁconditicn an others. b ) ‘ .
Basic knowledge should be disseminated to members of the general educational
community at several different levels and through varlcus methods. The “initial 9051
of information dissemination should be to rai%e th€ consciousness of the general pub- -
lic regarding the existence and needs of handicapped people. | Addltlonal knowledge,
more specific to the interests in exceEtionalit%es of "their role groups, will also
peed to be provided to parents, educatcrs, and students.
The media's role in lnfluencmg publ:c opinion has been reccgnlzed by 2 number
of organizations representihg the ﬁand:capped. Tremendous strides are be:ng made by
these brganizetions to increase public awareness and knowledge of the harrdic'e;gped
through media .campaigns, Short teievision and radio public service messages are pre- . -
s‘enti:“r!g accurate information about handicapping conditions. ) Although the uéd‘ia cen- '

representatives are making significant contributions to the normalization of - -
..99- * ) K
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exceptiona}?tTes by producing programs and scripts ghat realistically portray the.
handicapped individual. Many of these tapes and films have beenso well written and
produced that they are commbnly ysed by professional and parent groups for public

. .

consciousness ra|5|ng and educational purposes.

Hater:als designed to prom{de special infprmatlon to meet the |nterests of 5
partlcu!ar role groups in handlcapplng conditidns are also becomlﬁg tncreaSlneg

’gvailable. In recent years, hundreds of books have been written to make parents,

teachers, and thdldren more aware and understanding of the 1iyes of the handicapped.
At léast one series of children's books that addresses exceptionality is in print.
The New Juvenile Series on the Exceptional Child#published by Human Sciences Press,

provides relevant materla] for® adults and ch:ldren to ‘read and discuss together.

These and other books written specifically for chnidren can be valuable resources for

‘teachers or parents who wish to prepare children to ‘interact naturaIIy with excep- -

tional children. We have found ‘local Ilbrarnans to be especially helpful in suggest-

thg appropriate materlals for these purposes : , -
E ]
¢ Teacher-training materials @nd programs have been developed to provide educators
. with xhe basic information and experiences deemed necessary to foster acceptnng b

R A rovidad oy e S

-

:- p]anned and |mp|emented majnstreaming program. ) ‘o R . L !

,-_L:‘.",,. ‘.,',-Lv. .‘--.1"., ", A .. oo - ..100_“ 9;:)..,‘./ R \:' . R . : ..'-

attltudes towqrd malnstreamlng axoeptlonal children. Many of the materlaJs include

simulated exercises ortgames which are desngned to enable the participants to experi-
ence some of the feelings and situations handicapped indipiduals F . In our own
experuence we have found these exercises to'be effective In making parents and non-.
handicapped students more sen5|t:ve to the conditions of benng handicapped. , .

.9ensitive use of. the types of maternals and .methods presented here should heIp
to produce attntudes of acceptance and to facilitate better understanding of the
hapdicapped persons. The methods and materials are appropriate for use in teacher~-
training programs, PTA meetings, community groups, and classroom sessions.

Another factor that strongly influences attitudes toward ma?nétfeaming is the
fear of many people of the possibility of fai)ure in a2 mainstreaming program. School
staff, aware of their limited training for their new ‘roles, may feel that they do not
have the skills necessary to contrlbute to the effe?tlve mainstreamtng of exceptlonal
chlldren. _Specsal educatnon students and *their parents may have memories of hurtful
experiences with the regular educational system and fear that the failures that the
special students experienced before will be repeated. . . o

These fearful attitudes arE‘rearistic;Fthey are based on the realities of the
current edutatiOnaI systém. It is highly unlikely that such attitudes can bg signi--
ficantly altered in the absence of an effective mainstreaming program. It is only
through successful experiences with mainstreaming that stodents, staff, and_parents
can learn to trust and believe that they will benefit from a system that .integrates
handjcapped children into mainstream education. . Consequently, the alteration of
these attitudes becomés a process to be accomplished in conjunction with a well-

.

.
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t . Mainstreaming Models . .
Y <
The critical exposure special education services receivedpas a result of Dunn's .

-,

(1963) anaiysis, recent litigative action, and legislative éhanges have stimulated . .
the development of a var:ety of organ:zatnonal plans for dellvernng services, to the _
handlcapped The nuaerous, proposed alternative systems reflect the dlstrepancnés id ' - b
the phnlosophles and posntnons of professnonals cegarding Jthe prov;snon of vary:Ti : “‘

degreps of regular educatlonal services to students with varyung degrees of excep- . .

tlonallty. Some gr0up5 of profe55|onals cont inue' to support the tradftlonal system. Jg

of, educat:ng most exceptional students i sp jal.classes. At the other extremé'are
those who advocate regular class placemen ‘fﬁﬁ\gpg‘moderoteiy as well as mildly
ndicapped (ézarhear & Meishahn, 1976). ' ‘e . ¢
It is not the purpose of 2tb?epaper o debate phlhoggptnca] arguments O eff;: .
cacy studies. Rather, this discussion is ]imited ta-considering some qf the models
that have evolved for servnng mildly handlcappod students in regular classrooms. In .
keeplng with the posutions espoused by a number of promlnent figures in the fieid _ 4 .
we advocate an organlzatuonal plan thapt provides a cohtlnuum of alternative service
options (Oeno, 1970; Gearheart & Weishahn, 1976; Reynolds, 1972}. .

Flexibility, variation, and a wide range of service options are essential to

- -

meet'xhe unique needs of students to be served. Trodit?onally, students have been -
expetted to~adapt to school programs and to find ways of meeting their |nd|v|dual

needs ina system developed for average ‘members of the group. IncreaS|neg, demands

are being.made that schogls become responsive t& the needs of theig students and of*

fer programs and services that will meet student needs rather' than organizational

4

convenlence ‘ ’ *

Gearheart and Meishahn (19?6) proposed a contrndo; of servlces o provide all ™ )
the services which a stident mnght need thfoughout his educatlonal experience. They
sugges ted that "'a program contlnuum brovldes a full Spectrum of services that may be , |
tanlored to the |nd¢v|dual needs of each student at any given time durlng his educa- s )
.tional career. (T ;o . . . ¢ g Yoo . .
The Gearheart and uenéhahn cont inuum of alternative educatlonal services for ) \\~
handlcapped students (Flg 1} is included here for two primary reasons. (a) Thelr - '
contlnuum seems representative of others in terms of the.range andjtypgs of servicess

included. (b} %ke illustrations of other continuua, their dlagrammatlc repre- .

sentat jafinclu the dimension of teaoher responsibility that is a critical factor ° T

- Ld

L3
"

In the Geagheart and Weishahn <ontinuum, 3 |n.otheE§cont|nua, iqﬂlvldual needs
of handncapped stydents can be met by serv:ces rangnng from unassnsted regular class .
p}acemént to excluslvely SDEC|aI educatlon servlces. In,thls schema,,the frrst six

pians 1llust?ate the types of services that will be offered ln mannstreamnng progréms’ ‘ ¥

for specn students. !Plans 7, 8, and 9 are desngned to provlde jntensive special -
éducatlon pr&graming for Beverely or multiply |mpa|red students. The flrﬁt‘SIX plahs
- . \ L . v ' LA . ) ) -
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-\{f the continuum are of interest here: " - . .
e . Plans 1 and.2 of the continuum of services are highly snmrlar The special stu- « —
dent has a fuIJ ~time placement ip the “regular tlassrﬁmn and receives no direct ser-
v:ce from the special education teacher. This des:gn i much like Lilly's (1971)
tralnlng based model ; reSponEIhnljty for a student's program lies with the regular
classroom teacher, and the special educator's role is to provide support and material.
resources to the “regular classroom teacher. Similarly, the fail-save mode |- proposed
by Adamson and VanEtten (1972 provides for at least 10 weeks of regular classroom
placement for the pupii with specialf_il‘uca.tion supbort for the teacher before any al-
ternative pl%ce’mgnts_ are sought. ‘@ L . - 7 R -
: . M - ‘ . < PR - em— - -
L o ? FJ Z - .
T . Regulat chss | Regala? ciass and Regaine ¢lass. and | Regular elass and | Reguizr class and .-
" R T Mo awdlance cansultive assist- | -sensultation plus itinezant teacher Jasnarce Toam pee B . *
" necdedy ance front special spreial matorials serace feom speaial saneee teather soz .
- ; education " from special edu- edueasion \ , vice from speciat te
) 4 ] ' - sation s edueation™ | -
¢ : ) 4
’ :‘ . ! Regular eda Yeacher—primary tesponsioitity : ) )
EAN 1 T [ .
< 7 ' , . Coasoltan, itincrant, resonrce ronm, ' .-
. : N > special ‘cducaticn teacher vesponsibility . - e
- o~ ) - )
. . o . : LR
R - 3 NG .7 | ¢ N .
o * Regular clagy | Special elas Sppcial $ass 1. JHoguwad a1 Redddential or- | No educationalpear :
‘s {halfime) regular schootl  separate spee. | heswbeunsdt r hearding vizitn (This "ao-  ~ !
St S and special | - -safne integra- b cial duy school]  servien ! sehocl, serviee™ condijion )
. chaes fhalle I tien for at - .y is rapidly disappear.
. . - fime) least scme ’ - . fug owing 10 recent
Lt - i chitdeen . . . court decisiong.}
& —_—— - -
" > . ; n
2 - '/5.‘ : . - .
3 v, . TN | -
) ’ ) . 2
) s | Special class readhe -—prurnry eiponsibifity | . '
' : T S EE SR \
FP . = = - * -
) "'Regu"iar class teacher may (1) assist homebound/hospital Leachel’1 (2 each
i the child through telephone hookup or electronic equipment, “(3) not be in- °
.o . . vojved at all. If child is taught by regular class teacher through elec-
Do . . trical-electronic mode, direct and indirect service may be ‘provided by,
’ .. special education. 5
¥ . N . ’ " e ’ . ) . . . '
: Fig. 1. A contlnuum of alternative educational prpvi‘si‘bns for handlﬁapped .
. ~ - c%,'nldren. , Source: * B. R. Gearhear't & M. W. Weishe The Hhandi capped
child in the regular ‘classroom. St. Louis: Moshy, 19?6 Beproduced with
) . permission of the authors and the publlsher. . SOUPE
. Plans. 3 and 4 have @ high degree of internal consistency. In both, the hapdi- -
v capped stude.nt is the primary re5ponsiblllty of the regular class teacher. he receives
. the majorlty of “II'IStI'UCtIOI'I in the regular class and he receive$ s0me -:hrect special
+ * - - N - - . .’. .- a L] o-
Q . -102- 9? . . - "
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- educarién services.. Fn both plans the Speclal educatlon teacher provldes'dlrect in-
structional services to' the handlicapped student o 2 regularly scheduled basis,’ in an
area outs;de of the regular c1ass room through individual or small- group |nstructt0n~

4

the Eegular classroom through |nd|vidu314;ed.tutor|ng or “with.a group oF tﬁgular »

.

« clagggoom peers who have similar needs. Thp'degree and type of service are determnned ‘|
by the needt of the 3 udent. ‘The major differences ,in the two plans, according bo

Gearhéart and wershaﬁn, lie Jn the variations of roles performed by specual education
personnel and the frequency of the services they provide. Plan 3*is an itiperant-' I

. |

teacher plan which i3 generally adopted in 5|tuat|ons in which the full-time servaces

l i
of resodrce personne} cannof be Just|F|ed sucb,gervtcgs are generally. avarlaule two— - |

- -

3

" or three times a welk. Plan 4 j¢ a ‘resource rbbm model-that differs fyom the |t|ner- f
JEthat the student probably. recelves services daily. — [

Jant teacher plan i
* » Because the’ tWO pians are so nearly identlcal, they are con5|dered here as repre=,
sentlnﬁfrésource teacher plans Despite the dlfferentlatlon Gearheart and welshahn :f
drew on the grOunds of school based 0r |t|nerant status, manv aspects of th% special
. education roles in Plans 3 and 4 are the same; in both, spe ducators are re-
4- - sources for the maimstreamed student*and the {egu%é} classroom teacher. E e
‘// Perhaps a more importént distinction should Be made on the basis of-the"amQunt

. R . .
jrect’service the resource pérs él provide students and the amount of supportive

nil consultative service t provide regular classroom teachers. »When resoutce J

/// “the ratlo of” servrc s pr0v|ded |nstructlonaﬂ staff to serv:ces affarded students |

Hany nwnns;feamlng models are compatible with the concept of shared staff re-|

-+
/!_ A spons: |f|ty in'Plans 3 and b, The diagnostic prescriptive teacher model put fort

by Pfouty and McGarry {1971) is one example. “tn their model, the resource pérson
94agnost|c- escriptive teacher, observes’ the ‘referred student in his regular cls

o room, confers wnth the r erring. teacher, and conducts diagnostic teaching sessio

with the tudent to det rmine the most approprlate materials and strategles for h|

}/if needs. The ﬂlagnostn

prescriptive teacher then prepares a educatlonal prescrlpt on,

t;ons,ef aspects of/the prescrlptlon within the context of th referring teacher

P £
¢lassroom. The di gnostic prescrnptnve teacher continues to-offer unstructnoﬂal sup-
port and demonst ation teaching to the classroom teacher unttl both feel that_ the

' studént 5 succe sfuF progress warqgnts closing the .case.
13

Variati s of the diagnostlc prescriptlve teachlng .mode ] gperate on S|mllar pres
mises and ar |ncluded in the generic resource teacher modei. As €haffin found

(IQ?Q),‘thi,way the resource’ teacher model functions "varies from building to baild- .

LS

ing depending upon the edministratfon‘df the building, the needs .and attitudes.of the

:fregular 9laseroom teachers, .and fhe nature of the 'school population” (p. 7). ,
‘ o S ' . o-1D3- ' Lo
IEl{llC‘” - 2 ‘98 G
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. Alternat:vely, the stufent may receive instruction from spec;al educatlon personnel in / .
o=

El




In Pians § and 6 of the Gearheart and Netshahn cOntnnuum, the amount’ of tnme a .

¥

student spends |n the regular classroom depends upon his individual level of readlness

and ability to benefit from such placement. Plan G is somewhat similar-to the}re- g

source‘teacher plan |nsofar as both ‘the special education teacher and the regular - N
classrodm teacher are responsnble for the exceptnonal student S educat10na| _program.

n%%resource teacher plan and this ceoperatnve plan

The prlmary differéences betwee”“

‘are that the special class is t stude“eea home room and the .amoufft of time he -
spends in the malnstream varigs according to“rnat the teachers believe will profit - R

him. As Fig. | suggests, under this plan some students may spend as much

as half of their school day in the mainstream. lt\

L]

{ng for years." . i

e -

probably refer when they claim to have been I'maunstrea"‘

Mildly handicapped stuhents participating in Plan GK‘ e probably not . benng main-

___streamed. Plan 6 describes the traditional self-contained ppcial eddcation class in
. a regular classroom setting. The student's educational prograis primarily, if not
little interac-. -

. se in s!he

udents ln

entirely, conducted ©'n the special education ¢lass, and he hasvve
" tion with the educational mainstream. This plar; is included here be
cases it allows handlcapped students to begin to enter the mainstream.
selF-contaiKgd classes are’ lnkely to attend schoolwide functions and, in some cases,
they may begin the process for progressive |nclus|orn\ in vocational and physical edu-
cationr classes in the general education program, This strategy may be the most sucr
cessful one o employ when considerlnb the mainstreaming of a mildly handicapped
studgnt who has been segregated in special educatlcm for a long perlod of time. It . /
‘ 31 Tows hlm gradually to. learn how to succeed jn the mainstream wtthout rernovlng “the

- security dnd familiarity of his specnal educatncn environment

3 - a7

InserV1ce Training

.
. . ~

— « -

There is no questlon that pI'QVIdII'Ig valuable learnlng experlencés for lnlld

retrarnnng Sf members of the educatnonai prafessions. Regardless of the se ice de-
lnvery model adopted, mainstreaming necessntates that educators in variouy roles .dem~
- onstrate- d’lfferent if not new “levels of skills. .

< The pFans which have been develop}d to prepare inservice educator to m@itstream -
( exceptnonal ‘students successfully vary according to the _type and extgnt of the train- ’

ing they advocate as well as thJ processes through whnch the proposed professnonal

"training |§ tobe delivered. .
The pﬂpfessnenal development «of regular educat:on teachers/is so cr|t|cal tc the .

. Lnll'y, 1871, He:}_gier, 19?1, and Shaw and Shaw IEl?l) retrart{:ng of SPecia}
new roles is ah eqpally critical issue. Specialized tra nlng fer supportlve and sup=~
glementary peernnel has nct, however, rece:ved_so muc ccnstderation. Some plans

“'El{llC‘"‘r" B LTS (3'_
e A U B kjs)-
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|ncIude administrators and special educators in the training expernences that

.

[

vided for regular educators . (Erickson, 1971); others outline spi

j ,c-plans to attend

tQ their professional growth needs (Chri

stie, HcKen2|e, &

t, 1975; Meisgeier,

319755 Lilly, 197);

TR

.
i e R R TN

1971 Proutp & McGarry, 9971). To a Iaroi

members of these critical role groups s

.t . -]

o

There is gereral consensus that special‘bducators‘shou?d play a role in provid-

ing inset;jce ra1nlng experiences to regular edycators. To varyhng degrees, most'

N *
- - -
. Ll

- . . v,

\'\-..

some, modelsc SPECiBI education consulpataon is entirely ornented toward the

A )

proféssionatl growth of regular classroom teachers (Chrtstne, McKenzie, 8 Burdett,
Shaw & Shaw, l9?l) The snlclal education consultant provides no
direct serVIce to studenbs unless thag service.has concrete training utility, for the '
classroom teacher. The mainstreamed student rémains_in the regular classroom through-
out the day with the classroom teacher assuming responsibility for his lnstructnonal

pregram and management . The consultant may guide the teacher through such processas

ras qlagno§'s, educational planning, behavior analysis, remedial instruction, and.

.

“The uitimate goal pof this type &f consultation ls "the enhanclng of . |
skalls to the paint that problem situations in the classroom can,

evaluation.

classroom teachers'

Y  be handled adequately by the individual teacher without resorting to compkex'(or even

'f -simple) ‘networks of outsnde suppor t service” (Lilly, l9;§, p. 746). . <, l

1

In other models, special education |s meant to operate as a supportnve anq sup-

plemental service as well as a vehicle for retrainming teachers (Adamson £ VanEtten,,
19?2 thaffin, l9?4 Helsgeler, 1971; and Prouty & McGarry, 1971).
plans support the premise that the skill levels of general educators will be |ncreased

" through consultatnon, they provide more diagnostic and prescriptive assistance to “the

teacher.

vative data on a referred student, completing dlagnostic procedures, and pnepa:nng an,
< educational plan in conjunction with the classroom teacher and other passible team’

members.

Through consultation, observatlon and. feedback, and/or demonstratipn; the’
- * . 1 +
- r . ‘ c
consul tant assists the classroom teacher to implement the educational plan effectjve-

ly, thus contributing to the teacher's skill devélopment.

STAFF DEVELOPMENT CENTERS- - . o i

r

_;,_ﬂ__—Pcofessibnal development centers have been proposed as a means of providing
‘ speclal education skill development prOgrams for*tnservnce educators. Heisgélér‘
{1971, 1974). described a oomprehensive plan in Houston, Texas, for the dnsufictwade

C RPN

retraining of Instructional ,and supportive personnel through a professuonal

.1:

‘Although these ‘a

The spgcial” educagion consultant®is generally responsible for securihg'eval-'
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a . development center. The plan called for the rotation of .teams of educators through
the center's training program whqre they Iea!ned to use specialized methods and ma= .
terials. Durnng the training seqrence at the center, the trainee received 5 days of .

‘systematic, modular instructlon,Lﬁ days of classroom consultat|on with the training

staff, and 3 days of instruction in additional content. At the completion of the

tralnlng sequence, each t&acher established clif;room operatlons that 'will be pro-

viding their school faculties with the instructional models. necessary for‘the success /ﬁb
of the handicapped child in the marqs;ream“ (Helsgeuer. 197, p. 142). Long-range”

goala for the retraining effort aimed at, cyciing every teacher in the dnstr|ct through

thes hnter )

in a similar vein, séveral Regional Special Education Instructiongi Materials

-
'
* b

Centers (SEIMCS) have cooperated.with other agencies jn offering’ an institute approach
o inservice .training in special educatnon sknils PErickson, 1971). The differences
between the SEIMCs institute plan and a dlstrlct leyel staff-development-center ap-
proach appear to be based on the sizes of the geographic regions they serve. The
SEIMCs cooperate with agencies within state and regional- areas to provide training to
instructional teams for school dustrncts Possible c0mposition'3f a district's team R
might be an administrator, consultant, or supervisor; two regular class teachedﬁ' a
special education teacher; and two aides. The teams are then expected, with assist-
ance from agencies cooperating with the SEIMCs, to serve asignétnhctional models and

=, - L
possibly to provideisimilar training to other personnel In tHe district.
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.
-

Fme

. A LT ‘ ‘
]* ' . oy
o 10 |
. El{\l‘ic . ! . ‘ . l'-|06" = l f . ‘ i \
gy e - o .

Y . LT 4 .
M . 4




/e
/

Af, a5 Birdh (1974) stated,

-

CHAPTER 9
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Idren in specfal education vary physncally, psycholog;cally, and/or’ academl-

cally from s;euety s "norm." 1in addition to these differences, exceptional non-wh:te

socially and culturally from white children, handicapped or nprmalf.

children var
“mainstreaming is providing high-quality special ed

tton to cept|0nal children while they remann in regular classes for as much of the

“ . s - .’

nwhite child. . i
instreaming .can become a force for the vaJunng of individeal dnfferences a
procéss to foster acceptance of varying phys:cal, psychological, ‘educational, and

racial charactern%tics, and a futurlst:c model to celebrate variance as a desirabie
Zéte Haunstream:ng can be lnkened to a tributary flowdng into a river: Some por=
ons are smooth and placids others 3re swift and contain rapsds, protuberapces and
.bstacles, and still others are so difficult passage is tenuous and Uncertain, per-

haps impossible.

“Yf the special educatidn tributary f evéntually to flew into .the’

educational mainstream, all barriers,mﬁst be reméved

Some critica] factors that must be examined for. theirmjmplicatlons forﬂnonwhﬁte
Special children are . ;‘, .

Staff At:itudes . ‘ . o

Placement Profedures .. o ’ :

A

Curricalum - - - i
Preparation of Parents . . L . &

; ‘Preparation of Peers =~ ' - . )
'Preparation- of the Non-White- Spe€1al Child ™ - ' .

L]

A

;Implementatioﬁ Procedure . . . e . ST
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. o Seaff Attitudes

Each :ns;:tut:on in.our society establishes $ts own po?:cres and practices

Historrca]ly, many* of these polrcres and practices affect nonwhite people inequrta—'
bly. Cod%equently, it is imperative that staff who wlll be |nvolved with the QF“'
white special ¢hild havé a knowl edge and understanding of rnstntutronal racism, how

-

it affects education, generally, and special education, specifically. Staff includes

all school personnel, white or nonwhite, certified or noncertnfeed ‘who interact with

the nonwh;te Specnal child. _ x5 e o
’Had? ques;nons ought to be asked when one inventories the possnble existence of
racism in special education. Some of them are as foLlows ) f-
i ;1. Who ﬁetérminee.the criteria that define the diagnostic cate-~
" gories of special education (Leatning Disabklities, Emo- - . -
~ s, tionally imapired, Educably Mentaliy Retarded, etc )? '

2. Whose values deterfine the standards and practices’ of Specual
education?” : '

Ed

» 3. Who controls the sources of fundrng for prog?ams in SpeClal
educatiﬁn?

b, who,determines which child-en are placed into which schcols,
programs, or ¢lasses? R .
5= Who makes decisions for hiring-andfor firing school person-~
nel? What criteria are'useaf

+ P

"White, mnddle class-peopie' is the answer to gach of the questions. Although the * |
control does not happen through any intentional acts of the masse! of white people,

“thé results are the same. Many categornes within special educatron are based upon

standards of behav:or and achievement that are most common and $am|1| o white
peoplé. ' T e ; . \\\P

Terry (1970) deveIOped 'a Personal Ragism Matrix that categornzgs racngt and ”
antiracist behaviors. He suggested that the on[y effective way to cbhbnfront :nsxl-
tgtjonal racism is'bhrcpgh ﬁehavgar that is-actively antiracist. : '

. . - * -
' -

¥ L} - .

,,,,, . , ' :
‘ ACTIV . PRSSIVL ~ : J

RACIST "L T2 T — 7

. . =

. - b Ut ~. e / ]

A I- . : : .

RACTST < b, R R ’

- : tuy
¥ b , - e - *

. : - - ’. .
Thé\implncatsons for special educatnon and for ma:nstreaming nonwhite chnldq&n are. -

AUMEerous, L . * P -

In bax one, Active Racist educators a;e relatively east to defnne' their atti-
tudes ‘are consistent with their actions or behavlors ‘They verballyracknowlgdge such
* : K . i

» . L » - ’
: ) o A
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beliefs as the genetic and biological inferiority of nonwhite special children. thEy g
advocate standardized intelligence testing as adequate and routine placement proce- '
*dures while they oppose the deveIOpment of Lulturally fair tests. They regard the p
higher percentages of nonwhite children in special education classes as the natural '
resu!t of those children's disadvantages or deprived economic or social status. They
Oppose the mainstreaming of nonwhite chnlaren for all sorts of reasons that may ap- .
P ar.Ioglca1 and-rebsonable but, in fact, are racist. These people can be described
* aq bigots. L Coe L ‘
. The Passive ‘Racist educators, in box two, have beliefs similar to those of the R

Active Bacist, but they.act them out in‘a subdued, passive manner . Althohgh they '

may pot overt!y condone standardlzed intelligence test:ng, they admunnster such "di- . -

agnostic’ instruments to ail chnldren . They wou't d not objéct to categor1zung a dis- .

prODOrtnonate number of pohwhlte students as emotuonalyy impaired or educable men-

tally retarded They mighit qunetly seek employment in-'districts where the maln-- .
,streamlng of nonwhite spec;a! children is infrequent. These pe0p1e are followers or

conform:sts . : .

in box three, the Passive Antiracist educator beineves in justice for all chii-

dren, and in the worthiness of human be'ings. This person may be upset by the ragial

injustices he/she segs and hears about in special education byt he will not publicly

d|scuss _such belnefs This person is also a conformnst, in the senp5e. that racist .

®

lssues are not confronted. It is important to note that boxes two. and three make up ..
our national (professnonal) silent majority. . - )

Only box four, the Act|ve Antiracist educator, talks fo others;about the effects
of racism upon the mainstreaming movement. Thus perSOQ_QQELEEli_BonntS out that the
use of’ steréotypes while worg,ng with nonwhite special children and their parents ]
may indicate racism. This persoh actlvely seeks new, culturally falr ways of diag- .
nesing and assessnng chu]dren The Active Anti- Racnst educator‘kwks on commi ttees

. and in orgamizatians that are combating discrimination in special educatlon place~

ment, curriculum, and staffing patterns. . . o AN
\ In terms of actual effects, Terry's matrix might look like this: -
' ' . <, - - : - - i
" - .o ACTIVE PASSIVE . X

AT~ ADVOCATE \\\\\\
RACIST ‘ ) _ \\

oxes onejand four are’ the areas ?n ich people are wnlling to takeigh risks, -
whilé }
possibrllty Of encountering dssapproval for one' s belnefs or actions. Disapproval .

“
9
x\\\_

3

)
=
.

¢

and three are areas of |derable ]ess risk. By risk is meant the

can take manY forms, such as loss of employment, friendships, money, promotions, or '

. . S v e ’
- L

L} >
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chalrmanshlps . .
Staff members neéd to, develcp an awareness of their own prégud:ces or racist .
_values, as well’ as of their stereotypncal thlnklng For example, do whlte teachers
. recognize that their weII-meannng-effcrts to become cclcr-blind and to view the non-
white special child jike any other special child may be denying that'child an essen-

-

.tial part of what he/she is? In their conscientlous desire to show Sthers that the

: -nonwhlte ﬁpec:al child can ledrm just like others, do nonwhlte educators consider,

‘\ reallstlcally, the abilities or inabiltities of each chlld? Durlng staffings, can
whlte professionals understand that the attltudes and behavlors of some nonwhlte par-
ents indicate a lack of experignce at such meetlngs rather than apathy ar. |nd|ffer-
ence? Will the staff automatically expect less of nonwhite special students than of
white special szudents_with the same ability? *Will the presence of speciel students
conjuce up additional féefings df.pity, for example, because the students are dis-
Labled AND Black, Chicano, Na;ide American, ‘ﬂsian or the like? Mandatory inservice
experiences designed, to heighten staff awareness of the effects of racism and to pro-
vide leadership training to c0mbat those effects should be available. Individuals
should know the dnfference?Petween advocacy of the "meltnng pot'' v §. "multicultural-
ism.” Each must understand the djfference between paternalism qhd independence, be-
tween persénal cwnersbup of a probleM’versus blaming the vnct:m (Ryan, 1971},

) Staffs also must have the skllls necessary to achieve maximum communncatncn
flow between and among whites and nbnwhltes. They must have a commi tment to under-
'standing the affective as wéll as ccénitive implications of serving a nonwhite spe-
cial child's needs. Some very sknlied sta(f have pp¢smum- levels of expertlse in a
given content aréa but are unable to assist the emotnonal adjustment of a nonwhite -
speccal child in a regular classroom setting, ‘Can we realnstncally and adequately
determine who the appropriate receWing staﬁf shculd be, and wisely guide the non-
.white special chlld into that placgment? ' g ) ‘
Do the staff members desire to implement the mainstreaming concept successfully
or are they'ﬁerely putting cp with 3 new.idea or policy statement? 1t is crucial
“that the staff regard the placement of a nonwhite specral child " a regular<class~

]

room as an asset rather than a Inabillty
Placément Procedures . LY

" Numverous articles have been written about the disadvantages of stafdardized
In her 1976 address to.
“the Hichigan Council for Exceptignal Children, Mercer {1976) referred to standardized

intelligence and psycholagical tests for nonwhite children,

testing procedures as .being. cultﬁrally specific because they are standardized on and

ask questions about experiences mpst familiar .to white middle-class students Since

these |nstruments are most often used clinically to determine a child's innate ab]li-o
ty, achievement, or psycho1ogical state, nonwhi te children are at a decided dssadven-

-

- -tage

. »
- Gunnings (19?2) offered some ,information about. severzl well-known standard:zed
[ ' .
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© tests: . )
) “ . » . . .
. . =-The WISC (Wechsler Intell:gence scale -for Chi!dren) was o,
- standardrzed in 1950 on wh:te chitdren. :

--The Stanford B:net, when 1( was restandardized in 1960,
did not-take into account ethnic group dnfferences

*" «-The Marianne Frostig Developmental Test was standardized . ‘
prior to ¥963 using white middle-class children frcm :

Southern Caliifornia as subjects.

- - Fl

a

* ' Mercer further remarked, . ’ S '

.
a

-

L3

Simply tradslating the content of a' test designed for eersons

» . . ., sociallzed in ope culture into the language of another cul-~

N . ture does not-.eradicate the culturdl differénces. . Persons’
from backgrounds other than-the culture-in which the tést
.- . was developed will always*he penalized. It is difficult to
\\_//\ interpret the meaninys of 1Qs when this is the case. (1976) .
% .

e [ - @
Her recommendedvapproach ﬁ; to assess children, using a plural:st:c evaluat:on, dnd

_ to compare and view ieactL individual within hls/hef own’sociocul tural background
(Herce.r, 19?2). ' - B .

There are especially h:ghly disproportjonate numbers of norud‘ute children in ghe,
cetegories of emotionallfanpaired and educably mentally retardedﬂ as can be seen in
compilat fon (Table 1) by the Office of Civil Rights (OCR). One reason that ‘fon-.
white children are placed in special. education in hngher p‘prcentages- than would be *
expected, compared to thelr actual numbers in the total. popuiatnon, is mappreprlate
testing. Another reason is imappropriate teacher expectations. EduCators determine
"behavior problems," "disruptive behavnor,” or "mental retardatnon“'largedy‘on the .
b?sis of their own percept:ons of acceptab]e and unaccep‘le behavior. This prac-
tice is understandable. Nonwh:te pupnls are algo disadvant ged_if. teachers (whlte
or nonwhrte) have adopted fiddle-class Yajues and nord% . Just as beauty exists in
the eye of the beholder, . so dnsruptnve or:un?cceptable behav or,‘!F below-normal
achievement, ofPen exists -in thg,eye of “the edbcator Although.there has Been mucn’

discussioh abouf the need for acturate criter.ia when us:ng terms suych.as ”qutunaIly )

deprived’ and iﬁdcially disadvantaged ™ there has been little rEal increased va1u:ng
of differences or variances (Rhodes, 19?5) - Sy oo

Are spec:al educators trying’ to "melﬂ' ch:ldren |nto the ma:nstream much asg .
many people would Ilke ethnically different groups to be assimilated into tﬁ; Amer i~
can melting pot? s it possible to view nonwhite specnalcchnldren as emot:onally
impatred AND Aslan, or as visually |mpé|red AND Native-American? lf placement pro-
cedures consider ‘ali aspects of the nomwhite speclal child, this vlew will be _accom-,
Cplished. - : o . . :

. . o -8 R PR A
W Qurrchlu@ — .

:'Hhen nonwhite special children are mainstreamed, will they experience a

o _ . "'”"108 | ) . / ‘
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' 7 Table 1’ ) \ 2 ’
’ ) . Participation of Black Students in EMR Pregrams ' -~ 3
, Lt ' ' o for . '
L . 25 Cities with a Black Population of ‘50,000 or more* ] ¢ ——
_ TOTAL BLACK BLACK PUBLIC PERCENTAGE OF TOTAL BLACKS ENROLLED PERCENTAGE OF EMR
CITY _POPULATION $CHOQL ENROLLMENT PUBLIC, SCHOOL ~ENROLLMENT IN. EMR PROGRAMS PROGRAM ENROLLMENT
’ N ' . i : ' : ) ' ’ ‘ ' \-
Ne\ﬂll York Ip666p636 A h03090? 3?2 . _ A Il,ll‘so llsg . 0 [
Chicago 1,102,620 .., 312,188 : 58% 9,915 75% .
, - Detroit 660,420 - ,1%.9}5 70% *3,971 , 83%
Philadelphia . 653,79 16% ;645 . 61% R 1 Y4 - 75%
Washington 537,712 129,240 . 96% . 87 100% , N
-, kos Angeles 503,606 . + 155,132 - 25% . -« 2,995 . 56% ol S
Baltimore ' 420,210. o 127,657 - v 70% . . 6,896 - . 82y, ' X
llpus ton 316,551 , 84,329 . 1y - 1,191 61% - -
Cleveland - 287,841 79,027 57% . 2,468 70%
~ Atlanta. 255,051 ~ 71,786 82y 2,616 0%
© 3. Memphis | 2k2,513 81,456% - 683 571 . 693 .
w' Pallas . . 210,238 62,763 &y 642 ’ +56%
Newark | 207,458 . 55,460 , 72% 1,176 - ", 81%.
. Indianapolis - 134,320 .37,963 by 1,456° 62% .
Birmingham 126,388 33,680 . 62% 531 7%
cincinnati 125,070 ‘35,940 49% - 1,408, 58% .
. 0akland 124,710 37,819 62% . S PN 843 . .
. Kansas Cjty . 112,005 34,677 - 56% * 1,153 - 70% . S
, Milwaulege 105,90 30,498~ - 31% ) 1,236 505 ¢+ " *
Pittsburgh 104,904~ « 28,979 ¢ b2y ¢ 1,419 r61% ’ ,
Richmond - 104, 766 30,015 - . ’ 73% 659 85% .. . 1
: °  Boston 104,707 31,963 by, T - 397 Wh% . '
¢o lumbus . 39,627 . 3h200 T . 312 . . 1,172 . k3%
© San Franclsce ghsgjs w 23,591 . RN 1 E A 574 59% - : o
.. B‘Uff I . 29 25. Iz . "" £|3z " ho 6![ - h -
. e '“\. N ¢ ’ ¥ ? : 4 : ’ 108
a . - L 0 »
f 10"1‘ * s . Ay ~ > - ~
] ,e . " “ - , . " , LY
y . [ ) . s . e . [
c . . ' ) . ' L) - CA "
S:OUR(::E: 19?0 Ce‘nsus; OCIE'Specia.’:. Ec}_ucation Ana;ysis, 1973 Survey; OCR Internal Directory, 1973 Survey C
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curriculum that is multlcuituraﬂ? Or wil) they quickly leacn, as their nonwﬁite.‘- S
regular classmates have, that the textbooks are predoﬂhnantly Focused upon the white
’ experience, and based upon white historical data written, by white authors? It would.
be ideal if all children Tn the Unnted States could learn from textbooks that deman-"
“ strate respect for the cultural heri tage, and abilntnes of alil students"'l White and
nonwhnte students both suffer from a “data defncnt" (walnams,_ls?ﬁl . -
Williams (19?5) wrote that the identificatfon of a contribution to a society '
(), plus the perceived status or importance of the contrlbotnon (s), equais*leelings )
o of worth (w) , C+§=W. Nonwhite children seldom See this concept appllggﬁ¥o non- .

white people Jine elther prlnt or illustrations, _The concept is not & reguiat part of

. the total school curriculum Children are led to belneve that nonwhnte Anerncans
contributed lrttle: lf anythlng, to the development of .this country.
’ Another data deficit is that children seldom see illustrations of special chil-
7 dren in classroom materials. + How many texts show students using wheelchanrs, arti-
Fficial limbs, eyepatches hearing aids, or braces on the school playground? Few
) texts offer stories about physically or mentally impaired chlldren or their famllles.
* Some do, granted, but how many of those are about the typlcal, everyday, exceptlonal

person rather than the gIornfned fairy tale-like. stories ‘of pedple who Yrise abo\a'e’I

*

their hqndlcaps? And, more important for' this discussion, how many, if any, of
those special people are of varying ethnnc backgrounds? Finally, are they portrayed |
. _as people wlth dignity, in leadershnp roles, and possessing the more distinctive
physical traits of their respective ethnic groups (Willjams, IB?S)? )

“ LThildren need pdsitive models to assist them te "develop posttnve self-congepts

A

and feel:ngs of importance and worth, It° |s~crucial for the régular and special

child, white énd nonwhite, to have a wide range ‘of tures and abllities sapct ioned ] . '
in all school curricular materials. - ) - 'ﬁ“““““ﬁcw

. L T N .
~ . . . Preparation of Parents - : }

It is impoftant that parentgﬁparticipate in the educational process. - How will
parents of nonwhnte children be prepared for the re-entry procedyre? ¥Several years
ago, specnal and regular educators were trying “to convince nonwhlte parents that

. specihl clhss placement would, beneflt fﬁ'nr child; now, a dnfferent approach is

-_—

being attemptgd.. will parents fully understand the dynamlcs involved, the reasons

4

for the Change of phnlosophy? Or wfll they, Justnflably so0, see the entire propess
as cnrcular. one that remdves their ch|ld from a regular'class setting only to re- .

erter henfhim again at’a iater date? v oL -

. .. Federal and ;tate law§ mandate the partlclpation of parents in plannlng pro-

-t

grams for their childrenw Systematic and complete supportive services should be-
available for parents of chtldren who are mainstreamed . Parents will want to know

-

*

. 3 ) rning U.S. constt-
“tutional rights for nonwhlte children in pubtic schools should bg available, Par~ .
ents should be informed about the process of filing, grlevances if placement does not

Q! . . ; ‘-:: W3- 109 - .




meet the needs of the|r chlldren. .ot , . ' T gt
Hany parents, especially nonwhite, may need assistance coping with typical pro-
fessIOnaI meetings. They may needaaddntlonal aidin clarnfylng-fest results. <Hany
. Cowill require'bilfngual services from a district. Are there ‘built-in protesses by ¥
’ . which .nonwhite parent;dan make their feelings and thoughts known?
Staffs must have realistic,wnonragist attitudes toward the :ssues.that 9ust be _';

consldered in wol"krng with nonwhlte parents. "Approaches must go beyond stereotyplc

: ldeas about nonwhlte family. life, 1iving conditions, and attntudes toward work and

- school. : ) -

- - a

f . Preparafion of 'Peers ) Lo
The success of failure of the entire mannstrean?ng venture depends mostly.upon
the atmosphere in the regular classroom that wnll°rece|ve the specnal chuld The
placement of nonwhite_ gpecial.children-will*be’ affected by the.attitudes of white
chikdren, who represent the majority-view. |If whlte children are dfspyeased be
assured that whute parents will protest .the movement toward malnstr'eamlng, and it will
be doomed ‘ y ‘ . . =

1

" Children ~ Jin the regular classroom must view the *inclusion of a nonwhite' spec:al
chlld as an excltlng, worthwh;le adventure, one that is mutually binding, and one {n
which they will be whe reclplent Qf..as much. growth as the enten‘lng..chll'd. They must
understand why a:spec_feil child may require extra assistance firom them and{or their -
teacher and others.. They can be helped to‘qhink‘of eﬁperiences with the.child as -
valuable. . . - : : !

. |If any white children haye st,rong feelings*about nonwhi te peers, they must be
considered and thoroughly discussed prior to the nonwhlte specnal chpild's entry. Per-
haps nonwhite regular students will have some feelings of resentmgnt toward.a membe r
of their ethnic. group who is viewed as either “more. special’ or "more lnferlor" than
themselves. Whatever the thoughts and feelings of the children in the regular class- ‘

reom, they must be dealt wlth dlrectly,,honestlx, and completely by teachers.
’ Reguler educatiop children ‘should knoy the purposes and goals of mainstreaming._
The¥ should be aware of ‘the attitudes necessary to make mainstreaming 3 worthwhile

alternative. They'may be fufther assisted by knowlng some of the historical back- ¥

grpund of special educatton, inc’ud.ing the treétme:t of nonwhltes “and the beglnnlngs,_
. of the maunstreamlng concept. Chi‘dren in the regular classroom should have-the

opportunlty to particnpate in the decisiogn to lnciude the nonwhnte special child in

~_ their room. They. should have an understanding of the entering child‘s limitations in
. e terms of mental ability and/or physucal ;%tnvnty. Host important, they should also
be gware of the various strengths possessed py the new student: ¥ «

, The process of preparing the regular ciassroom pupils should not bé left to

chance or inference. Adequate time for'discussion‘of all children's thoughts and

. feehings should be allowed. Peers should be as ready as possible for the arrival of -

the nonwhite special child. N \
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S Pre.paration of € Nonwhite Special Education Child
The entering Spec-ial chi‘%;%.
beginning of the mainstreamjng process. 1t 'is no different for the nonwhite sp;cial
child. Heﬁshe should be, pﬁépared for the reaiitaes of the regular cias§’o0m,/wh|ch
I:ncludes an atcurate idea of the social and academnc expectat:ons
If the nonwhite speclal child is reluctant to- leave h|s/her Jpresent sltuatlon,
staff should.assist the chitd in expressrng and resolving such feelings, _Has the
child knowm only classroom aroupings %ith children who have similar impairments?
Hag the child ever” been in 3 racially Integrated setting? Are pecple paying atten-
“tio Lo the child!s feelings about belng placed in & regular c]assroom, as well as
to the academic aspects.of the move? Will specnai children be able to continue to
develop | some of the ieadership potgntlai they were encouraged to express in the
special class, or will they be expected to foliow physncally or psychologiea iy

must be as comfprtable as he/she can be from the.uery

their able peers? How does the child feel about leaving a ﬁather‘homogeneo group-

+ " *

ifg and entering a heterogeneous grouping?

Is the child aware of same of the potentiai‘conflicts in the regular assroom
arlslng from his/her ethnnc differences as well as’ specnal edutational differences?
Does the child demonstrate the ability to ask for needed help? Is the chijd experl-
encnng undue pressure to succeed in this' new place? Does the chnld have a relation-
ship with the presenI "teacher and peers that can be sustained during the transntion,

if not tonger? For example does the child understand the saheduling, if, the place~ .

‘ment is for only specific parts of each day? Has the nonwhite special chlld been

Do ihvolved in various integral steps and decisions along the way, if at al] possnble?

Wil) the child be * returning to a situation out of which he/she was refer}ed go '
special education in the first place? )
/7 All these, and many ‘more, questnon;’warrant careful consideration jo insure

b

optimum adjustment for the nonwhi te specnal child. ) LI [

i , _ |
b‘,\ Implementation Progedure L

. -

Will mainstreaming be written into the annalg of special education as a passlng
.fancy, an uprealistic ideal, or a panacea? Will skaff be hurr;ed and harassed by

' mandates, Yaws, deadlines, f;nances, and guilt? o ,.ndeally, wnll profeﬂslonals

khave been- considered? Will attention be glven to the child's nonwhite a3 well as

*

special educatidnal needs? : <t -

~

Ali staff, snclud:ng the school psychologist, regu]ar and speclal téachefs and

administrators, social worker, school secretary, and cuStodians, must undarstand
their roles in the entire mainstreamlng process, espec:ally in, the cultural appre-
ciation process .for-the nonwhite special child., All should follow a well thought
out, adeqhateiy planned and staffed procedure for implementing the regular CI?SF
entry. Support systqms, which_are sensitive to racial, physica], and psychologicaf

- I b 0

-

re?use to execute a plan until all aspects of the nbnwhite speciai chiid s placement

-

*
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Pssues, should be developed prior to malnstreaming any nonwhnte ch'ild in the event
" that conflicts and misunderstandings occur, . e
These procedures do not |mply that staff should be motionless while considering’
the pros and cons of |mplement|ng a given plan for a child. lt}neanj'fﬁbt it takes
time to ‘determine the most appropriate procedure to follow. These prbcedures should
e
PV a

. Last, are the people and the environment ready? J¥ ma:nstreamlng procedures are

provade,as ¢close to an “ideal environment as poss:bLe, for everyone involved,
means being oriented to prevention as opposed to crisis.

+

not appropriate, the child will ultlmately suffer the most seriocus oonsequences be-

cause he is the most vulperable. ﬁpecial and regular educators will be talking aboui

*

" humane policigs and ideas whiie acting inhumanely. One must rule out. the possibility

that mainstreaming will be unsuccessful because of poor attitudes, or lack of-appro-
priate planning. P - ' -
Mainstrgaming has the p6tent¢ﬁ for i

in many areas.

creasing peoplés‘ tolerance for variance
1t can be as successful as |ts :mplementors allow. It can also be-, _
come othér-bahdwagon, a panacea accompanled by fresh but meannngless Jargon, well- .
j meaning but ineffective staffs, and innovative but |nappropr|ate programs,r The rote
of an advocate for nonwhite children in the special educat ional maxnstﬂjamlng process

But then, it never has been.

will not be a srmple one.

;T ¢
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Mainstreaming challénges.both regular and| speclal educator . There is a chal- . so¥
. ’ , . .
. lenge. in reformulatihg the training process but The greater aiienge resudes in

it tests our identities as, ' )
4 1 } ,’%:>

*

malnstreaming S deman for the reappraisal of our values
specialasts, our ski 13 as trainers, and it brings to.trfal the deptﬁ of. ou@ Eonoﬁrn
for children, Wé¢

4 ) classes; we may qyestion’ the desurablllty of ohange or ¢hildérn and their te ens,

Y argue the propriety of placung e ceptlonal «hildren |n re uJér-

we may evew quibBle over territorial dISputes betw en our disciplines. , Yet must

realize that 1n/ecqu|esc1hg to the persuasions apd incent:ves that foster instream- °

L4

us--not as . o
‘a proposal For conéideratlon but as a daily réality ‘for chlldren, exc f/onal .and . J

. ,Forﬁunately, most‘teacher ed cators are reallsts Th_y know that the .
ineffective

ing, we have § rfeited the quury of forethought, Hainstreamung is upo

“normal ali

*

- .?igory-t ’r” r%sults in ineffectlve teachers, ;nd that the cost o

teaching/is bor%e by children.“ Herein les the motJvatlon tp understand ma instream-

ing:

B * - -
ta * . -

ur tﬁesiS'in'this_chap;en'is that mainstreamlng requires a reconceptual:zatlon

tur: of the educationai community nd upon an end to the antagonlsms and animosities
t'at have plagued specjai and ge ral education‘ We do not engage in the polemics of
n advocacy vs. adverﬁary posit on, but neither do. we clalm obJectivity‘ ours is a - ¢

unifying force, .one wh:ch we “#rust sgecaal and general educators will conscuously .
. .bend to the benef»it of all ¢ ildren. R )

-

1 N ’
The foundations of ivisiveness run deep. ,Amw status.juo in p:}lic education

" has been the separation jof ve;iant and typical. children, special ang/ classroom

L A TN ALY e




‘a more® open cdnceptron of human capacities whlch recognizes the |nstr|n5|c value of
viriabitity amon individuais ‘and rejects tn«dponcept of the norm as an, ldeai, and »
‘deylatnon from t:\\ﬂ\

*

teachers, and special bnd generai teacher education. The” preémise of the special’.

class was that two types of educatlon-were necessary because ‘there were two t?pes of

'Wcﬂxjdren--normal and abnogmal. Although we cloak the assumption of “abnormalﬂty“ in
"the garb of "excéptionality," we fool ne one, least of all children. < Having a¥sumed
"that childrenwere different and had different needs, it was ‘a small step to.the.

:separatlon of ge:erai and speclel training programs. Society |s Beglnnlng to adopt ;

orm as a defdciency. , : ) o
I9 most institutions there is littie or no connection between spec:al and gen-
érai programs. In a few special educatnon depaftments. the phllesephy L; that spe-
eial educaters Should have some’ trainlng as general educators.= Whether ar not spe-’
cial educ’ators require general educat:on traimng, ‘gendral educators have had no rea-
son for réqulrlng special educat;on trarn|n§ because classroom teachers were not ex-

pected to teach exceptional children® « .
The barrier between.special and generai edhcatnon has been reinforced by the be- -

Iief that their functlons differ. Tradltlbnally, the purpose of educatlon has been '

viewdd from an ecodomic perspective: Education prepares chjidren_and adults to fill
exi¥Ting social slots that have ecOnomic utiiity From the economic perspective,

" education is vocational. training. Joyce (19?5) observeéd that there are other per-
.spectives but that the economic conception of man “'forms the bacKdrop against which

competing alternatlves vie for attention' (p 112). : P
The basic goal of special ‘education is the maX|m|zat|0n of human potentla]

Some special educators have attempted to represent self-actuaiizat:on as economucaliy
. L

e

" valuable. However, as Denql—iB?Z) stated. - ' - . ' -

L .this line of argument is mainly a ratipnalrzation which pro- ’
v|des the legislator with "resppnslbfe" public justification
for d0|ng what he was sympathetically |ncIined)t0 do anyway. . ,

n

" (p. 2) ,/ T — -
r ' _ i : v
The economic orientation has little relé&vance fgr special education. From its cost-

accounting, efficfency-in-productivity viewpoint, the economic return for edecating . k
egceptiohad children hardly warrants t%e“investment. This perspective is more apprp p
priate for repairing defective machinery than for.educatinéidivergent children. Beno- '
{1972} argued that "education for handicépped individuals has been undertaken for, (

humanlstlc reasons' society;ls best served by its investment in help far the hapdl-

capped Preclsely B&cayse its paydff is in humanitarian, not economic, conseque es?
(p.s 2). . 4 .bf/“\\;_

it would appear on first examination that-the phil@sophicai underpinnings of
special and general education are irresolvabf dissimilar, but they are noy as ra@n-
cafly incompatible & some might conjecture’! Both programs draw upon lit7rature and ¥

research in pedagegy, both teach hasic concepts in humdp learning and de elopment, {

both are concerned with teaching their students. to survive in the publif schoals,

-
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and, most |mportant, both traJn students to teach‘children. .

y  Two frameworks are gradual!y replacing the economic conception:, humanictic and

competency-based teacher education. Both approechec are compatible wnth the basic
2 N

-

goals of special education.
The human|§tic p?rspect:ve is characterized as ''...a focus on the uniqueness and
d:gnlty of the individual [which] Jeads to an |d|osyncrat|c conteptlon of teaching

and ]earnrog...and an emphasis on empathetic, almoét personal relatlonshlps between

- equals” tJoxce,{i??ﬁ, p. 139). Clearly, this approach is most congruent with special-~

educat:an Emphasis on the unique contribution of each individual to his/her train-
|ng sets the toné for acceptance of human dlversnty and awareness of |ndiV|duaI

uy

rights  and reshonsibilities.”

*

The compete y-based orientation is also compatible with special education, de~
spite some notable philosophical disagreements between this perseective and the hu-
manistic one. ‘The proponents of competency-based-training believe that '"...teachling
.is not an |ntu;t|ve art but is composed of discernible patterns of behavior the .
gtmens:ons of wh:ch can’be productively changed through training" (Joyce, 1975, p-,

. 137). Compatnb:llty with special education is less in terms of ‘Hoals than me thodolo-

gy: iTask.analysie, gcal Specnflcatnon, and relnforcement.st_g;égnes are technnques

that have high applicability in many-areas-'of special education. & -
Teacher educato#s tend to identify with one or‘the.other of these'thﬂfe camps. ,

However, eclecticism is the reality in training progrpﬁe.‘ Programs
teachers to Eéll an economic role. The same programs are concerped with the*persop-
al, anterpersonal, and sty?’“tnc aspects of.the teachlng process] and W|th methdﬁolo-
gfcal and motivational technlques. Training ls a,holisti¢ enterprise because Chll'
dren are holistic entities. General &pd speclal education programs strlve to pre-
pare competent and humane and empioyable graduates

' Another point of compatibility between special and. general education js indivi-

#m

F

L]

PR

; duéllzatlon.r Spetial education, w:t? its ne?essary emphasis on individual differ-
ences, bfbad heterogeneity of performance acro§% the various digability areas, and
relatively small sd@ss 5|zes, has operated . |n a predOminantIy individual i zed mode..
From its Inception, Gene:;T*EHBEHtTGthas_J__ger class snze,,and more homogeneous ~

,performance Ievels, and has traditicnally found methods based on group processes to

be most efficient. Educators have been aware for at least S0 years of the psychojo-

_. ment with the value of' |ndividUa%ization but the feas:bill_y of implement:ng indivi-

R

gicat 3|terature that supPOrts indlviduallzation‘ The problem hés been not d:ﬁagree-

n

dualized oggams in Iangevgroup settlngs. According to Eash (j??S),.techno!cgy cur~
rentlv exists to resolve this prob!em. N '

The educationa! literature is strewn with plans that were’
developed on a smali scale.but were not abi% to be general-
iz d to mass eduCatlon.’ Only in the last decade has.research
development produced sufficient technologv to hring in~
dividua]lzed fnstrucgion Into the realm of possibility for
“large numbers of students and for total. schoOJ systems. (p, |
: . Ct PR " e ;
- ‘ T 4wv~ ' . '
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_ : . How that the technology exlsts. there is a profounced movement ‘toward the

Lo development and adoptlon of |nd|thual|zed‘Jnstruttlon in general educatlon In a

LV
i recent publlcatlon of the‘Nathonal Society for the Study of Educatlon that' reviewed -~
" ' developments in lndnvudualizatlon. 1t was fouhd that some of the urren; efforts in -

"4+ . this ares ”appear to rise above fad§t§nf'(Talmage. 1975, p. viii). These develop- e

ments hold forth the promlse of a day when every child, whether exceptlonal or not,

‘., can have anz:nd:vndually tallored curriculum focu5|ng on his |d|osyncratlc needs
.
. . As’ as
1s an asset, not a ilabaJttv in a world in wh1ch.change is thr order of the day,

ciety, we -are begnnnlng to recogn?ée that human d:versnty and-varlabllnty

r

any organlzatlon composed of a homogeneous cluster of conformlsts must surely have a

lower probablllty of hav:ng the resources to meet new challenges as they arise. “ This

b4 ‘trenﬁ toward valuing diversity reinforcés theolnC]USIOD of variantiihlldren in regu-

lar classrooms. It &1s0 emcourages the devel8pment of more vpen models of education.
. General and special educators‘are both.explgring the open education option. Khoblock‘
(l9?31 for example, advocated this perspectlve in the education of emotlonally dis-

1 turbed ch|ldreo{ ""Open education speaks to “the basic humanlty in everyone.,'lr rec-
panizes the groﬁgi potentlal residing in each persop as he maves toward his,goal of
self-reaiization” (p. 53). * The mutual explorat:on of open education, offers another
point of commonality in the new relatlon _betwgas special and general education.

Tra:nlng is nbt an activlty that takes place Only iva unlverslty Teacher
educqtlon is |nextr|cably bound to the pUbllc schools. ,Each year, apprOX|mately "i0
percént of the*natlon s teachers participate |n Lhe tralning of pre- serV|ce)fEachers.

. Fleld experlences constitute one- th|rd of a student 5. professlonal tralnlng
! .' H..BVErY |nves£|gatloo of the preservice education of: teachers
indicated that the single most powerfdl intervention in a

. !

. teacher's professional preparation is the student - teachnng "
. : - -period.... , . na v
. T The public schools and their adjunct teacher” educat:ontfacuiggg T e
; ty are eentral to the process of educating teachers today even wr
{.. though they are typically related only tangeptially in an-or-

= ganizational sense. (Clark & Marker, 1975, pp. 62, 64)
RN N
Although the publuc schools have “been wtllsng to cooperate with, training programs
thus far, aIl too often teacher traln{ng is an enterprtse only marginally connected .
to the schools ”The student teach:n§ program is generally a low-cost expedlent in-
structional effort'. (Clark & Marker, 19?5. p. 62) d oo

One manifestation of the lack of concern is |n the, supervision~of practica. :. -

Superv1saoﬁ ls typncally assigned X 12 university fagulty member who then serves as

a superV|sor'not to the pre service trainee, but tO aneadvanced degre% student. who is
hlmself learnlng about teacher education. The’ student s teaching expertence is often

percenved by supervising teachers, trainees, and trainers alike as termnnal psactlce
l
teach:qg:ran activity pérformed by trainees as a demonstration of their competence.

! and the" final test’befdre certlflcatlon ‘ﬂany supervising teachers belgeye that

training per-service individuals is part of theip professional responsi ty.
. T =¥ -120- i . N _
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Certainly,'no teacher accepts students with’a view toward ‘the, token—payment training

« programs offer, but _many supervising teachers value‘trainees simply as Mextra hénds”

" avallable to assist them :n the‘performance of their teaching duties.

Educators now recognlze thi immense tralnlng potentlal of the F‘eld-experlence

.

for trainees, and they employ tha field~ based apptoach to train g. This approach

:nvolves teaching coursework conJolnt!y w:th Ongolng field expeﬁﬁgnces. These

.

courses ?requently are taught at field sites and, sometlmes incty

‘participation
from pnectlclng professlonals. ' e B . L .

the trends

L

The movement to mainstream exceptional children is supported in

general and sppclal education toward 'a more open conception ¢f humaﬂ potential and
" recognition of the rlghts of all children to high-quality education. Although prior
arrangements’ dia—ﬁbt require general educators to teach excgouTonaf “cHildren, main-
stggamlng mandates that them;ducatlonal needs of these chlldren be met regardless of

tonvenlenee or cost Camgatlbllutnes in, philosophical orlentatlons, the trend toward

- "

lndlvlduallzatlon for ail chlldren, mutual exploration of open eﬂucatlon, and field-
based educat:on and its implications for & revised relationship with the public -
Schools are some of the many dimensidns that may serve as a common basis for a new
relation between general and speci$l educatiop training pr&grahs.' -t
. -  Educatian as an| Interactive Total System )

+ - - . ' . * *
z ~ ™ Mainstreaming has profound implications for teacher education. As Clarke (1971)

e .- remarked, "Teaching is a complex adtivity and teacher education is Ifﬁelv to be even -

e

more complex" {p.

+

120) .
for the schools, it should not be 4

Given the

increase in complexlty wh:ch the movement holds

sion of compleklty to teacher prepdration. ) ’

-

urprising that mainstreaming adds another dlmen-

.

Al though malnstream}ng_necessltates training students in special and generaf

education®to teach exceptiona) children, there remain essential difﬁ;rencés.in the
.P - : - - - : '
roles for wihich these students train, Classroom teachers serve! the neells of non~ .

- exceptional and exceptional children. Tonsequently, they must be trained in their

usua | skills, knowledée, and attitudes and, additionally, in the competencies teach- ) P
ing'atypical children require. We belleve that malnstream%ng requires that . teachers

be provlded with supportive services. They, should |nc|ude the asslstance of a help-
On_the ather hand ;
Ne -

P - L .
do not believe that it is possible to train special and general educators in the same

P 4ng teacher whose expert:se continues to focus on exceptlonaITty

-

R helping teachers must be trained In both ]nterventson and consultation skills.

programs.{ Distinct byt cooperatively functioning training sequencés still will be
Both training programs now find themselves in the pogition of developing -~ .
We believe

nécessary.
= all that they dld pr¥viously, plus new competencies* for mainstreaming.
that mainstreaming will work to the advantage of exceptional children, nonexceptional
children, and classroom teachersa

Yet we recognize that it.'adds complexity to an
already complex task. ,&iLtﬁg"trainjng period could be extended over an additional

E

.year; or if a significant portion of the current program. content could be abandoned, ¢

.\)
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. ych presel‘ltwtontent . . i 7 U o d
. Another prob]em that . tralmng programs mevntably conﬁront |s thatyf#catmg

ERIC

.then many problems would be sqﬁtéd However, ‘few. students would wi‘fj.ngly‘"z.xtgnd _!f

‘ may itbe located_ in communi ties whrch are not mainstreamed or, |f thé;y cﬁnm to be, are

'vers;ty. the school system, and the community. ¢ PS .

's0. We do not believe that training for mainstreaming can be adequgtely accomgl:shed

. L4
Lantd - . & . _— ) < ’ ..‘: 5 T * .
L LI . . i hY

thenr trammg for an extra-year and fevier teacher ® ucgtors could” justify baqdoﬁing

or developmg,fleld sntes .appropriate to tranl‘ling needs. In some |n§£ﬂn&-}@ programs

not prcw:d!ng the classroem teacher w:th the supports we befjeve are essentoa] ]

L|m|ted resources, constralnts on the Ieng;h of~ the trann:ng (“F ; the ‘need -
to mam"ta:n current tontent, and the potentnal unavanlabn!ity of approprnat tr_ain.-
ing Sttes, are fa,cters which must be taken into CDRSlderathI'l in rewslng _aini‘n'g
programs. On first examihation, problems may appear impossible to. resolve F;.‘»rtul
nately, a potential source of resplutnon |s |mpl|C|g in the céoperatﬁon af @e unl-_

'? 6 .
lt is our observatlon that .the most.relevant view of malnstreamuﬂg in the

schodls and of trafning for malnstreamnng in the un"verslty is.as a total system com-
osed of three systems in a maxnmally cooperative relatign: the unwersttv, lihe s -

EE]

schpols, and the community. Trippe (197)) commente‘ T o SR

»* —

*

F .

* Training is necessary but not apart from the, requtrements of° T % ’ .
* specific service programs. Training programs must often efpha® ’

\ size what is needed'to assume a parttcular pr&fess:onal role. .7
) Specific service programs often require, li‘ghly unique ‘skills ° .
in particular areas for the service to be dffectnve + To achieve’ %
max i mum results-, both should be tied together {(p. 38) -, ,f . L

te ® FW

The conceptlol\ of education as,a total system reqqn-es teacher educ.a‘tors to .

abandon their myopic v:ew- Df tranrung programs as entntles separate from the scI;ooIs
The total-system perspectnve envisions edUCatnon as an exjended unit composeQ of
three interactive subsystems: .the unnverslty, the school system, and t.he commuﬂlty
(Figure 1), When the prior ?ragnented world view is. replaced with thls more usefu’l'
hol |st|c one, it becomes apparent that changes in one subsystem w:ll«:tnpact on *other
subsystems Mamstréammg is specifically an administrative arrangej'nent in the. e
school system, but it affects the community and the university. Change has a rngg]e
effect on the total system. The total system has the advantage of I;e?{qg abf’e to,
ut;.lllze resources within varidus subsystems If "no man is an |sland, egt-tre of. it- 4
self, " o human organy n is an isolate either. There are.already mang- foints of
connection between unnver5|t|es, school systems, and collmunltfes The teac.her sup%‘

&2
port system is another Interface, one which we belneve is necessary. to the sqccess of;

-

R

mainstreamed children and their teach'ers It is also a forum for resour.ce sharT:g .

between schgsls and training programs. ' - o

If the public schools have not deveIOped a supportwe system'afor classroom .

teachers, then the Yraining programs have little option bu‘t to assist them in dang

wi thout access to sites that integrate exceptional chlldren ‘into regular cfassesa, ‘a '4’
’ ) N - 4 T R ) o ‘
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Fig, 1. Three interactiye sqbsy_%ems: *The university, the schgol system, .
. ‘and the community. ) . . .
. = : L ’ * N ‘e 3
process that regui’r;e,s 3 teachﬁr support system to insure success.
- In addition to thé crucial helping !:eachérfclassroom teacher relationship, the.
N sgppo‘r;i system might inglude the following: / T . ’ ) .
S 1. Ingervice training focused on exceptionality and the issues . » -
I : of -mainstreaming. ‘ T, T
?«'"‘:‘-3' . . . - ) ) ‘ . - ! . ) -7
) a . 2. -tonsultation‘with experts both inside and outside the systent.
' ) - | ; ‘ * . : a P
Lo © 3. Material centers. contaiping resources applicable to excep- ,
' ) tional children In regular ¢lasses. L
. v - . . " . = - PR '. - . . -
et 4. -ldea.trading seminars in which teachers and adiinistrators ' * «
e ' from other ‘'schools.in the system can discuss’ fnnovative — . *
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1]
approaches used Jjn their schools,

- ‘s . F [
" 5. Visitations to other school systems which are mainstreaming - . .
. . Lo .exceptional children. . . . .

2
:

- .

‘ 6. Paraprofessidhal assistance when needed. .
Although universities cannot be'expected assume the responsibility for establishing
LY
a teacher support system, their cooperation in des|gn|ng and implementing such a sys-
jtem would undoubtedly be welcomed. . . A D

@ . - *

o

¢ ~Unce a support system has been developed, the university can contlnue to serve

w o

as a resource to thé schools. Unlverslty‘faculty can-participate 'in |nserv|ce train-, ”
ing, serve as outside consultants to classroom,teachers and administrators, review
and suggest relevant new meterials, keep teachers aware of new‘techniques and inno-
vative approaches, make them aware"of exemplafy mainstreaming programs”’at the state
and national’ Tevels, and assist 'in the inservice preparation of paraprofessionals.
Faculty parflcnpation wnil help xeathers to be more effective with all children. * .
For exﬁmpie, the inst(uctor in a methods course will have access to new materials and ~
technigues which wlllfigrve the interests’ of classroam teachers,. and an instructor .
in a foundations course might be aware of a conceptual system which classroom teach- T
" ers woyld find valuable in understandlng a particular problem, . ) ‘
- Although universlty assistance to the publlc schools creates a new set of de- .
mands on the aIready limited resources of training programs, these services ard more
than cOMpensated for by the public schooi's cOOperatlon in teacher trainlng The 1 ’
cooperation becomes increaslngly evident in pfannlng programs to train teachers ?g

i v

mainstreaming - L. i

.
4

The exchange of resources |s not a unldlrectsonal proposition. In addition to
training sites, the public schools have other ‘resources whith are valuable to train-
ing prOgrams. The schools, for«example, are staf fed by praFttclng professionals who

o

have a day to-day familtarlty with many problems that are discussed in training pro-
grams by |nd1v|duals, often, who have notplnteracted with scﬁdol-based problems for L

-

“years.. (Courses could be taught in the field with the pa#tlcipatlon of school pro-

"igssnonals\]\\ Because mainstreaml.ng necessitatés a new relatnonship between classroom ‘
and heiping teachefs, the schoois can assist the training programs in arranging for
trainees to- observe and part|C|pate in the|r interactions. It may also prove usefu]
to have tralnees,work with helpiﬂg teachers for part of their field expertences. ’
The teacher support system is a source of training-related resources. faceg
of theemethods _coursework whjch s devoted ta exceptionalitf might be taught ?j the
materiai Center where applicabie materials could Be demonstrated by reSponslbIe ma-
'terial speciaiists. inservnce training includes sessions conducted by school system
expdrts, other Speciallst ., and training program faculty. Some of these sessions may
be reieVant to pre-Servlce training. Participation of preservice trainees In idea- ¢
'trading seminars cqpld provide them with a comprehensive overview of innovations in

,:Q the Schooi system, Haxing preservice trainees atcompany tedchers on viskts to other
. rf : . : "o
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school systems also has training value, as do interactions with cgnsultants and

paraprofessionals. -

- /

Both the university and the schools are having tq confront the tssues of Iimlted
resources and .the demands of mainstreaming. Both are’ concerned with the welfare of
the students they sérve. Both are currently engaged in training at the pre- servlce
and inservice levels. Each.has resources whlch the ofher could profltably use. The
total system approach enables training programs and schégls to accompllsh obJectives
which, worklng aionE -they might not even dare to consider. “For training programs
' the matter is no longer Simply better lntegratnon with the field for placements. It
is the combnﬂeq role of the prattitiongrs and the university in profeSslonaI trajn-
|ng" {Morse, Bruno, & Qorgan, 1971, p. 261). « o

Maipstreaming adds another dimension of complexity to an already complex pro-

Al

cess. Generai edncation professional programs recognize Ehe necessitx to train .
teachers for mainstreaming but there are constraints on how the ttraining is to be
accompfished: limited training periods, the'need to maintain cugrent content, and
.the availablllty of apprOprlate training sites. . The fotai system view offers hope
for the resolutlon of these problems Publnc schools possess resources that are vall
uable to tralnlng prbgrams and which they should willingly share to the mutual bene-
fut of ;the schoois and the university. The most important of thgse regources is the
1f such a system.does not exist,

Jf it does

: teacher support system tmpliclt in malnstreaming.

. then the university has “a responsibility to asslst in its deveiopmeﬂt- .
exist, then the universlty s responsubil:ty extends to helpnng,to maintain a quality -

the schools will be enabled to maln-

" system. By cooperatively assisting each othe

. stream more successfuldy and the wniversity wi

néeds for training. - }

.
L}

Even if a malnstreamed public school syste
support system, trannlng programs have a large

have access to the resources it

- -

is available and has the implied
nyestment in insuring that Jfe sys*

e tem is operating well. We have remarked on th lmportance of pracinca experiences to

training. The greater the quality of the field experiences, the greater will be the
.quality of the training. Most importaﬁh,'a total system perspective heips keep
_cleariy‘in mind that all of us in the educational community share a common goal:

high-quality education for all children.

*
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