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PREFACE

Integration, as an cducation policy, has become accepted in all Australian
states and territories. Being accepted as policy, however, does not mean that
there is any agrecd-upon practice or set of procedures for integrating children
with physical or scnsory impairments, behaviour disorders, or leaming
difficulties into regular class programs. In reality, most govemment policics
have prescribed that integration will occur but, generally, provide guidclines
only for mainstreaming children which may be interpreted many ways at the
school and class levcls.

The principle of integration evolved from the belicf that children with
specific education needs would be more advantaged in their academic
achicvement and social development if they attended regular classes rather than
being isolated from their age peers in special schools or classes. The policics,
however, scem to have developed with a major consideration being given to
cost savings involved in closing or restricting access 1o special education
setting rather than to any potential cducational advantages accruing to the
students. It is probably not surprising that confusion about how to cnact
integration policies has been widespread at the system, school and class levels
when school personnel have been required to integrate children with many
and/or varied cducational “problems” and when there has been no
programming prescriptions (such as the mandatory IEPs in the United States)
or additional funds and resources being made available.

Regardless of the difficulties being experienced, the integration of students
with special needs will continue and the education community will have to dcal
with the pragmatics of the app.ication of the principle and the policics. To
sample the issucs and to discuss the integration successes and failures, a
special national confeience was held at The University of Quecnsland in May,
1988. The purpose of that meeting was to take stock of the trends and
developments which had occurred in Australia and overscas and to lcam from
the successes and mistakes.
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The monograph, Integration: 25 Years On (now out of print) collected
many of the participants’ views and was subsequently used as a reference,
resource and a text in a number of University courses which focused on the
integration of students with special needs. Several of the original contributors
were asked 1o reconsider their papers in the light of the developments and
changes which have occurred over the past three years. As in the 1988 book,
this collection represents diverse views and opinions conceming integration in
Australia and, to a lesser extent, New Zealand.

As you read the various contributions you will note that authors do not
always agree on the way in which integration should be handled in Australia
schools. Such a situation reflects the position that there is not simply one way
in which integration is perceived, or one way in which the policy must be
enacted. If this volume stimulates thought and fusther debate about the policies
and practices associated with integration in Australia and New Zealand, our
objective in producing it will have been achicved.

Adrian F. Ashman
St Lucia, Queensland




CHAPTER 1

A Background to Integration

JOHN ELKINS
The University of Queensiand

Australia as r nation is making steady progress toward equity. The
Disability Services Act of 1985 placed emphasis in Commonwealth funding
upon services which supported adults with disabilities in the community.
Thus the goal, if not yet the reality, is community living and employment. In
some scnse, the vision for adults with disabilities is clearcr than for children,
since educational legislation across the states and territorics is deficient in the
arca of equity.

Socictal change is typically slow, for our expectations arc profoundly
affected by our cxpericnces of past practices and attitudes. Thus the reality
for many Australians with disabilities falls short of the principles underlying
the Disability Services Act. In part this results from funding limitations, and
in part from disability being abscnt from some anti-discrimination
legislation. But it must also be recognized that there is opposition 10 the
prevailing trend towards community participation. Parents have found it
difficult to adjust their thinking, and fear the risk-taking thai normalization
involves. Voluntary organizations also have resisted some aspects of the
changes which the Disability Services Act has brought, and there is little
evidence that their group homes and sheltered workshops have diminished in
number or clicntele.

Perhaps most disturbing of all is that the idcological coniext for
reformulating disability services has not changed greatly in the past decade.
Most of the impetus has come from North America via published literature
and visiting experis who expounded their beliefs with missionary zcal. While
a limited range of people (mostly thosc with professional connections to
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disability) have adopted new philosophical positions, it is unlikely that these
have yet permeated Australian society. Civil rights, for example, has not
figured prominently in Australia watil recently. Thus the inquiry into
Aboriginal deaths in custody, the Fitzgerald inquiry in Queensland and the
reporting of the activities of the Human Rights Commission have probably
increased public awareness of human rights and civil libertics more
effectively than most other events in Australia’s history. But these seem to be
low key in comparison to the effects in the American public of the civil
rights move.nent led by the late Martin Luther King Jr. One could reasonably
claim that much progress in disability equity is but a thin veneer. Only a year
ago, Brenden Borellini, who completed a distinguished secondary education
despite congenital deafness and blindness, was recognized as a Young
Australian of the Year. Yet his first year of tertiary study was frustrated by
lack of recognition of his right to supportive services. Fund-raising for the
disability area is predominantly charity-based, as governments have not
mandated funding even where they have legislated for appropriate services.
This has been a long prologue to the topic of this volume, namely
integration in the education system. However, few discussions of educational
integration or mainstreaming make explicit reference to the circumstances of
adults with disabilities in society. That this is important, if not essential, can
be seen from a few examples. In Hungary, there are few adaptations to assist
wheelchair users (and few wheelchairs), so that the focus of special education
for children with cerebral palsy and some other physical disabilities has been
on functional movement including mobility. The Peto Institute, now dirccied
by Dr Maria Hari, offers a full-time residential program using specialized
procedures known as Conductive Education. Graduation is achieved by
independent execution of routine tasks such as eating, dressing and walking.
While there has been Westem interest in Conductive Education for at least
two decades, and there is now an explosion of imitative activity in the United
Kingdom and much intcrest in Australia, the full program runs counter to
current implementations of normalization theory in schools. In Australia, for
example, programs using the principles of Conductive Education are located
in special schools, but since few are residential, the programs are necessarily
less intensive than the Hungarian model. One might speculate that the
apparent lack of interest in Conductive Education in the USA stems in part
from an ideological clash with PL 94-142 which assumes that educational
programs involve processes as close as possible to the community norm.
Another insight into normalization can be obtaincd by examining an
educational arena in which special education is a recent phenomenon.
Tertiary education has highly competitive entry criteria and until recently no
considerat; 'n was given to the possibility that students with disabilities might
enrol. In the iate 1950s, when I was an undergraduate in The University of
Queensland, an occasional student with moderate hearing, visual or physical
impairment succeeded in tertiary study, albeit with only occasional informal
and, thus, chancy assistance. By the mid 1980s The Universi.y of
Quecnsland had over 200 students who indicated on their enrolment forms
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Bockground fo integration 5

that they had some disabling condition. The University had established an
infrastructure of policy committee, departmental contact persons and full-
time coordinator—all without designated fund-raising (though the large
number of volunteers engaged in tape-reading deserves special mention).
Services for students with a disability are now encompassed with the
University's Equity Plan. The Federal Government expects the University to
serve students with disabilities within its recurrent budget and requires
annual reporting as to the effectiveness of the University’s services.

It would be premature to conclude that the tertiary sector has solved the
issues of integration. Occasional examples of discrimination by staff occur,
and research by Bramley, van Kraayenoord and Elkins (1990) indicate that,
for the most part, the student body has ignored its members who have
disabilities. They may study at university, but they do not participate in clubs
and societies, do not play sport and have few friends.

One may tentatively conclude that lack of a history of segregated
provision may assist in participation by students with disabilities, that
funding policies which expect that special suppornt will be obtained out of
total operating budgets will result in fair apportionment of limited resources,
and that public reporting of policies and practices will educate people inside
and outside the educational enterprise. Perhaps there is a message for those
who are attempting to serve students with disabilities in the school system. It
may be difficult to overcome the effects of historical segregation—the
expectation that specialists will, and ought 10, educate students with special
needs. A window of opportunity exists as education systcms are devolving
resources and responsibilitics to schools. If schools could no longer simply
expect ‘someone ¢lse’ to provide special education, they would need to
consider the provision of this service from their own available resources. The
political game would then shift to local communities. A vital caution is that
central policy will be needed to ensure taat the needs of all children are
recognized in local decision-making.

Much of what is presented in this monograph can be considered from the
perspective of school improvement. If schools were better at educating
students in general, they would be able 10 educate a large proportion of those
presently deemed to need special education. Cole’s chapter points out that we
have a considerable knowledge base on which increased integration can be
supporied.

Ballard presents an analvsis of mainstreaming in New Zealand in the
latter part of the Labour cra. This has been marked by Iegislation which
guarantees cnrolment and free education in any public school. This has been
marked by Jegislation which guarantees enrolment and free education in any
public school. This represents an abandonment of the ‘least restrictive
environment’ principle and in its place is parental choice. Thus, as in
Victoria, segregated provisions remain, but parents cannot be over-ridden if
their choice is mainstream placement for their child.

While less radical than Ballard’s chapter, Center et al.’s analysis of
support classes within regular schools indicates that much can be done to
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provide high quality and non-discriminatory programs. It is vital that schools
demonstrate in their allocation of resources that students in special classes
are valued equally with their peers.

Another aspect of school improvement that deserves attention is how
well it delivers support to children in mainstream classes. Fields has
conducted systematic research which illuminates issues long neglected in
Australia. Ashman and Conway’s ficld rescarch on cognitive strategy
instruction adds the dimension of how regular teachers themselves can
improve outcomes for all children in classrooms with widely varying abilitics
and aptitudes.

Secondary schools are responding to a changing student population with
retention rates as high as 80%. Chapters by Foreman and Conway, Hay, and
Harker address various aspects of integration in secondary schools. As the
curriculum itself becomes optional and differentiated, it may be easier to
provide appropriate non-discriminatory education for studenis with
disabilities and those who find the traditional academic focus inapproprfate
or irrelevant. Slee also addresses an issue of particular importance in
secondary schools—behaviour problems. As he points out, it is possible for
schools 10 be excluding disruptive students at the same time as they espouse
a policy of integration. Slee also draws our attention to the need to improve
schools generally if they are to provide for all students.

If schools are 10 engage in self-improvement, staff professional
development will be cssential. Patching, Stafford and Boyle relate
professional development to the literature which tells us how teachers
presently perceive the integration of children with disabilitics. Teacher sclf-
development can be a powerful force if education systems and higher
education institutions can harmness opportunities being presented by
restructuring of teacher awards.

Integration in preschocl and childcare settings must involve the parent,
for whom the birth of a child with a disability is often an uaresolved issuc.
Baxter and Crickmore use case studies to illustrate the nced to treat each
child and family individually. Bringing therapy services (o children with
disabilities in regular school is a challenge arising from the present trend
toward integration of children with physical disabilities. Zicrsch, McGregor
and Braybon describe attempts in South Australia to provide supportive
therapy in Adelaide and in rural areas.

Joachim discusses educational integration for adults with intellectual
disability. He points to the need for better training of educators to work in
this area, and for education to be provided in real-life contexts rather than
classrooms. .annon picks up many of the themes of earlicr chapters with a
vision of policies and practices which will increase integration in Australian
schools.

One reason why society needs to solve the problem of integration is that
the context of regular schooling is becoming increasingly difficult. Schools
have been expected to handle many non-traditional tasks, and the

|



Background fo integration 7

responsibility to provide support to students affected by poverty, family
breakdown and youth unemployment has ircreased stresses upon teachers.

If Australia ratifies the UN Declaration on the Rights of the Child, if
anti-discrimination legislation is strengthened, and if strong advocacy groups
emerge nationally, we may sce integration as the norm. Such a situation will
demand improved teacher education and no reduction in total resources 10
support the education of children and adults with disabilities.

Reference

Bramley, s., van Kraayenoord, C., & Elkins, J. (1990). Understanding young women
with aisabilities. St. Lucia: Fred and Eleanor Schonell Special Education
Rescarch Centre.

Address correspondence to Professor John Elkins, Schonell Special Education
Research Centre, The University of Queensiand QId 4072, Australia.
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CHAPTER 2

Two Models of Integration.
A Review of Some of the Recent Literature
cn the Effects of Integration in Schools

PETER COLE
The University of Westemn Australia

“Mainstreaming refers to the temporal, instructional, and social
integration of eligible exceptional children with normal peers based on an
ongoing, individually determined, educational planning and program process
... (that) requires clarification of responsibility among regular and special
education administrative, instructional, and supportive personnel” (Kaufman,
Gottlieb, Agard, & Kukic, 1975, p. 4). This definition refers to both a goal
and a process. In particular, it denotes an ideal outcome in which students
with disabilities and regular class students share a common educational
environment. It also refers to a broadly defined process by which children
with disabilities are integrated into regular school environments. It makes no
reference to the proportion of children with disabilities who should be
mainstreamed, only that eligible exceptional children are 1o be included in
the process of mainstreaming. The definition does not recommend 11ain-
streaming as a desirable goal for all studenis with disabilities.

In contrast, Johnson and Johnson (1980) have proposed a far more
comprehensive definition of mainstreaming. They have stated: “main-
streaming can be defined as the provision of an appropriate educational
opportunity for all handicapped students in the least restrictive alternative,
based on individualized education programs, with procedural safeguards and
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10 Cole

parent involvement, and aimed at providing handicapped students with
access 10 and constructive interaction with nonhandicapped peers” (p. 90).
This definition makes explicit refe...ice to the desirability of mainstreaming
for the whole range of children with disabilities. The authors have included
in their definition a “least restricted alternative™ precept which connotes
approval of maximum chailenge and stimulation in the educational
environments in which students with disabilities are educated.

This paper contrasis two opposing attitudes toward the mainstreaming
model. The first of these advocates a commitment to the coraprehensive
mainstreaming of all students with disabilities. Lipsky and Gartner (1989),
Ferguson, Ferguson and Bogdan (1987) and Biklen, Ferguson and Ford
(1989) have supported such a view. They suggest that regular and special
education should be merged since segregated educational programs have
outlived their usefulness. They recommend that mainstreaming should be the
goal for all children with hancicops. As well, they advocate the closing of all
forms of segregated education including institutions and special schools.
Those who accept this model strive to find the appropriate educational
environments that maximize association between regular class students and
students with disabilities in integrated settings. In this case there is general
support for the Johnson and Johnson (1930) definition already outlined.

The second is the individual needs model. According to this view the
needs of the individual with disabilities are the primary concem (Braybrooke,
1987). Those who acopt this model suggest that teachers should carefully
assess children's nceds, in particular their intellectual and social
development, before making decisions about the best instructional
environment for individual students. They claim that these needs are
paramount in any decision about educational programming and that, though
mainstreaming is an ideal, in some instances segregated educational
programs may be in the best interests of some studenis with disabilities.
Those who uphold this model are inclined to accept the Kaufman et al,
(1975) definition of mainstreaming.

Arguments in Favour of Comprehensive Mainstreaming ideal

One of the most powerful arguments in favour of mainstreaming is based on
the demonstrated failure of many students in segregated educational
programs to achieve worthwhile educational goals (Gottlieb, 1981). Research
has shown that there are few unambiguous benefits associated with
segregated placements for this population of students (Salend, 1984; Lipsky
& Gartner, 1989). It has been revealed that children in segregated settings are
often relegated to extremely low status in such systems, the result being a
loss of self-esteem. Future employment prospects and expectations for
normal adjustments are reduced if students are not exposed to the models of
adjustmens that are commonplace in regular schools. There are few skills
taugh: in segregated programs that cannot be taught in regular schools.

The second argument is based on sociological research which has
demonstrated that many persons with disabilities are labelled as such only
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Two modeis of htegration 11

meirsclwolyearsandlommislabelomemeyleaveschool(Memer.
1973". Clinical and epidemiological data reveal the “handicapped” label is
rarely applied in the preschool period, or employed widely during the post-
school period, but is used extensively during the period of compulsory
schooling (Zigler & Hodapp, 1986). It follows that 1abels applied by school
authorities provide improper justification for segregated schools and classes,
since the labels do not denote a permanently disabling condition. It has been
suggested that labels applied by psychologists and special educators are
artificial and act as a barrier to normal adjustment and integration. The
advocates of the comprehensive model of mainsireaming recommend that
students with handicaps be permitted to enro! in classes in the regular
progmm in the same way as other students. In this way, the students with
disabilities avoid derogatory labels and can be absorbed naturally into the
mainstream of regular school life.

The third argument in favour of desegregation is based on natural justice,
equal opportunity or equity principles. It is stated that segregated settings
place an individual with disabilities at a social and economic disadvantage
since they do not permit access to the multiple benefits of the regular school
system. Any administrative procedure that excludes a significant proportion
of the school population from admission to the valued services in regular
schools is viewed as a procedure that denies basic human rights. Further, it is
argued that unless the advocates of a separate school system for students with
handicaps can demonstrate clear benefits in segregated services, there is little
justice in allocating students to such services. Promises are ofien made to
parents about the “special and superior services to match the child’s needs”
in segregated settings, but critics claim that such special advantages do not
>xist and that natural justice demands that these children be educated in local
schools.

Guralnick and Groom (1987) conducted a study on the integration of a
group of mildly delayed 3- and 4-year-old preschool children. The children
with disabilities were paired with nonhandicapped (normal) children in play-
group situations or with other children with disabilities. The normal children
were chosen from two groups, a younger and an clder group. The younger
normal group was of the same level of cognitive ability as the children with
disabilities. The older normal group was the same chronological age as the
students with disabilities, but had a higher level of cognitive ability than the
children with disabilities. One group of children with disabilities was also
paired with other children with disabilities of the same age. The study aimed
to determine pattems of social interaction of these separate groups in typical
playgroup situations.

Results indicated that one kind of pairing had a marked effect on social
interaction. Children with disabilities who were paired with normal peers of
the same chronological age as themselves improved the frequency and
quality of their social play. They were more active and more “normal” on all
measures of social behaviour. The children with disabilities modelled their
play on the behaviour of normal students. The children with disabilities who

»
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12 Cole

were paired with other children with disabilities were very restricted in their
play and did not engage in the positive relationships that characterized the
former group. A similar negative finding was observed for the children with
disabilities who were paired with young normal children. They did not
benefit as much as those given the opportunity to play with normal children
of the same age.

What conclusions can be drawn from this and what are the implications
for educational policy? It seems obvious that the preschool children with
handicaps given the opportunity to play with nonhandicapped children of the
same age benefited considerably from this social experience. It is also clear
that the children with handicaps who were restricted to play experiences with
younger peers or other children with handicaps did not benefit to nearly the
same extent. Mainstreaming seems to facilitate the acquisition of appropriate
social behaviour in preschool children with mild disabilities.

Anderson’s (1973) study reports a project designed to integrate children
with physically handicaps into regular school classes. Seventy-four children
were selected for intensive study: 17.5% were classified as mildly
handicapped, 60.8% were moderately handicaps and 21.6% were severely
handicapped. Twenty-one percent were diagnosed as having cercbral palsy,
16% had spina bifida and 24% had congenital abnormalities. A significant
proportion fell into the “other” category of physical handicap, which
included some students with heterogeneous disorders. Most of the
experimental group children were of normal intelligence. The control group
consisted of regular children matched on chronological age drawn from the
same schools.

The results of this study were generally supportive of the integration
program. Ninety percent of the parents of children with handicaps reported
that their children were happy at school, compared with 80% of the control
group parents. The children who fared worst on the social adjustment
schedules were the most neurologically impaired and had lower levels of
cognitive ability or lower school attainments. The finding of particular
importance was that “most children (with handicaps) v/ithout neurological
disorders are well able to cope, emotionally, with the environment of an
ordinary primary school” (Anderson, 1973, p. 293). Despite this generally
positive result, the author did conclude that children with physical handicaps
were clearly more vulnerable than the contro! children and needed the special
attention of teachers in the integrated setting.

The attainments of the students with physical handicaps in the academic
subjects were most satisfactory. Just over 30%of the control subjects were in
the below average category in number work; 29.5% of the students with
physical handicaps without neurological handicap were given a similar
rating. The group with neurological handicaps fared worst of all; 78.1% of
this group were rated as being of below average ability. A similar pattern of
results was found for reading achievement scores. Reading backwardness
was at a rate of 10.5% among the controls compared with a figure of 14.5%
among the students with physical handicaps. Anderson (1973) concluded that

]




Two models of ntegration 13

the physical handicaps alone did not seem to be the cause of academic
failure, rather the presence of other complicating factors, in particular
neurological disorders and leaming disabilitics. The success of the
mainstres .ing program for children with physical disabilities without
neurological handicaps is clearly revealed in these data. The implications for
those with gross neurological disorders are less clear.

Wang and Birch (1984) conducted a study of 156 K-3 classrooms in ten
school districts. Thirty-five children with handicaps were included in the
study, the majority being students with learning disabilities. The researchers
examined two dimensions of this problem The first was the relationship
between the degree of implementation of the ALEM program and the second
the effects of this program on students’ achievements. The ALEM program
contains a composite package: (a) a set of diagnostic indicators to determine
levels of skill development; (b)a prescriptive skills package for instruction;
(c) an exploratory learning module that encourages independent leamning; and
(d) an assessment schedule used to determine the degree of implementation
of the ALEM package in the classroom.

The program was highly successful and there was a positive correlation
between ALEM program implementation and student success rates. Those
teachers who implemented the ALEM program totally had better results than
those who only partially implemented the program. Furthermore, the
instructional program had a substantive effect on both student attainments
and learning processes. The students with leamning disabilities improved
significantly in basic academic skills during the period of the experiment. A
lower level of disruptive classroom behaviour was also reported during the
program’s implementation. Unfortunately, control groups were not used in
the experiment. Gain scores for the project group were compared with
estimated gains from normative data provided from standardized achieve-
ment test records. Wang and Birch (1984) also recorded success for the
group with disabilities in student-initiated classroom interactions and teacher-
student interactions.

Perimutter, Crocker, Cordray and Garstecki (1983) asked nondisabled
students and regular class teachers to rate the social behaviour and
personality of studenis with learning disabilitics. Not unexpectedly, the
students with leaming disabilitics were generally less well liked than their
peers, but a large percentage of the students with leaming disabilities were
accepted and satisfactorily adjusted in the regular school classrooms. Regular
class teachers had better opinions of the social status of the children with
leaming disabilities than did the special education teachers. Special education
teachers had higher opinions than regular class teachers of the academic
skills of the students with learning disabilities.

Hanrahan, Goodman and Rapagna (1990) investigated the priorities
given to different aspects of programming in preparing children with
disabilities for the regular school classroom. They found that regular class
teachers and special school teachers differed in their assessment of the
competencies needed for mainstreaming. The regular class teachers were
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to reading and writing, than were the special class teachers. The regular class
teachers were also more concemed about the yotential problems of
aggressive and disruptive behaviour. The implication is that in order to
prepare children with handicaps for mainstreaming the special school teacher
needs to do more to teach reading and writing skills and also make sure that
any problems with aggressive behaviour are overcome. These data confirm
some of the Australian research on the same issue which shows that teachers
expect children with handicaps to fit the routine of the regular class (Center
& Ward, 1987).

The several studies reported here demonstrate that mainstreaming
programs can be implemented successfully in many educational settings.
Most of these studies deal with mainstreaming programs for students with
mild and borderline handicaps and for those in these categories the research
results on mainstreaming are most encouraging. In the past teachers may
have sought secure and isolated environments (even segregation) for students
with mild handicaps, but this is no longer seen as a desirable option for these
students.

In the view of those who espouse the comprehensive mainstreaming
ideal all segregated programs should be eliminated, even those providing
services for children with severe handicaps. The goal of this model is the
integration of all students with handicaps. The supporters of this model cite
numerous studies of the kind described above where mainstreaming has been
successful. They also provide many examples where the results of
segregation programs have resulted in abject failure. The long-term solution,
in their view, is to arrange comprehensive forms of mainstreaming in
integrated environments for all students with handicaps.

Arguments In Favour of the Individual Needs Model

The counter argument is based on the view that without an adequate
assessment of individual needs it is impossible to make appropriate
judgements about educational intervention. Further, it is suggested that the
comprehensive model is unnecessarily restrictive and presumes that
segregated programs are always inferior to mainstreamed programs.
Advocates of this view maintain that it is far better to first diagnose the
child’s problem areas and then make a decision about placement. It is
claimed that the individual needs model allows greater flexibility to deal with
the special problems of persons with handicaps.

Those who accept the individual needs model generally support the view
that many students with disabilities should be integrated into the regular
schools. However, they claim that there are other students with disabilities
(particularly those with severe and profound handicaps) who do not benefit
from mainstreamed placements. Those who accept this model are persuaded
that comprehensive integration of all students with handicaps is not
practicable and claim (a) that many children with leaming handicaps cannot
cope with the rigours of regular school life and need the protection of a

34
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sheltered environment; (b) that an appropriate level of facilities and teaching
staff cannot be provided in all regular schools (i.c., there are limited
resources, special staff and equipment that can be allocated to special
education and any strong commitment to comprehensive mainstreaming will
lead to a diminution in the average level of care for children with handicaps);
(c) that regular class children should be protected from possible constraints
on normal scholastic progress. That is, regular class children should be free
to achieve their true potential uninhibited by the limitations that may be
imposed on them if children with handicaps are placed in their classes, and
(d) that students with the most severe forms of disability (possibly about 1%
t0 2% of the school population) should remain in segregated programs so that
medical and ancillary the.apy services can be provided on an efficient cost-
benefit basis. '

The arguments for the individual needs model are not in opposition to the
principle of integration as such. The primary case is against its
comprehensive integration provisions and in its placc support is given to the
view that segregated services provide a least restrictive environment for a
significant proportion of students with handicaps. The advocates of the
individual needs model deny the failure of segregated placements to achieve
worthwhile goals and also refute the natural justice argument. It is also
claimed that handicapping labels do not have a detrimental effect on students
with disabilities.

A major stumbling block to complete integration of all students with
disabilities is the paucity of staffing, resources and services in the regular
classroom. There is debate about the degree to which regular class teachers
should be responsible for the education of students with handicaps,
particularly if additional support and resources are not provided (Center &
Ward, 1987). There is abundant evidence to indicate that regular class
teachers often fail to comprehend the deficits in social and intellectual
abilities that are concomitant with most handicapping conditions. In many
instances teachers overestimate the competencies of these children; in other
circumstances th=y underestimate their potential. Teachers in regular classes
readily admit that they are not comforiable with students with severe
handicaps and have little knowledge of the cumiculum requirements for
students with handicaps. The implications for mainstreaming are obvious.
There is a great deal of support for students with handicaps in schools, but
there is also a great deal of confusion about how the goals of mainstreaming
are 0 be achieved (Center & Ward, 1987).

Goode (1967) has indicated that many individuals demonstrate
ambiguous attitudes toward the inept and persons with handicaps. On many
occasions nonhandicapped persons will express supportive attitudes and
protect persons who have handicaps or are disadvantaged. This is because
there are genuine feelings of good will towards persons with handicaps and
many will do what they can to alleviate the disadvantage they suffer in
competitive situations. At other times the nonhandicapped will express
disparaging attitudes toward persons with handicaps and reject their
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aspirations to “normal” status. This is because persons with handicaps are
sometimes a threat to the social status of nonhandicapped persons and inhibit
group harmony and productivity. It is perceived that persons with handicaps
“hold back” a group’s progress and lower the likelihood of rewards that
accrue to group membership.

The implications of this paradox of values and attitudes toward
mainstreaming can be demonstrated in many school contexts. Values that
uphold tolerance and protection of students with handicaps are pervasive
features of most school groups. Regular class teachers will often take
extraordinary measures to protect the rights of persons with handicaps and
provide them with appropriate services. On the other hand, there is another
set of values pervasive in schools. These value. serve to protect personal
rights against improper or illegitimate abuse. It is recognized that all students
have the right to personal freedoms and intellectual resources and that
individuals with handicaps may in some instances deny these freedoms and
resources to others, In such situations, the nonhandicapp. d will seek to
protect the group from the inept and those with handicaps. Students with
handicaps may be perceived as a social burden, especially if group
productivity falls below tolerable levels and teachers are then less capable of
providing adequate time to the more capable students. As a result the
students with disabilities may be rejected or relegated to inactive social roles
in segregated groups. Pressures for the rejection of the inept can be often be
discemned when group productivity and social harmony are threatened.

The findings of Miller et al. (1989) support Goode's (1967) analysis.
These researchers found that nondisabled students have positive and negative
stereotypical expectations of persons with leaming problems. There were few
differences in the expectations of appropriate behaviour for retarded and
nonretarded students. The students with handicaps were expected to conform
1o the rules of the collective and adjust to the rules that applied to all. The
regular class students did perceive the children with handicaps as being in
receipt of more favours and receiving more pity from others. They also
perceived that the children with disabilities were less likely to make fun of
them or demonstrate superior attitudes. Further, the children with disabilities
were seen 1o be as likely as others to get into trouble in the school, start fights
or scare others.

Cohen’s (1986) research was based on a study of parents of elementary
school nonhandicapped children who were asked 1o judge the social distance
between their children and several categories of children with handicaps. The
data showed that all 1abelled children were judged to be distant socially from
the typical nonhandicapped student. The students with physical handicaps
were seen as not too different from the social normal, but the severely
mentally retarded and emotionally retarded were viewed as highly
undesirable companions. When the parents were given verbal portraits of the
handicapping conditions without the label and how these children typically
work in school they were just as rejecting of them. They were particularly
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rejecting of the students with emotional problems, mild mental retardation,
learning disabilities and hearing impairments.

Two conclusions can be drawn from the Cohen (1986) research. First,
parents of regular class students often have negative stereotypes of students
with handicaps and perceive their own children as being socially distant from
atypical students, It is likely that nonhandicapped children share the attitudes
of their parents. Surveys of research (Sabornie, 1985) in this area confirm
this view. Students with emotional disorders and severe intellectual
handicaps are not perceived positively by regular class peers. Likewise,
children with handicaps are seen as having difficuity adapting to the regular
class environment. Students with handicaps are rated among the lowest in
status in peer groups, no doubt due to .heir low levels of adaptive behaviour
and the perceived threats they pose to normal adjustment of the non
handicapped

It is also apparent that parents of regular class children prefer that their
children associate with peers who are not handicapped. They are particularly
wary of emotionally disturbed and severely mentally retarded children. The
challenge for the educator is to devise ways of changing the attitudes of
parents towards students with handic aps. The success of mainstreamed
programs depends in large part on educating parents of regular class children
to develop more accepting attitudes toward children with handicaps.

Brinker and Thorpe's (1986) study explored the integration of children
with severe handicaps in an educational setting. Severely retarded students
from 13 school districts were used as subjects in the study. Sixty percent of
the 245 subjects in the study had no verbal communication and 83% were
dependent on others for assistance in self-care. The students were observed in
an integrated setting with nonretarded students. Measures were taken of
school support, planning, the social and physical environment, target student
characteristics and the interactive environment.

Results indicated that the interactive environment was the best predictor
of rate of integration. In particular, the social behaviour directed by
nonretarded students towards the students with retardation predicted 32% of
criterion variance. None of the other variables was important in predicting
the degree of integration. The success of the program depended in large part
on the behaviour of the regular class students towards the students with
handicaps and the degree to which they were prepared to interact with them.
Further, it showed that school planning and organization may be relatively
unimportant in the overall success of such projects if these peer attitudes are
not sympathetic to integration. Research already quoted suggests that parent
attitudes may also be a critical in this context.

Cole, Meyer, Vandercook and McQuarter (1986) reported on a study
which involved elementary school regular class students and severely or
profoundly retarded students of the same chronological age. The students
worked in pairs, each consisting of a student with a handicap and a
nonhandicapped member, Two treatment conditions were compared: a social
instruction group and a friendly comments group. In the social instruction
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group the nonhandicapped students were given instruction in how to interact
with students with disabilities, whereas the other group was simply told to
use friendly comments when communicating with the children with
disabilities. All students participated in a group activity situation that
involved play with mechanical toys.

The results indicated a significant difference between the social
instruction and friendly comments group, with the social instruction group
doing best of all in the initial trials. However, the differences did not last.
After the first few trials the mean gap between the groups disappeared and
then over the last few trials the friendly comments group surged ahead. The
nonhandicapped students could not maintain the social instruction regimen
and appeared 1o lose enthusiasm for the task. It may be that the subjects in
the social instruction group felt unable to maintain the level of interaction
demanded by the program. Could it be that regular class students asked to
interact with students with disabilities felt great initial enthusiasm for the task
and then become disenchanted? Do teachers expect too much of the
nonhandicapped students in asking them to accept responsibility for persons
with severe handicaps? This research suggests it may be better to ask regular
class children to adopt friendly attitudes towards students with severe and
profound handicaps rather than persuade them 1o accept an instructional role
in assisting these students.

Zetlin and Murtaugh (1988) have reporied on the friendship patterns of
students with mild handicaps in a high school setting. These researchers
demonstrated that students with handicaps had fewer and less stable
friendships than their normal peers. Further, the degree of intimacy and
empathy that normally prevails between nonhandicapped persons is not
present in the relationships between students with handicaps. The students
with disabilities also had more friendships with same-sex peers, many of
whom were close relatives. Parents of students with disabilities were less
likely to allow these students the freedom accorded to the nonhandicapped.
Many of the students with handicaps spent their time in isolation, away from
the company of others. These students are clearly not as socially mature as
the normal students and less prepared to become involved fully in the
integrated social life of the typical high school.

Another study of some importance in this coniext was reporicd by
Gregory, Shanahan and Walberg (1985). These researchers were concemed
with a group of adolescents with leaming disabilities in mainstreamed
settings enrolled in several American public schools. From a sample of
30,030 high school students, 810 identified themselves as having a leaming
disability. This group was rated as extremely poor on all indices of academic
achievement. Reading, mathematics, science and other subject area test
scores were well below average.

The students with learning disabilities were also wall below average in a
number of other areas as well. Self-satisfaction was low, they tended 1o
believe that others (rather than themselves) were responsible for their
failures. They gave themselves low self-ratings on independence, attractive-
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ness and popularity, Parent interest in their school work was low, they were
more likely to have had been in serious trouble with the law and their friends
were not generally interested in school. They reported to authorities that they
felt themselves to be at the periphery of all school activities. Not only do they
perform poorly on all subject area tests, but they also rated themselves as
failures in almost all of the social and personal attributes that were most

likely to lead to school success. The picture revealed by this analysis is not a
particularly encouraging one. Critics of the comprehensive mainstreaming
movement claim that such surveys reveal thc general failure of present
integration policies.

Gresham (1982) has argued that the ideals of mainstreaming are based on
three faulty assumptions. These assumptions are that the placement of
students with handicaps in regular classes will lcad to (a) improved social
interaction between nonhardicapped students and students with handicaps;
(b) increased social acceptance of students with handicaps; and (c) increased
modelling ty students with handicaps of the social behaviour of re, ular class
children. Gresham claimed that these assumptions are false and have lead to
over-optimistic predictions regarding the outcomes of mainstreaming
programs.

Gresham (1982) has reviewed the research on these vital issues. He
claims that the evidence from the literature suggested that mainstreaming
programs do not have the effects stated above. On the contrary, research
suggests that regular class children interact very rarcly with students with
handicaps in social settings. The interactions do not result in lasting
friendships and the outcomes of these social contacts often leads 1o negative
outcomes, for example, conflict over matters of mutual concern. Students
with handicaps are known 1o be deficient in the important social skills of
cooperation, sharing, asking for information and general adaptive bchaviour.

Gresham (1982) has also indicated that there is also little evidence to
support the view that close association between students with handicaps and
nonhandicapped children leads to greater social acceptance of siudents with
handicaps. The reverse is often the case, some research indicating that
students with handicaps in regular classes are rejected more often and
accepted less often that nonhandicapped peers. It is necessary to add that few
of the studies quoted by Gresham included quality programs of intervention
that attempted to change the social behaviours and levels of tolerance of
nonhandicapped prers. Even so, it does indicate that there arc many baricrs
10 be overcome if students with handicaps are to find ready acceptance in
regular classrooms.

Conclusion

The arguments for and against mainstreaming are ¢ither excessively idealistic
or unnecessarily pessimistic. On the one side are those who believe that the
comprehensive mainstreaming model deserves total backing and that
integrated settings are always preferable to any aliemative. On the other, are
those who advocate the individual needs model which considers that
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individual diagnoses should determine the type of educational program that
should be put in place. The former have tended to be overly optimistic and
incautious; the latter unduly conservative and pessimistic about the potential
benefits of integration programs.

Those who belicve in the value of enrolling all students with handicaps
in integrated settings have provided much data to uphold the view that there
are always superior benefits in comprehetsive programs. In the same way,
those who support the valu= of a mix of integrated and segregated settings
have much clinical and research evidence to buttress the value of the
individual needs model. Meta-analysis of the wide range of research studies
on this issuc reveals ambiguous findings, in large part determined by the

ty of the integration programs. The effect size for mainstreaming is of
the order +0.33 (Walberg & Wang, 1987) which is very modest in view of
the very much larger effect sizes for other treatments reported in the literature
‘e.g., contingency management, mastery leaming and cooperative learning)
that could be applied in any type of educational setting. Integration may not
be the critical issue, the important factor may be the quality of programs that
are provided within mainstreamed and segregated programs already in place.

Teachers have adopted a protective and adaptive attitude towards
students with handicaps. Many teachers have positive attitudes towards
programs for students with handicaps, but are not supportive of integration
programs that do not provide additional staff, services and resources (Center
& Ward, 1987). Nonhandicapped students also give considerable support o
students with handicaps, but only if it does not greatly interfere with what
they perceive as their own legitimate aspirations to achieve desirable social
and educational goals. Integration depends on other factors as well, including
the quality of school administration, the kind of instruction cffered by
teachers and the attitudes of parents (Cole & Chan, 1950).

The success of integration programs depends o a large extent on the
degree to which teachers, regular class students and parents are prepared to
assist in the socialization of students with handicaps. This will in turn depend
on the quality of political and public programs directed at improving the
quality of services delivered to public and independent schools. The most
likely outcome of any quality program of integration is a complex
compromise in which most students with disabilities are fully integrated and
others remain on the periphery of full acceptance. One way to ensure the
success of integration programs is to legislate for all publicly funded
education systems to mount quality integration programs for all students with
handicaps. Real levels of success have occurred in other societies only where
some kind of mandated service model has been put in place or where there
has been a substantial allocation of government funds to special education

programs.
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CHAPTER 3

An Ecological Analysis of Progress Toward
Non-Restrictive Environments in New Zealand

KEITH D. BALLARD
University of Otago

In New Zealand the term mainstreaming is used to describe the integration
of children who have disabilities into ordinary classrooms and schools.
Progress toward integration is evident in two ways. First, some schools have
committed themselves 10 educating all children, irrespective of ability or
disability, in ordinary mainstream classrooms (e.g., Ballard, Ballard, & Van
der Vyver, 1989; Ballard, Morton, & Van der Vyver, 1988). Sccond, new
legislation, new administrative structures and consequent new policies have
extended more support than has previously been available to parents who
scek mainstreaming for their children (Ballard, 1990). Nevertheless,
impediments to mainstreaming remain a significant feature of the education
system. These occur in the form of opposition to integration from both
special and mainstrecam educators; and in the form of some structural featurcs
of our education system that maintain labelling an! “specialist™ approaches
10 meeting the needs of children who have disabilitics.

The present paper uses an ecological perspective to analyse education
and disability in the New Zealand context. An ecological analysis can be
useful in moving our attention from a focus on the individual who has a
disability and their family, to other pars of the ecological systcm. Such a
perspective may illuminate the experience of disability within particular
social and cultural contexts. In particular, an ecological analysis stresses that
the social attitudes and prevailing ideologies manifest in educational policics
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and programmes are pan of the developmental context (ecology) of the child
and family and so should be included in an evaluation of educational
practices (the analysis of ecosystems—see Bronfenbrenner & Crouter, 1983).
Also, in an ecological analys's *‘what matters for behaviour and development
is the environment as it is perceived rather than as it may exist in ‘objective’
reality” (Bronfenbrenner, 1979, p. 4). We are, therefore, involved in the
“social construction of reality” (Barton, 1988, p. 90) and need to understand
the forces that impact on that construction. This is not, however, to deny the
power of objective conditions and events, including the actual resources
available to families, the actual behaviour of others toward them and the
effects of organisational features of agencies such as schools
(Bronfenbrenner, 1988).

The concept of the “system” is a further aspect of ecological analysis. A
system is an organised but complex set of interrelated variables influencing
the child and being influenced by the child in self-regulating and self-
perpetuating ways (Salzinger, Antrobus, & Glick, 1980). Systems operate on
the basis of shared beliefs and definitions (Bogdan & Kugelmass, 1984) and
the present paper suggests that these may be seen as forming “subcultures”
which impact differentially on children and families.

Segregating “Special” Children
Special education in New Zealand has evolved in similar ways to that evident
in other industrialised countries, resulting in a dual state system with scparate
special schools and classrooms for some (but not all) children who have
hearing, visual, physical or intellectual disabilities (Ballard, 1990; Mitchell,
1987). The state has, therefore, declined 1o involve all children in mainstream
education. While this has been motivated, in part, by humanitarian
considerations it has also been, and continues to be, at least in pant an
economic decision. Children and young people with severe multiple
disabilities, for example, were specifically excluded from the state education
system in New Zealand until legislation mandating their inclusion in 1990,
while some of our politicians are presently supporting the view that
mainstreaming can only be undertaken where “resources can be provided”
and that for persons with severe disabilities “the cost {is] too high”, so that
integration for them should not be pursued (Smith, 1990). Economics,
therefore, sanction discrimination against children with impaimments. It may
also be for partly economic reasons that a scparate special education system
for children who have disabilities is supported. Any strategy to develop
independence in persons with disabilitics may ensure a reduction of their
welfare support needs later in life (Barton & Tomlinson, 1984, Oliver, 1988).
Segregation, however, is not usually overtly justified from an economic
perspective. Instead, some psycho-educational models of assessment have
provided a way of conceptualising disability that supports segregation as a
necessary and appropriate “treatment of choice” for many children.

Within special education the dominant model of disability (and in
particular intellectual disability) has differentiated normal from abnormal
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(special) children using biological concepts from pathological medicine and
statistical concepts of deviance from psychology (Skrtic, 1986). In this
medical model (Reger, 1972), assessment that indicates pathology or
significant variance from normative experiences results in difference being
interpreted as an attribute of the individual. The claim that psychological
testing of individuals is an objective and scientific activity has further
enhanced the power of this model to interpret disability as an identifiable
condition of individuals, who may therefore be seen as different (or special)
with regard to others. Disability, however, can be shown not to be a
condition of individuals but rather a creation of specific social contexts
(Wood, 1988). For example, children who have Down Syndrome have been
identified in past policies in New Zealand as being incapable of leaming in
ordinary schools, yet now they participate in ordinary classrooms (Ballard,
1990). The children have not changed but our ideas about them have.
Assessment models that emphasise difference and pathology can be seen,
then, as models of social control made into a science by the language used
(Bart, 1984). Their effect is to focus on the individual and remove attention
from social values and structures that create disability (Booth, 1988; Oliver,
1988).

Creating a special and regular education system has had collateral
outcomes that are both economically and socially problematic. In economic
terms there is now a paralie]l mainstream and special education system
duplicating expensive resources such as buildings and activities such as
administrative structures and teacher training. In social terms, segregated
special education has meant that a child with a disability is the responsibility
of a particular group of professional specialists. Special teaching methods
have been developed which further differentiate children with disabilities
from other children. The specialisation of teaching with particular
instructional technologies (such as applied behaviour analysis—see
Depantment of Education, 1987) being required as part of special education
teacher training further removes children and teachers from mainstream
thinking and experiences. For mainstream teachers this serves to confirm
their view that they lack the specialist training necessary for involvement
with children with disabilities and that such children are, therefore, “better
off” in settings “*designed” to care for them. Through such mechanisms is
segregation justified (on both sides) and special education established and
maintained as an “insulated subculture” (Meyer, in press).

Segregation and the Culture of Difference

A philosophy of difference that leads 1o segregation creates conditions
whereby those separated experience environments that lead them toward
different perspectives, values and attitudes that are eventually distinctive
enough 1o constitute a subculture (Homans, 1951). In such circumstances the
dominant group (in terms of numbers or contro! of resources) has the power
to define the minority in the terms approved by their (dominant) culture. The
dominant group comes to know the minority only on its own terms—it is
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rarely challenged to examine its perspective and, in any case, lacks even the
langrage to allow a diffecent conceptualisation. As Miller and Swift (1976)
wrote of male-dominated western cultures, the “pervasive ideology” that
females are inferior persists because “alternative beliefs go unimagined”
where the dominant culture “lacks the vocabulary even to formulate such
altematives ...” (p. 157).

Within special education the subculture of spe:ialisation assigns to itself
the power to determine who is treated as speciat and, therefore, who gets
access 10 special resources. We see this in operation when professionals
describe themselves as “gatekecpers™ 10 resources. A child with a disability,
therefore, does not have a right to access the education system in the same
way as children without labels, but must seek, and often compete for, special
resources. Being labelled special also means that parents lose rights that they
may exercise with their other children who do not have to be labelled in order
to £0 to school. If voa have a disability, then professionals make decisions
about your needs—in contrast, if you do not have a disability then ieachers
will usually attend to parent wishes.

A parent, Colleen Brown, has condemned the idea that once a child is
labelled, professionals claim a major role in making decisions about
educational needs. As she says, “A cringe phrase for parents is ‘in the best
interests of the child.’ Surely the parents know this. Who questions us with
our other children?” The culture of differcnce is further highlighted by
Brown when she notes that:

Parents are fronting up to schools ofien more fully informed than the
professionals they are meeting. They are tired of trying to “sell” their
child as a product to an indifferent market place and anger is a constant
companion. It flares uncontrollably at times. I have scen the gricf, the
bewilderment, the despair in parents’ eyes and certainly the exhaustion of
battle, Continually parents ask themselves “Why should I have to do
this?” What makes this child so diffcrent from others in the community?
If parents had 1o “scli” each of their children to the education system,
what a hue and cry there would be. Yet it is expected of parents of
children with special needs. (1990, p. 26)

The views of New Zealand educators and other professionals involved in
the culture of difference are not personal idiosyncrasies; they are the result of
institutionalised discrimination against persons with disabilities. Indeed, it is
important 1o note, as does Wolfensberger (1988a) that we should *distinguish
systemic forces and impacts from the human functionaries of systems”
(p. 75). Well-meaning people employed in systems which deprive them of
experience of liberated persons who have disabilities may express the
distorted views of the system. The Lypothesis that such attitudes are
structural, rather than simply individual, phenomena gains support from the
fact that similar views are evident across countries in which education is
organised along similar lines. There is a striking similarity in the experiences
of prejudice and powerlessness reported by New Zcaland parents
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(e.g., Ballard, Bamett, & Van d.r Vyver, 1987; Brown, 1990) and by those in
England (e.g., Booth, 1988) a':d America (e.g., Tumbull & Tumbaull, 1978).
In England Booth (1988) replicates some of our own experiences in working
with families trying to get their children integrated into mainstream schools
when he comments that “I have been struck by the way the inequalities of
power between administrators, professionals and parents are used to enable
what is often an inferior knowledge base to dominate the outcome of
discussions” (p. 115). Similarly, in America Krauss (1990) has noted
problems in having parent input for the recently mandated (PL99-457)
Individualized Family Service Plan where “program staff are not convinced
that parents are ready to articulate appropriate goals for their children ...”
(p. 393). We should ask, appropriate to whose norms, whose values?

The Origins of Change
Research

Special education is confronted by research indicating the positive outcomes
that can be achieved for all chiliren from mainstreaming (e.g., Ballard, 1988;
Biklen, 1985, 1988; Meyer, in press), while teachers and parents who have
experience of mainstrezning note that integraied schools are a significant
step tvward an integrated community (e.g., Ballard, Ballard, & Van der.
Vyver, 1989). In a follow-up study involving children 7 to 12 years of age
with Down Syndrome who had taken part in the Christchurch early
intervertinn program Rietveld (1989) found that the children who were
mainstreamed (67% of the children studied) were also more highly integrated
into their local community (attending sport, Brownies and cultural activities
alongside other children in the community) than those who attended
segregated special classes. For students who have severe disabilities, IEPs
prepared for integrated settings have been shown o have more indicators of
“best practices” in curriculum and teaching than similar planning for
segregated school sites (Hunt, Goetz, & Anderson, 1986).

Values

In addition to the challenge of research to seg’egation in education is the
challenge of the values position of integraticn. As Biklen (1985) writes,
integration “is a goal, indeed a value, we decide to pursue or reject on the
basis of what we want out society to look like” (p. 3). Given that there are
children with every kind of disability who have been successfully
mainstreamed into regular schools, “then logic requires us to ask why it
cannot succeed for all students in all schools” (Biklen, 1983, p. 27).

Assessment modeis

The fact that many children who have disabilities are leamning in mainstream
classrooms brings into question the validity of the diagnostic-prescriptive
assessment strategies used to differentiate and segregate children. Biklen
(1988) examined the ecology of clinical judgement and noted that “people
with disabilities are institutionalized, segregated and undereducated, socially
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rejected, physically excluded from public places and unemployed™ (p. 128), a
description that applies in New Zealand. We interpret this, says Biklen, as
being the result of a disabling condition, and so we say that the disabled need
treatment whereas, in fact, people with disabilities suffer mainly from social
ostracism and discrimination. They need recognition of their human rights,
not treatment. Yet, notes Biklen, “the more severe the disability the greater
the likelihood that the person will be seen as a ‘patient’ than as an object of
discrimination” (p. 128). Although a person with disabilities will, like anyone
else, need certain medical and other services, what actually happens to them
is that they become classified medically and educationally in a way that is
all-encompassing.

The labels used in such classification often appear to be clinical and
diagnostic and 5o have an aura of professional specialisation, but as Withers
and Lee (1988) suggest, assessment in special education, while claiming to
be “scientific ... contemplative and advisory” (p. 175), in fact involves a
“profoundly ideological process” designed to provide “restricted gateways”
to educational resources and ultimately to opportunities in a “positional
society” (p. 177). The result, says Biklen, is that people with disabilitics
“report being seen and treated as ‘sick’ rather than as people whose disability
is but one personal quality” (p. 129). It is important to note that researchers
and other professionals responsible for developing and using classification
systems are themselves part of the community context in which people with
disabilities are categorised and thereby devalued. Professionals, therefore,
must examine the ecology of their ideas and actions.

institutional Resistance to Change

One feature of institutional resistance to change in New Zealand has been
atiempts to adjust the discourse of segregated special education to conform
with the language of integration, an attempt by the subculture of special
education to assimilate new inputs. The Draft Review of Special Education
(Department of Education, 1987), for example, used the concepts of the least
restrictive environment to attach the word “mainstreaming™ to existing
segregated facilities, so that special schools, units and classes were defined as
involving social or locational mainstreaming. A parent perspective on this is
recorded by Colleen Brown, who wrote that

Mainstreaming sounds sweet 10 those who are determined on cquity in
the education system. The bureaucrats have soured the word with their
interpretations. According to bureaucrats you may define mainstreaming
as functional, social or locational. As a parent, I see the thrust for
mainstreaming in the same light as de-segregation was for the blacks of
America, which meant the freedom of opportunity and access to public
facilities. Can you imagine a sign saying “blacks may sit on park scats
but don't dare get on the swings.” This is what is happening to children
with special needs. (1990, p. 26)
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The “three kinds of mainstreaming™ was subsequently presented as
policy in the Education Gazette (1988, Vol. 67, No. 8). This policy asserted
that some children require segregation from the mainstream, denying the
possibility of an integrated education system. The least restrictive
environment principle promotes inequalities on the basis of degrees of
disability. It assumes that the more severe the child’s disability, the more
likely it is that they will need segregated educational provisions and the less
desirable it is for them to be integrated. The model also promotes inequality
between professional and parent because it supports the primacy of
professional decision making. The Drqft Review, for example, stated that “all
children should be included in the regular education stream except where this
is clearly not in their best interest” (p. 3). Qualifying integration in this way
is designed to assign the assessment of child interests to a professional.
Instead of addressing the wishes of parents and students, this policy is framed
in terms of a clinical model of professional decisions reganding integration as
appropriate or segregation as necessary (Taylor, 1988). The policy of the
Draft Review was derived from the Warnock Report (1978). This English
report has been criticised for the underlying inequalities in its value base (sce
Booth, 1988) and for the fact that it was prepared by education and
psychology professionals without major parent involvement. Oliver (1988)
noted that Warnock constructed the idea of special educational needs to
replace earlier labels attached to individual children. The result was a change
only to the language used in a system that remains unwilling to mect the
needs of all children. Oliver notes that the Wamock Report was unacceptable
to disability groups in England because it ensured the continued segregation
of children and was therefore seen as “institutional disabalism™ (p. 21).

Within New Zealand, a values position that is supportive of integration
has recently been endorsed by legislation amending the Education Act. From
1 January 1990 every person has the right to free enrolment and free
education at any state school and there are appeal procedurcs with
independent arbitration where education authorities and parents disagree on
enrolment. Although a new policy is yet to emerge, indications are that,
while “special” education is likely to be supported, including retention of
some segregated facilitics, the new policy will state clearly that
mainstreaming means what it says. This would be an important conceptual
support for working toward integration. The power of language and concepts
must not be underestimated. As Taylor (1988) says, ““concepts and principles
can help us get from one place to another, to move closer to a vision of
society based on enduring human values like freedom, community, equality,
dignity and autonomy” (p. 51).

A Mode! for Systems Fallure: Adjusting Within the Paradigm

Community and schoo! comprise the ecology of the family, providing its life
support and social support system. The presence of a child with a disability
creates stress requiring increased energy outputs and complex decisions
regarding meeting the needs of individual family members (Bubolz &
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Whiren, 1984). If they are to be effective, then policy and services must link
carefully into the values, resources and decisions of the family. As Powers
(1988) suggested, “discrepancies between the client’s perception of need and
that of change agents can impede the progress of new programs” (p. 7).
Where successful linkages are not made between family needs and
pmfesimalsaﬁm.ﬂwmﬂtmaybeapmhw:tappmamwimegmﬁon
that is both expensive and ineffective (Salzinger, Antrobus, & Glick, 1980).
Parents seeking integration want mainstream classrooms and generic services
for their children. Offering them a revamped special education service is to
misunderstand their needs.

A basic concept in general systems theory is the fundamental integrative
device, the feedback loop (Schwartz, 1980). Negative feedback loops, in
particular, are important for maintaining the stability of a system. Where
these are attenuated, then disorder (or disregulation) results (Schwartz, 1980).
Applying the self-regulating models of cybemetic theory to human activity is
complex because feedback is “mediated through social behavior” (Salzinger,
Antrobus, & Glick, 1980, p. 50). Nevertheless, it might be anticipated that a
system such as special education in New Zealand that ignores (or avoids)
inputs that challenge its operations (rationale, values, organisation) might
eventually experience severe tensions and dysfunctional interactions with
clements external to itself.

Examination of systems issues shows that, despite the best efforts of
special educators to deliver special services, parents of children who have
disabilities continue 1~ experience stress and rejection in ordinary school and
community settings. This suggests that for as long as children are special
then some of our schools will not want to own them. As Colleen Brewn
writes,

The list [of Systems problems] seems endless to the embattled parent.

New tactics and strategies have 10 be thought up to counter the moves

made by the opposition. It is a contest, ofien exhausting 10 the parent,

tiresome and petty. Parents have had to organise themselves into support
groups because what the public has had to realise is that we are survivors
and what is more we are the only people who are going to actively seck

justice for our children. (1990, p. 26)

Special educators are not listening to these parents. Within its subculture,
special education interprets parent involvement as a sct of activities (c.g.. IEP
meetings, teaching) ofien structured by professionals and usually deviscd
from a model that identifies the child as the target of intervention (rather than
a classroom or curriculum). The IEP process can result in psychologists and
other professionals exerting influence on child activities in family, school
and community settings, in the name of ecological assessment (e.g., Martin,
1988). A collateral outcome of such surveillance may involve the signal to
teachers and others that this child is different and possibly beyond their skills
and responsibility. Introducing the curative agent (specialist) indicates to the
school that the child’s needs are beyond their resources and further distances

,
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the school from responsibility and ownership of 1hat child (see Martin, 1988;
Schwartz, 1980). The evidence that mainstream teachers do cope, once they
accept ownership of all children (e.g., Ballard, Ballard, & Van der Vyver,
1989: Ballard, Morton, & Van der Vyver, 1988; Porter, 1988), strongly
supports the economic and social need for special and mainstream education
mm':.etged.Cmﬁmlhlgwimsepmatespecialeducaﬁonmdmlawdsewim
will generate increasing disillusionment and anger among parents whose
children are trapped in a “treatment model” (Biklen, 1988), threatening the
credibility and integrity of the special education system.

Toward Systems Change and Non-restrictive Environments

within the present paradigm of regular and rpecial education may be
of limited benefit to children who have disabilities. The system will continue
to segregate some of them and prevent mainstream education from changing
to meet the needs of all children. A more radical change in our perceptions of
disability and the organisation of education is required.

Schoo! systems in a number of democratic countries are examining their
goals and purpose. In doing this they are recognising that over the years they
have devised a curriculum based on a particular set of social values relating
1o the economic structures of their society and the views of teachers as to
who is worthy of their services. This means that we have not catered well for
people with disabilities; for people from ethnic minorities; or for people
whose value system (for example, derived from different socioeconomic
positions) is different from that expressed in cusriculum devciopment in the
school system (Barton, 1988; Meyer, in press).

Wolfensberger (1988a, 1988b) suggested that people we label “retarded”
are viewed as not contributing to economic growth and production. They are,
therefore, viewed largely in terms of their deficits, coming to rcpresent a
“societally devalued class in whose devaluation one is at least partially
participating™ (1988b, p. 70). Psychologists, their work “inextricably bound
1o the values and beliefs of society as a whole™ (Blatt, 1987, p. 7), have used
dominant cultural values to label people with intellectual disabilities as
incompetent (Freeman, 1988). Society has then organised agencics 3gnd
institutions to manage and cater for people with disabilities, cnsuring that
they are dependent on services designed specifically for them and are
removed from the mainstream of community life (Bart, 1984).

For people who have disabilitics the reality is diffcrent. Julic Messcnger
(1989), chairperson of a People First group in the North Island, says that in
her area

People First teach the staff what it’s like for people with intellcctual
disability, and how we want to be treated ... We believe that if the
community gives us a chance, they will sce that we are just ordinary
people—individuals who have the right to be respected and listened to.
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For many parents the reality is described by one mother who said to us:

I want to be a normal parent. I don’t want to be grateful that my child is
inschool.lwanuodothenonnalparenmﬁngslikegotomepetshow
... (but) you have to be very assertive so that teachers will have your
child ... Basically, you've got to crawl. (personal communication,
November 8, 1989)

Systems change involves changes in legislation, policies and strategies.
Most critical, however, is to change the perceptions of the people who
comprise the systems. Objects, people and situations do not “produce their
own meaning,” rather “meaning is bestowed on them” as we “actively
engage in the creation of reality” (Bogdan & Kugelmass, 1984, p. 182). The
fact that categories of disability are redefined across time (e.g., the American
Psychological Association statistical redefinition of mental reiardation in
1973) and vary by social settings and ethnic group (Wunsch-Hitzig, Gould,
& Dohrenwend, 1980) supports the idea that disability is a social
phenomenon rather than an objective and randomly occurring medical or
psychological condition (Archer, 1984). We create reality in association with
others who share similar definitions, developing a subculture of common
language, ideas and perceptions. If disability is created socially, then we have
1o change our perceptions socially.

Changing realities, therefore, can be achieved by introducing people to
the successful integration experiences already evident in many communities.
We may then, as Colleen Brown says,

Let the children go freely into the neighbourhood, support the

endeavours of the teachers and parims, let mainstreaming become a

reality. If we don’t take up the challenge then maybe parcnts will be

forced to agree with Daniel Day Lewis who said of his portrayal of
disabled Christie Brown in the film My Left Foot, “I think the best thing
you can hope for is that it just shifis peoples’ perceptions. Because there
is a part of us that is still primitive enough for us to want people 1o be left
out on the mountainside ... just left for the crows.” (1990, p. 26)

Author Note

This paper reflects in part my involvement in the Otago Family Network and
I extend grateful acknowlcdgement to Marilyn Watson, Anne Bray, Lynne
Stewart, Claire Doig, Phillis Safole, Jude MacArthur and Koa Kean as
colleagues in that endeavour. The Otago Family Network is funded by grants
from the Roy McKenzie Foundation, New Zealand Institute of Mental
Retardation, University of Otago and Ministry of Education.
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While the impetus for the integration of children with disabilities into
regular schools first derived from a moral imperative, there is now almost
universal belief that the process will result in more effective education for all
but the most severely handicapped students, However, there has been no
consensus about the relative merits of special class or regular class as
integration options for students with moderate disabilities. Diffcrent school
systems (e.g., those in NSW or Victoria) appear tc accept or eschew special
class provisions morc from philosophic orientation than from any systematic
research base. This is not surprising when even the seminal meta-analytic
study of Carlberg and Kavale (1980), suggesting that the regular class was a
better educational option for children with inteilectual disabilitics while
special class was superior for children with emotiorial or learning difficulties,
has come under recent methodological attack (Danby & Cullen, 1988).
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It appears that efficacy research based on a strict experimental model is
inappropriate to assess the complexities of classroom interactions for
individual students with disabilities (Hamilton, 1977; Hammersley, 1986;
Hegarty & Evans, 1985). It is extremely difficult to isolate class placcment as
the only dependent variable within the heterogencity of the population and
the classrooms being studied. Qualitative research, on the other hand, cannot
answer the comparative question of the better educational option—special
class or regular class. In view of this methodological impasse, Danby and
Cullen (1988) have suggested that the research techniques to be used may
have to depend on and be sensitive to the questions that rescarchers are
seeking to answer.

An approach, based on this suggestion, has been adopted in the present
study. As the NSW Department of School Education is commitied to both
regular and special class placement as alternative integration options for
students with disabilities (Metherell, 1989) an efficacy study was not
considered appropriate. The questions that needed to be addressed concermned
the effective practice and organization of both sets of placcments, so that it
would be possible to highlight those factors responsible for successful
integration in either setting. A multiple case study methodology together with
the inclusion of certain quantitative procedures (Mittler, 1985; Sadler, 1985)
was selected as likely tv produce data which would be of most direct
relevance to all those concerned in the integration process—children, peers,
parents, school personnel and administrators, This paper describes both
procedures and results for special class students only while those for
mainstream classes have been presented elsewhere (Center, Ferguson, &
Ward, 1988; Center, Ward, Ferguson, Conway, & Linfoot, 1989).

Aims

This study attempts to produce basic data via the multiple case study method,
about the quality of the educational, social and integration experiences of a
sample of children with physical and intellectual disabilities who are
currently enrolled in special classes attached to regular schools. It also aims
to identify the factors relevant to child/family, classroom and school which
are associated with successful academic and social integration for these
students.

Methodology
The Sample

A small sample of 20 students cnrolled in classes for students with a physical
handicap (P), a mild intellectual disability (IM) or a modcrate intcllectual
disability (10) were sclected at random by intrgration officers from both
metropolitan and country schools. However, while the mainstream study
focused solely on the child with disabilities in the regular class, this study
uses both the child and the suppont class itself as the unit of analysis.
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Table 1 shows the total number of support classcs in the NSW School
system and the sample observed in this study.

Tablel.  NSW Primary Support Classes (1988)

Metropolitan Country Total
All  Sample All  Sample All.  Sampie
P classes 4 4# 1 1 5 5
IM classes 89 3 90 2 179 5
10 classes 31 4 26 6 57 10
Total 241 20

*This represents only 3 schools as 2 children attended the same school.

Observational procedures

Six observers in metropolitan and country regions spent approximately 6 to 8
days in each school collecting a variety of qualitative and quantitative data on
each child/family, classroom and school. The three main sources of data
included: (a) detailed qualitative observations of the child in both the
classroom and playground; (b) quantitative measures such as basic skill
assessments, observational schedules, daily record schedules, rating forms,
questionnaires, self-report inventorics and sociometric techniques to asscss
the total learning environment of the student; and (c) interviews with all
relevant school personnel, parents and selected pecrs.

Instrumentation

As far as possible the instruments that had been trialled in Stage 1 of the
mainstream study (Center et al., 1988) and modified for Stage 2 of the
mainstream study (Center et al., 1989) were used in the support/special class
study. However, some adaptations had to be made because of the nature of
the population studied and the fact that both child and support class were
used as the unit of analysis.

Child measures

In order 10 measure the scholastic progress of the target children in support
classes, cach class was administered norm-referenced and criterion-
referenced tests in reading accuracy, reading comprchension, maths
computation and maths problem solving skills, both in April and November.
For measures of reading competence the Revised Form of the Neale
Analysis of Reading Skills (Neale, 1988) was used where possible and the
Macquaric Special Education Ccntre Written Word Attack Skills or the
AAMD Adaptive Behaviour Scales (Leland, Shoaee, & Vayda, 1975), in the
case of students for whom the Neale test was inappropriate. Computational
skills were assessed by a criterion-referenced test devised specifically for
Stage 2 which could be administered at all levels of primary school and in
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low-streamed Year 7 high school classes. In some junior IM and IO classes it
was necessary 10 use Macquarie University Special Education Centre
Mathematics tests for first/second grade or the AAMD Adaptive Behaviour
Scales when students failed to score on the more advanced criterion-
referenced mathematics test.

Parents’ and teachers’ ratings of the student’s academic progress were
also obtained during relevant interview sessions. The target child’s time-on-
task in basic skills (using an interval sampling observational schedule
adapted from Larrivee, 1985) was also assessed. In addition, observers rated
the appropriateness of the curriculum for each target child and time spent on
academic skills was also noted. All academic measures obtained in this way
became the components of the child’s Academic Integration Index.

The social acceptance of the students in support classes was generally
assessed by means of a modified sociogram (based on Moreno, 1934) rather
than by the more complex Perception of Closeness Scale (Lamivee, 1985)
used in the mainstream study. Teachers' ratings of the social progress of the
target children as well as their classroom behaviour were also obtained.
Parents’ opinions of their children’s social/emotionai progress and
descriptions of out-of-school activities were also elicited in the parent
interview. In addition, observations of the targes children’s behaviour in the
classroom, and interactions with both regular peers and classmates in the
playgrounc, were also taken. All social measures obtained in this way
became the components of each child’s Social Integration Index.

Clossrocrn measures

The rationale for the classroom measures finally selected for inclusion in this
study can be found elsewhere (Center et al., 1988; Center et al., 1989). The
main classroom observational schedule used was an adapted form of the
Observer Rating Scale \Lamivee, 1985) which gave measures of class
climate, teacher’s instructional style, teacher’s management skills and levels
of independence granted to students. A Daily Record Form devised
specifically for the study, which recorded the daily teaching strategies of
teachers in basic skill areas provided additional data on classroom
procedures. Questionnaires and interview schedules were uscd to provide
information on any instructional variables that were not covered by the
observational schedules and to probe some aspects of classroom practices in
more depth. In addition, a specific questionnaire for support class teachers
was also developed to gauge the role and responsibilities of the support class
teacher within the regular school, the degree and forms of support provided
{0 the teacher by the school executive and the degree of participation by the
class, as a whole, in the wider activities of the school. A second teacher
questionnaire was designed to determine the extent, variety, duration and
perceived effectiveness of the participation by both the target child and other
members of the class in integrated activities. Questions conccming the role of
the support class and advantages/ disadvantages with regard to special
schools were included for discussion in interviews with principals, support
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class teachers and parents. All measures deating with the individual child’s
and whole class’s integrated activities became components of the Integrated
Activities Index.

School measures

Data from attitudinal studies on integration (Center & Ward, 1987; Center,
Ward, Parmenter, & Nash, 1985; Thomas, 1988) indicate that a major
concern of teachers relates to the support services with whick they are
provided. Thus it was considered important to obtain an indication of both
the amount and appropriateness of resource provision for each support class
child. The actual amount of resource support (in hours) for each target
student was recorded, while appror iateness was rated on a 4 point scale by
principals, teachers and observers, with the latter rating being given a heavier
weighting in the final adjusted score. Another variable which proved to be
associated with integration success in Stage 1 was school ethos, as measured
by attitudes of principals and other staff members, whicn were assessed
subjectively by each researcher on a 5 point scale through observation and
discussions with parenis and general school staff. Thus, amount and
appropriateness of resource support together with school ethos (gencral staff
attitudes to integration) were the main school measures selected.

Procedures

Prior to the observation period in each school, all researchers spent one week
together to establish reliability on the observational schedules used in this
study. Reliability figures of 85-90% agreement were obtained for the
Observational Record Schedule, the Time-on-Task Observational Form, the
Daily Record Form and the Playground Observation Schedule.

Compilation of Data

All academic, social and integration measures obtained for the target
children, through direct testing, observation schedules, and teacher/parent
ratings from questionnaires and interviews were recorded scparatcly to
establish three discrete indices.

While the addition of objective direct meas srements/observations and
more subjective ratings may be criticized, it is one of the few methods of
avoiding “‘snap-shot” mcasures that time-sampling techniques, on their own,
tend to engender. In addition, Cronbach alphas of .61 and .72 recorded for
similar academic and social measures respectively for the mainstream sample
suggest that the indices measured a conceptually valid domain. Finally,
removal of the more subjective ratings from the total score of the mainstream
students indicated very little variation from their Total Integration Index.
Consequently it was considered legitimate to include both measured and
rated components in the Academic/Social Index (see Appendix).

All components of the indices were summed and expressed as a
percentage of the total possible score. The three discrete indices were also
summed and averaged in order to obtain an Index of Successful Placement.
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Based on minimum and maximum scores, the following cut-off points
were established for the Academic Index, the Social Index, the Integrated
Activities Index and the Total Index of Successful Placement.

80-100% Indicates very good academic/social progress, a most appro-
priate level of integrated activities, both academically and
socially, and a highly successful Index of Placement.

60-80% Indicates a marginal to satisfactory level for all indices.

33-40% Indicates an unacceptable level for all indices.

A Validation Index, which was the estimate of appropriate placcment by
the observer and all persons involved with the child’s education, was also
computed. For children in support classes, however, the Validation Index
must be treated critically, since it will be low if either a special school or a
total mainstream placement is favoured as an option. Consequently, if a child
is performing relatively well in the special class situation, a low Validation
Index may sometimes reflect the need for transfer from special class to
regular class placement.

Results—Students with Physical Disabilities

Five students enrolled in support classes for students with physical dis-

abilities (P classes) wete included in the study. Descriptive data for these
students is presented in Table 2. Three of the students (Cases 26, 27 and 62)
had previously attended special schools and had moved to newly cstablished
units at the beginning of 1988. The remaining two children (Cases 33 and 73)
were cnrolled in well-established units and had not previously attended a
special school. In one of these schools (Case 33), however, the unit had been
closed on a trial basis and the students placed within a regular class for the
year, with support provided by the former unit’s two teachers. Thus, this
student was a fully mainstreamed student at the time of observation and is,
therefore, more appropriately compared with students described in the main-

stream study (Center et al., 1989). This difference must be bome in mind
when cxamining the data presented in Table 2.

These results present a somewhat variable picture in relation to the
sample of students in P classes, which derives from the fact that there were
two distinct groups in this sample. Three students (Cases 26, 62 and 73)
spent the bulk of their time in the units, whereas two (Cases 27 and 33) were
fully or almost fully mainstreamed. The mean results for the group in both
the academic and the integrated activities indices are inflated by the data
obtained for the two latter students.

Consequently, it appears that the three students who were recciving their
academic instruction within the support class were making somewhat slower
academic progress (which can only be described as marginal) than their
counterparts in the mainstream. To some extent, this is associated with their
greater physical and/or intellectual limitations. It also reflects, perhaps, the
problem of obtaining an adequate time allocation for basic skilis in classes
where students require a high level of 1:1 assistance, and where time must
also be devoted to therapy sessions. In addition, it must be noted that, for

4C



Table 2. Summary Percentage Data on Students in Support Classes—P Units

Case No. Academic Social Integrated Index of Validation Structured Class Resource

Integration  Integration  Aclivities Successful Index Teaching Manage- Support
Index Index Placement Style ment
261 63 83 53 67 80 83 100 73
272 80 95 85 87 70 27 52 70
62 65 88 68 74 90 83 100 73
731 65 83 53 67 78 85 89 68
33 95 83 98 92 95 75 94 25
MEAN (n=5) 68.3 87.3 4.8 73.1 8$1.3 69.5 85.3 70.5
1Marginal successful placement
2 Anomalous placement
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these three students, the amount of time spent in integrated activities with the
regular school was also somewhat limited. However, the social progress of
all five students in the sample was highly successful. This, no doubt, would
account for much of the satisfaction for support class placement represented
by the mean Validation Index of 81.3%.

A closer examination of case study data provides further insights into
support class placement for children with physical disabilities. Case 33, for
example, highlights the full extent of mainstreaming that is possible when a P
unit is incorporated within a regular school. This child attended a unit which
had initially existed very much as an isolated entity within the regular school
with very little interaction between the two departments. However, barriers
had been progressively removed to the point where, in 1988, all students
within the two support classes had been placed in mainstream classes with
support being provided by the unit staff. Although there were some concems
about total mainstreaming for all former unit students, it was considercd in
the best interests of most students, including the target child. The high
Validation Index for this child, therefore, reflects the general view that she
should continue in a mainstream class.

Another child (Case 27) was also being very effectively mainstreamed
for most academic and non-academic activities from her P unit. This 10-year-
old girl was wheelchair bound and required special toileting but had almost
normal upper limb function, good speech and an average IQ score. She had
previously attended a special school located some distance from her home
because her nearest neighbourhood school had refused to enrol her on the
grounds that she nceded the extra resources of a special school. She was now
able to retum 1o a regular school in her own region since a special support
class attached to that school had been established earlier that year.

Because of her normal speech and intellectual ability, this student was
able to take maximum advantage of the opportunities for both academic and
social integration afforded by her move to the support unit. Furthermore, her
inclusion in the mainstream as quickly and as fully as possible was facilitated
by the executive teacher of the support unit who was the assistant principal of
the regular school. Thus, the low Validation Index obtained for this student
did not reflect a lack of satisfaction with her current placement but, rather a
widespread belief that she should be fully mainstreamed in the near future. In
the short term, however, support class placement has facilitated the move
from special school to regular class.

For another student (Case 62) full-time mainstreaming appeared to be
rather a more distant goal. Nevertheless, the move from special school to
support class had also afforded many more opportunities for meeting with his
regular peers. From the social viewpoint, the move was considered 1o have
been a success (Social Index: 88%), even though his academic progress
within the unit and participation in integrated academic activitics was only
marginal (sce Table 2). A moderate/severe degree of cercbral palsy in all four
limbs made this student very dependent on aide assistance, Oral
communication was difficult because of oral musculature involvement and
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all written work required an electric typewriter. Thus, as far as the main-
stream staff was concerned, his participation in integrated academic activities
was constrained by his physical limitations. As this unit had only been
recently established, its executive teacher had not yet developed the
credibility needed to organise appropriate academic integration. Neverthe-
less, both his parents and support class teacher believed he could benefit
from a greater degree of academic integration than had been offered at the
time of observation, although, as his high Validation Index indicates, support
class placement was generally considered his best option.

The two students with the lowest total indices (Cases 26 and 73) were
also considered by parents and staff to have benefited socially from their
placement in a support class. However, their opportunities for participation in
integrated activities were even more limited than the cases already discussed
and their academic progress was only marginal (see Table 2). Case 76
involved a student witl: severe cerebral palsy, but with a normal level of
intelligence. This student acquired ongoing access to sophisticated
technology and 1:1 assistance for most academic activities. Consequently, he
was not considered to be a serious candidate for academic integration, even
though it could be argued that he could benefit more from attending
discussion-based lessons such as social studies than token and inappropriate
participation in craft. Interactions with children in his neighbourhood were
also inhibited both by the severity of his physical condition and the distance
of the P unit from his home. In the case of this student, the move from
special school had neither reduced his travelling time nor given him access to
a more “local” school. However, once mainstream staff see the value of his
inclusion in grade-appropriate lessons, support class placement will be
doubtless secn as a better option to special school by his parents and teacher.

In Case 73, on the other hand, the student’s limitations stemmed from the
fact that a mild-moderate degree of cerebral palsy was combined with a
moderate intellectual disability. The latter considerably reduced her
opportunities for academic integration (Index = 53%) as appropriate support
was not available. Moreover, her intellectual disability also limited social
interactions with her peers from regular classes. Furthermore, her academic
needs were probably not as well addressed in a P class as they would have
been in an IM or 10 class, since units for the physically disabled are not
necessarily suitable for children with a moderate degree of intellectual
disability. This placement dissatisfaction is reflected in the rather low
Validation Index of 75 and in a general decision to send the student to the
local special school for his high school education. For such students, a
blurring of the present categorical distinction between P and IM/IO classes
could prove beneficial so that services in support classes could be matched to
individual physical and educational needs. These services should be carried
through to high school level so that such students have an alternative to a
special school for their secondary education.
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Summary

Despite the diversity of their problems, all 5 students were considered 10
have benefited to some degree from a period of placement in a support class
(P) For some, these classes are providing the opportunity for progression into
regular classes, while still giving pupils and class teachers back-up suppornt
from the unit staff on site at the local school. For others, whose physical
limitations make full-time mainstreaming a more elusive prospect, the
support classes, nevertheless, provide far more opportunities for social
integration with non-disabled peers, particularly where such activities are
planned and monitored rather than being left to chance. In addition,
participation in grade-appropriate aural lessons in the mainstream would
provide educational opportunities that may be denied to competent students
in special schools. However, the current practice of integrating support class
students in non-academic lessons, such as craft (rather than in social science,
for example), tend only 1o exacerbate their physical difficulties without
exposing them to valuable academic content. For those with an intellectual as
well as physical disability, the provision of appropriate curricula and the usc
of specialised teaching techniques are as important as the provision of
therapy services if these students are also to benefit from placement in
support classes.

Although ongoing access to therapy services is necessary for many
students with physical disabilities, this must be balanced by the provision of
adequate instructional time if they are not to become educationally
disadvantaged. Hence, carefully planned timetabling of therapy sessions is
essential to ensure minimal disruption to academic work. Furthermore, it is
also necessary for therapy staff to consult within the mainstream in order 10
maximise both social and academic interaction.

Another issue highlighted by these case studies is the need for
appropriate support staff to students who are partially mainstreamed for
academic subjects. Even when of average or above average intelligence,
these students often function below grade level in basic subjects.
Unnecessary strain is placed both on teacher and student if such assistance is
not provided—either by an appropriately qualified support teacher (lcamning
difficulties) or by the staff from the support class (if they have the necessary
expertise in special education). One of the major advantages of specialised
staff attached to units is that they can provide support not only to support
class children within the mainstream but also to those regular pupils who are
having academic or social difficulties. This role is easier to impiement,
perhaps, when the executive teacher in charge of the unit comes from the
regular school staff (as seen on one site), rather than from the unit staff, who
must first gain credibility within the regular school. In addition, as in all
mainstreaming situations, a strong commitment by total school staff to the
concept and practice of integration is vital and should be one of the
prerequisites for locating a special support unit on the site of a regular school.
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Furthermore, if support classes are {o function effectively, they should not be
located in places too distant from the homes of their clients.

Results—Students with Mild Intellectual Disabilities M classes)

The majority of children with mild intellectual disabilities in NSW are in
regular classes. A proportion, however, are referred for special class
placement, traditionally at about Grade 3 level, although transfers from
Grade 2 arc also being undertaken. These referrals tend to be those children
who fall within the mild range of intelicctual disability and who are not
progressing in the regular class. Typically, many students enter IM classes as
non-readers or with only minimal competencies in reading and maths, and
some may also be deficient in social skills.

IM classes have a maximum of 18 students who may be drawn from a
number of schools in the “catchment” arca. Not all teachers of IM classcs
have training in Special Education and, generally, no teacher aide support is
available (although, some classes make good use of volunteers) For some
students, an IM placement may be viewed as an opportunity for an intensive
“catch up” period so that they may retum to a regular class beticr equipped to
“cope”. For many others, however, the placement may be long-term and,
perhaps, continue into high school.

Of the five students from support classes (IM) who were included in
Stage 2, two were from country regions and three from the metropolitan
rcgions. Descriptive data for these students are presented in Table 3.

The needs of three of these students (Cases 34, 49 and 68) appear to have
been well-served by placement in an IM class (refer Table 3): all threc are
considered to be making satisfactory progress in all areas—and to be
participating in a wide range of integrated activities. This success is reflected
in a very high Validation Index for each of the three, indicating general
agreement as to the present appropriatencss of the placement and its
continuation. Case 69 represents the oni unsuccessful placement in the
sample, while in Case 3, a low Validation Index indicates he would be more
appropriatcly accommodated elsewhere.

The most effective IM placement in this small sample is clearly Casc 68.
Although the teacher in this class was well above the average in the usc of a
highly structured approach to teaching, the most striking factor is her very
high score in terms of classroom management techniques (98%) compared
with a mean score of 52% for all IM teachers in the sample. Analysis of the
more detailed case study data suggests that this difference does not reflect
different student characteristics but rather the impact of a particularly highly
skilled and trained teacher.

Another factor which appeared 1o contribute to the very effective social
integration of this student was the fact that the class was largely “school
based’”: almost all the students in the class came from the “host” school itsclf
and, thus, were always considcred very much part of the school community.
In additinn, the teacher (who was the executive teacher, with responsibility
for three other support classes) had a very high level of credibility within the
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Table 3. Summary Percentage Data on Students in Support Classes—IM Units

Case No. Academic Social Integrated Index of Validation Structured ( s Resource
Integration  Integration  Activities Successful Index Teaching Manage- Support
Index Index Placement Style ment
31 83 80 77 80 70 74 22 38
34 78 75 83 79 95 85 47 25
49 82 88 78 83 100 52 59 35
68 o8 97 85 93 95 81 98 60
692 73 68 57 66 55 63 34 35
MEAN(n=5) 828 81.6 76.0 79.8 83.0 71.0 52.0 38.8
1 Anomalous placement

2Unsuccessful placemen;
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school, as a whole, and had worked hard to increase both the awareness and

of the whole school of students with disabilities. Her high
credibility extended also to Regional level, where she had made major
contributions to staff development in the area of integration.

The success of Case 68 may be contrasted with Case 69, where the class
had only been established for one and a half years and all the students came
from other schools. This teacher believed that both she and her students were
only marginally accepted at the school and she had not been given any
opportunities (as yet) to become involved in wider duties within the school.
The children within the class tended to play mainly with each other. Their
isolation was accentuated by the Iocation of their classroom—on its own, in
an older wing of the school—and by the lack of a carefully planned
integration program. The only student to be integrated for academic subjects
was the target student who attended a small reading group in the resource
room with children from a regular Grade 5 class. Although all members of
the class attended integrated sporting activities at their appropriate grade
levels, the regular teachers observed in charge of these sessions did not
appear to know how to ensure meaningful participation by the IM students.

The target child in this class, an 11-year-old with Down Syndrome, had
spent time in both regular and special classes since commencing school. In
the year prior to the study, he had been successfully placed in a regular Grade
4, with some support from a support teacher (leaming difficulties) in the area
of reading. After the first few wecks in Grade 5, however, he had been
returned to the IM class. The reasons given by the school (and confinned by
both the school counsellor and the child’s mother) were that: (2) the class
sizes were much bigger than in the previous year; (b) the teacher had high
academic expectations for the class and believed that the placement of a child
with Down Syndrome in that class was inappropriate; and (c) no special
funds were available to support his integration.

All school personnel, therefore, believed that the IM class was the best
solution under the present conditions and the child, himself, expressed
satisfaction with that class. He continued 10 attend a small reading group with
children from the regular class, taught by the support teacher (learning
difficulties) as his reading age (being close to his chronological age) placed
him well above the other students in the IM class.

The data on this student suggest, however, that the IM class was not
meeting either his academic or social needs very effectively. Although the
target student’s progress in academic areas was somewhat greater than in
other areas, this appeared to be limited by a high level of total class off-task
behaviour, accentuated by the teacher’s inability to manage scveral children
who displayed difficult (and, at times, even bizarre) behaviours. With the
exception of the support class teacher, all persons involved with this child’s
education recommended that he, therefore, be retumed to 8 mainstream class
as soon as possible. The school staff, however, believed that, in view of the
large class size, this would not be possible unless additional resources were
available to support that placement. Negotiations were underway with the
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Regional Integration Officer but the eligibility of the school for additional
support for this placement was not clear,

In Case 3, questions were also being raised concerning the most
appropriate class placement. Although this student appeared to be making
satisfactory progress and was well integrated in a number of social activities,
his teacher believed that he wcuald benefit from spending more time in a
regular class, prior to his progression to high school in 1989. Both the eacher
and principal recommended that this student be transferred to a regular class
on his enrolment in high school in the following year.

Case 34 is interesting, in that this student had moved to a support class
only at the beginning of the year and had been included in the Stage 1 Study
as a mainstreamed student. The transfer had been arranged because (a) the
student had not been coping with an (unmodified) third grade curriculum, (b)
the teacher did not have the skills to provide an appropriate curriculum for
the student, and (c) no in-class support was available from either within the
school or from the Region. Although some problems were ¢vident in his
present IM class because it included several children with behavioural
problems, the academic needs of this student did appear to be better catered
for in the IM class than in an (unsupported) mainstream placement. When
appropriate support is not provided to an inexperienced regular teacher, then
the modified curriculum and greater individualisation which can be provided
in a smaller support class appears 10 be more advantageous for a child with
intellectual disabilities.

Summary

Although four of the five students sampled from IM classes were generally
considered to be making sz isfactory progress in most areas, these data cast
some doubt on current 1 licy regarding IM classes. The inclusion of students
with behavioural problems in a class of 1518 students with a wide range of
academic needs, coupled with no additional support, creates a generally
stressful situation for students. Maximal effectiveness under these conditions
appears to be possible only through the provision of a very highly trained and
experienced teacher. For most teachers, even with special education training,
a higher level of support and a more rigid selection procedure (tc eliminate
students with severe behaviour problems) is necessary to ensure a more
educationally effective IM class. Furthermore, social integration of these
students can be enhanced when: (a) classes are located in their own
neighbourhood school; (b) the class and teacher are accepted fully by the
other school staff and students as an “integral” part of the school; and (c)
integrated activities are carefully planned and monitored to ensure maximum
participation by, and benefit to, the IM students.

The lack of appropriate academic support to students from IM classes
who are being partially or fully mainstreamed is a constraining factor in
returning an IM student to the regular class. The IM teacher, who already has
a very demanding role in meeting the diverse needs of the rest of the class, is
unlikely to be able to offer much direct support, herself, unless all of her
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students are being mainstreamed and, thus, additional resources may be
n .

While the teachers in this sample of IM classes tended to use structured
teaching strategies to much the same extent as those in the sample of 10
classes, there was a significant difference in their “classroom management”
scores (see Table 4). With one notable exception (Case 68), these «cachers
scored well below the 10 teachers in this arca. This difference does not
appear to reflect a difference in training as 80% of both groups had
qualifications in special education (usually at postgradvate level) but rather
the class population and ecology; the iarger size of the IM classes (15-18
compared with 6-9), the absence of teacher aide support and the presence of
children with behavioural problems in the IM classes who need specific

management strategies.
Results—Students with Moderate Intellectual Disabiiities

The number of support classes for students with moderate intellectual
disabilities (10) has expanded rapidly in NSW in recent years, so that there
are now a total of 57 classes across the state. Many of the children in these
classes have moved from special schools while, in some cases, whole classes,
or even schools, have been relocated to 10 classes in regular schools. A small
proportion of the childrer in these classes have been referred for placement
from the regular stream, while many others have been enrolled in an 10 class
from school commencement.

Teachers of 10 classes see these as having a dual role: (a) as an
“intermediate” position for some children who may ultimately be fully
mainstreamed; and, more commonly (b) as a better long-term altemnative for
many students who would otherwise have aitended a segregated special
school.

Ten students from 10 classes in both metropolitan and county regions
were included in the sample. Summary data for the group is presented in
Table 4.

The general success of these placements can be scen from the results
presented in Table 4.

In the first place, IO classes appear 1o be meeting the special academic
needs of most of their students, as demonstrated by a high mean Index of
Academic Progress. Only two of the ten children (Cases 29 and 72) were
failing to make satisfactory academic progress, while the progress of a third
child (Case 89) was somewhat more marginal. As a group, these children
were also making satisfactory progress in the social/emotional area, as
evidenced by a mean Social Index of 79.4%. Once again, how~ver, there was
a high degree of variability, with two children (Cases 67 w.u /2) making
somewhat less than satisfactory progress in this area, while the progress of
three more (Cases 2, 90 and 91) could be considered marginal. The third
index, measuring participation in integrated activities, also shows a high
degree of variability—with four students receiving scores of over 80 and two



Table 4. Summary Percentage Data on Students in Support Classes—I0O Units

Case No. Academic Social Integrated Index of Validation ORS Scores Resource
Integration  Integration  Activities Successful Index Structure Class Suppon
Index Index Placement Management

2 88 77 73 7¢ 100 78 76 65

291 68 80 82 77 100 50 89 75

65 93 92 88 91 90 NA NA NA

671 82 65 82 76 100 100 98 55

0 97 90 60 82 95 94 100 73

71 93 88 78 87 95 81 4 83

721.2 65 62 7 66 100 70 % 55

89 77 88 79 78 100 57 88 88

90 95 77 52 74 93 68 76 85

911 98 75 82 85 100 72 87 85
MEAN (»=10) 85.6 79.4 73.9 79.5 97.3 74.43 89.13 73.8
Iprevious enrolment: Special school ~
2 Anomalous placement Dl
3Excluding Casc 65
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only 60 or below. On average, however, these children appear to be
participating in integrated activities to much the same extent as children in
IM classes (Table 3) and somewhat more often than children in P classes (sce
Table 2).

The most striking feature of the data in Table 4 is that, despite the
variations in the amount of academic and social progress evident for these
students in 10O classes and their varying amounts of participation in integrated
activities, all students received a Validation Index of over 90%, indicating
that, without exception, those associated with each of these children believed
that their placement in an IO class was appropriate and should continue.

Academic progress

The very satisfactory academic progress of most of these students appears
likely to reflect three factors: (a) The provision of an appropriate academic
program in all classes; (b) a (generally) high allocation of time to basic
academic subjects; and (c) the use of highly structured teaching strategies by
most teachers.

Very few of these students were integrated for academic subjects as, in
general, they were performing two to three grade levels (or more) below their
same age peers and no support (except that which the 10 teacher could
provide) was available to assist with their integration in these areas. Only in
one class (Case 67) were there regular opportunities for academic integration
provided for 10 class members. It is wonth noting, however, that this was a
junior IO class, so the children were being integrated into infants classes.
Moreover, the target child (who was one of the lowest functioning, in
academic terms) was nor able to panticipate in such activities.

Social progress

The degree of social acceptance/progress of these students appears to be
related, to some extent, to their previous class placement. Four of the ten
students had been transferred relatively recently from special schools (in
three cases because of a general transfer of the whole class) and of those,
three were making somewhat less than satisfactory progress in the
social/emotional domain. This situation may possibly reflect two factors: (a)
the relative recency of their transfer from a special school where more
deviation in social behaviour is generally tolerated; and/or (b) a greater
degree of intellectual disability in those children who are initially enrolled in
special schools, as opposed to those who are enrolled directly into a support
class at kindergarten level. Although no psychometric data are available, case
study data on three of these four children indicate a relatively low functional
level, suggesting that their intellectual disability probably placed them
towards the lower end of the moderate range.

Although few of the IO children had contact with school friends out of
school hours, most were obscrved 10 interact appropriately with other
children in the playground. Most often, they would choose to play with their
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friends from their own class, hut a (smaller) number of appropriate
interactions were also observed with children from regular classes and very
few instances of teasing or outright rejection were reported. In one case
(Case 29), because of the physical smallness and immaturity of the target
child, there tended to be an element of “mothering” from children who
clearly underestimated the target child’s age. In one other case (Case 72), the
target child was observed to act aggressively towards some of the regular
children and this behaviour did tend to lead to rejection by her regular peers.
Programs to encourage appropriate behaviour, both for regular and unit
children, need to be established to enhance appropriate social interaction.

One problem commented on by a number of the IO class teachers was
that their students were frequently “lost” and bored in the totally unstructured
playground situation. The provision of various pieces of equipment (skipping
ropes, hoops, balls) generally assisted in the encouragement of appropriate
playground behaviour. Very ofien, however, such items were not allocated as
a matter of course to all students, so the 10 teacher would have to provide
such things directly for her students,

infegrated octivilies

While all students participated, to some degree, in integrated social activities,
only two of the students (Cases 65 and 89) participated in integrated
academic activities on a regular basis. In most othe: case studies, this lack of
integration was generally considered appropriate in view of the difficulties of
providing an appropriate academic program for 10 students within the
regular class. In three cases (Cases 70, 71 and 90), however, it appeared that
the students could have benefited academicelly from some participation in
integrated classes, as their academic progress was reasonably high. In some
schools, integrated activities did not go beyond playground interaction and
participation in whole school excursions and assemblies, while in others a
variety of integrated activitics were carefully planned and implemented.
These included integration with another (age-appropriate) class on a regular
weekly basis for classes such as sport, craft and music, and on a daily basis
for activities such as fitness. In some classes, successful programs of reverse
integration were also being implemented. For example, in one class (Casc
67). two children from the IO class who spent several periods each day in
two regular classes were replaced by a child from their host class who could
benefit from some time in the IO class. In two other schools (Cases 72 and
89), nider children came into the IO classroom on a regular basis to act as
peer tutors while in one of these schools (Case 89), a “buddy” system was
also proving very effective in increasing playground interaction. There is
evidence from relevant questionnaire data that suppornt class teachers with
good credibility within the regular school are able to achicve a greater degree
of both academic integration and reverse integration between support class
and regular school.
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Resource support

Overall, most of the IO classes appeared 1o be reasonably well provided with
resource supponinmefotmofpemomel.asmosthadaccesstomaideon.
at least, a half-time basis. This resource allocation, however, is based on class
type, rather than need. While some classes were more than adequately served
by a half-time aide, for others there appeared to be a need for more aide time.
This was particularly true for classes such as those represented by Cases 67
and 72 whose students came from very disadvantaged social backgrounds
with a higher proportion of non-English speaking families. Such students
tend to require very much more input in the area of both language and social
skills training than students from a higher socioeconomic background.
Moreover, acaden.ic skills (such as number and reading) are rarely reinforced
at home so that progress in both academic and social areas tends fo be
slower. Classes with a high proportion of such children would clearly benefit
from greater aide time to enable more intensive 1:1 teaching for these
students.

In terms of physical resources, many IO teachers stated that both initial
establishment funds and ongoing resource allocations were far too low fo
establish and maintain a well- equipped 10 class. Consequently, most 10
classes could not compare with classes within a special school in terms of
access 10 equipment and materials. For example, very few classcs had a
“wet” area or access t0 kitchen facilities for cooking lessons and, in many
cases, teachers had supplemented their meagre allocation of play or leisure
equipment with toys and games discarded by their own children.

Summary

The data from these ten case studies suggest that an 10 placement can be
both appropriate and successful for a wide range of students who would
otherwise have had little opportunity for mixing with “regular” students at
school. The amount of integration experienced by the student does tend to
vary from class to class, and appears to be associated not only with degree of
disability but also with the degree of credibility within the regular school
achieved by the support class teacher. While improvement in the quantity
and quality of integrated activitics should be a “whole-school” goal, it docs
appear that an IO placement is scen overwhelmingly within this sample as an
effective altemative for a special school option.

Conclusions

In the case of children for whom the necessary range of resources is not
available or who possess characteristics which make them unlikely to
succeed in the mainstream (Center et al., 1989) the support classes provide an
obvious altemnative to special schools. However, a number of issucs have
been identified in relation to the three types of classes studied.

10 classes which usually combine small class size with optimal resources
in the form of specialised teachers, an aide and a well structured curriculum,
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appear to be successful. Given the same intensity of resources, however,
some children from these classes could equally succeed in the mainstream.
This issue is brought into focus by successful placements of such children in
isolated schools.

IM classes secemed to be the least effective of the support classes studied
since they often appear to combine a much larger class size with non-
specialist teachers, no aides and excessive numbers of disruptive children,
There are grounds, therefore, for reconsidering the roles and functions of IM
classes, perhaps in the direction of making these resource rooms with a high
level of pupil tumover and/or making use of the support class teacher as a
support teacher to the school. In cases where a highly competent tcacher was
in charge, howecver, thcy seemed to posscss some advantages over
mainstream class placement with no support for children needing continual
curriculum modification.

There are some important organisational issues also associated with the P
class. More opportunities should be engineered for academic integration
within the mainstrzam for selected physically disabled children. A fully
mainstreamed child with a severe handicap in a country area illustrates the
feasibility of such placements. (Center et al., 1989) Opportunities should also
be provided for reciprocal visits with children in regular classes. In this
regard, the support teacher can play an important role by working with
regular class teachers to support both physically disabled and regular children
with difficultics within the mainstream.

Another issue which the research tcam considered important was the
blurring of roles among support units. Children in each type of unit may be in
need of physical therapy as well as optimal educational strategics and should
have access on the basis of need, rather than on disability classification.

The factors that appear to contribute most to effcctive support class
operation may be grouped under several headings:

1. Closs factors

» Physical location: The class should not be isolated, but be adjacent to
similar age peers.

« Label: The name of the class should be similar to that of other classes
(not “special” in any way).

» Curriculum: This should be individual, age-appropriate and broad
including academic skills and social skills for sclected children from low
socio-economic areas.

» Programming: Sufficient time should be allocated to basic skills which
should be appropriate to age/level of students.

2 Teacherfoctors

« Teachers should have an appropriate qualification in special education.
« They should have experience in both regular and special education.
« They should have high credibility with other staf.
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« They must have a high degree of involvement in (regular) school
activities.

3 School foctors

« The principal should provide positive support, and display positive
attitudes towards the class, as well as having an understanding of special
resource needs. He/she should also be flexible and uphold the authority
of the executive teacher.

» Other staff should have positive attitudes towards disability. They should
provide “moral” support and acceptance of both teacher and students, as
well as being prepared to be flexible.

» Resources need to be adequate, appropriate and flexible.

 Support classes should not be placed in schools where numbers are
declining but should be welcomed by both principal and staff as part of
normalisation policy.

4. Integraled aclivilies

Provision of opportunities for meaningful integration for support class
students appear to be most successful when:

« they are well planned, with ample consultation with regular teachers;

« goals are clearly delineated and understood (whether social or academic),

« adequate support is available;

e they are age-appropriate and relevant to students involved;

» they take account of students’ specific strengths/weaknesses and
likes/dislikes; and

« they are continually monitored and evaluated.
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Appendix
Academic index

NN AW

(Total Score = 30)

Child’s academic progress (teacher rating)
Child’s academic progress (parent rating)
Measured progress over time—Maths
Measured progress over time —Reading
Appropriateness of curriculum

Time spent on academic subjects

Pupil time-on-task

Social Index

WA NR DN~

(Total Score = 30)

Child’s social/emotional progress (teacher rating)
Child's social/emotional progress (parent rating)
Peer acceptance (sociogram/observer rating)
Peer acceptance (teacher rating)

Social progress during year (teacher rating)

Class behaviour (teacher rating)

Class behaviour (observer rating)

Playground interaction (observer rating)

Contact with class friends outside school

Integrated Activities

[
.

DO NAN RN

(Total Score = 30)

Degree of class integration (location of class/
label of class)

Whole class participation in school activitics
Access to all school arcas (individual)
Amount of academic integration (individual)
Amount of social integration (individual)

Appropriateness of academic integration (obscrver rating)
Appropriateness of social integration (observer rating)
Participation in general school activities (individual)

Contact with regular peers out of school

0. Degree of support teacher participation in

wider school activitics

fri.
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Maximum Score
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Maximum Score
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CHAPIER 5

Support for Integration: Questioning the
Efficacy of the Resource/Remedial Model
of Service Delivery to Academically
Handicapped Children

BARRY A. FIELDS
University College of Southem Queensiand

While the resource/remedial teachcr model of service delivery is
widely used, the nature and quality of instruction cmployed by these tcachers
has not been the subject of much investigation. What little rescarch there is
on this topic suggests there are some questions about the appropriateness and
efficacy of the model. The study reported here looks in detail at how primary
resource/remedial teachers organize and present reading instruction. The
results raisc a number of questions about the use of time and the gencral
approach to reading instruction of a sample of Australian resource/remedial
teachers.

The resource/remedial teacher model of instruction has been the
dominant approach to special education service delivery for underachicving
and lcaming disabled children in regular classrooms for over a decade. It is,
quitz rightly, regarded as the most critical support mechanism for integrated
children with a mild academic handicap and their regular class teachers.
Indeed, the availability of resource/remedial teacher support services is often
a key factor in the decision whether or not to integrate a child into a
mainstream class.

Current Themes in Integration edited by Adrian F, Ashman
©1991 Fred and Eleanor Schonell Special Education Research Centre
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While there have been calls for change over the years, for example, the
use of the resource/remedial teacher in the regular classroom (Bauwens,
Hourcade, & Friend, 1989; Golby & Gulliver, 1979; Jenkinson, 1989), and
the emphasis currently being given 10 consultation rather than direct teaching
support (Polsgrove & McNeil, 1989, West & 1dol, 1987), the “pull out” or
“withdrawal” mode of remedial instruction remains the primary
organisational arrangement in most schools where resource/remedial teachers
are employed. In this model, academically handicapped children arc
withdrawn from their regular class for periods of intensive instruction usually
in the areas of reading and/or mathematics and most often in small groups.

The rationale underlying remedial programs of this type is that the
resource or remedial teacher can provide what the regular class teacher
cannot, principally, more individual attention, and instructional methods and
resources which are not normally used by, or available to, teachers in general
education. Indeed, regular class teachers who have children with a disability
in their class expect and rely heavily on resource/remedial teachers to
provide individualized and intensely structured support instruction (Meyers,
Gelzheiser, Yelich, & Gallagher, 1990)

While the efficacy of remedial services has some support in the literature
(sce Wiederholt, Hammill, & Brown, 1983 for a review) there arc many
documented shortcomings which cast serious doubt on the capability of the
resource/remedial model as it presently exists. The problems cited include
the failure of classroom teachers to share responsibility for the target child
(Ammer, 1984), discontinuity between the learning and instruction that take
place in the regular classroom and the resource/remedial room (Kaestle &
Smith, 1982; Johnston, Allington, & Afferbach, 1985), inadequatc
communication between classroom and pull out teachers (Ammer, 1984;
Johnston ct al., 1985), social stigma associated with pull-out programs
(Conroy, 1988), and reduced time on task (Allington, Stuetzel, Shake, &
Lamarche, 1986; Ysseldyke, Thurlow, Mccklenburg, & Graden, 1984). The
limited academic progress made by children in pull-out programs has been
reported in a number of studies (Epps & Tindall, 1987; 1dol-Maestas, 1983;
Leinhardt, Bickel, & Paltay, 1982; Polloway, 1984). Indeced, some
researchers have found that the more time pupils spent in pull-out programs,
the less they leam (Coulson ¢t al., 1977; Glass & Smith, 1977).

While remedial programs are generally designed to increase the amount
of instructional time in specific curriculum areas (e.g., reading), studics of
pull-out programs have shown that rarcly is total instructional time increased
(Vanecko, Ames, & Archambault, 1980; Kimbrough & Hill, 1981). Parnt of
the problem scems to lic in the loss of instructional time¢ due to transitions
between the regular and pull-out settings.

Alternatives to pull-out programs have faired little better in revicws. The
much touted “in-class” model of remedial instruction has not been found to
guaranice remedial-regular program co-ordination (Lee & Rowan, 1980).
There is some evidence, in fact, that in-class remedial services arc
structurally identical to pull-out programs (Slavin & Madden, 1989).
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Despite the accumulation of evidence questioning the efficacy of pull-out
remedial services, however, the model continues 10 receive strong support as
the major direct service model for children with a l2aming difficulty in
mainstream education. What is perhaps even more interesting (or disturbing)
is that regardless of the widespread use of pull-out programs very little is
known about the nature of the instruction delivered in resource/remedial
rooms. Having the service available seems to be evidence enough in the
minds of some educators, that integration initiatives are receiving the back-
up and support they require.

Much of the faith in remedial services that exists in Australia and
elsewhere stems from the belief that resource teachers have acquired
curriculum and instructional knowledge and skills aptly suited to the needs of
children with leamning problems (Smith & Richmond, 1988). In Australia,
because most resource teachers have been regular primary or secondary
teachers, and typically have been selected for their suitability for training as
special educators, the belief is that they are highly knowledgeable and
competent professionals who exhibit an exemplary repertoire of instructional
and managerial skills. The extent to which resource teachers in Australia
have these qualities has ncver seriously been the subject of investigation
(Haynes & Jenkins, 1986).

Haynes and Yenkins' (1986) study of instruction in 28 resource rooms
provides some insight into the question of resource teacher instructional
expertise. The findings are disconcerting to say the least. Students were
found to engage in reading activities at a level far less than one would have
expected for a remedial program. Noninstructional time was high, there were
inordinately large amounts of seatwork, and reading activities and methods
varied little from what was employed in _ie children’s regular classrooms.

In a study of Australian teachers Ficlds (1990) compared the responscs of
remedial and regular class teachers to the assessment and instructional needs
of three handicapped children. Casc descriptions were presented to the
tcachers in the form of short vignettes. While the remedial teachers tended to

fifferentiate instruction based on the perceived needs of the three children
more so than the regular class teachers, the general approach to instruction by
both grou;:~ of teachers was the same—a reliance on Whole Language
teachin» :..> lemented with phonics and vocabulary instruction, and to a
lesses exten instruction in comprehension skills. Remedial teachers showed
much more knowledge of both formal (commercially available test
instruments) and informal assessment proccedures but these latter procedures
were largely skills-based and not compatible with the Whole Language
approach to teaching. Despite indicating a reliance on the Whole Langnage
approach to instruction, none of the rcmedial tcachers identified an
assessment device or procedure which could be used diagnostically (for
program planning purposes)or for the evaluation of learning (and
instruction).

The picture of remedial instruction conveyed by the findings of the above
studies is not one of quality inc*ruction. At best, the remedial teachers studied
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provided similar instruction to that employed by their regular class
colleagues.

While the available evidence on resource/remedial teacher instructional
practices is not encouraging, the paucity of even basic descriptive
information on how resource teachers go about their work (Haynes &
Jenkins, 1986) suggests that it would be premature to dismiss the
contribution of these special educators to the work of regular education
teachers and to the education of children with leaming problems.

The investigation reported here was an attempt o provide a greater
insight into and understanding of remedial teaching in pull-out programs.
The particular focus of the investigation was on the activity and academic
task structures of remedial reading lessons and what this analysis can tell us
about the quality of reading instruction for children with leaming problems.

Methodology

Subjects

Participants in the study were 28 state employed primary school resource
teachers. Nineteen taught in urban schools and the remainder were in rural
centres throughout Queensland. The teachers worked predominantly with
low-performing children and those with a learning disability in non-
categorical withdrawal situations. Seven teachers reported some use of
remedial teaching directly in the regular classroom. The 28 resource tcachers
had all completed or were near completing graduate studies in special
education.

Procedure

All 28 teachers were observed teaching small group remedial reading Classes
on three separate occasions. Each lesson involved a different group of
children. Obscrvations were made by experienced teachers complcting a
course in research on teaching at the University College of Southem
Qucensland.

Observers rccorded detailed notes on teacher and pupil behaviour
focussing in particular on task and activity description. These notes were then
used 1o construct a narrative record of the lesson. The 84 narrative records
were subscquently uscd as the basis for analysing task and activity structures.

Lesson Activitics. Using Doyle’s definition, an activity was broadly
defined as “... a segment of time in which participants are arranged in a
specific fashion and communication follows an identifiable pattern” (Doyle,
1990, p. 350). Doyle provides detailed information about the nature of lesson
activities indicating that they can be defined in terms of their duration, the
physical milieu and resources used, the responses expected of the children,
and the content or subject matter which is the focus of the lesson.

This view of icsson activities is not incompatible with the view taken by
Haynes and Jenkins (1986) in their observational study of resource teachers,
and, as such, was used in this investigation. In the study by Haynes and
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Jenkins (1986) rcading activitics were classified as direct or indirect. Direct
reading activities included all situations where the students were orally or
silently reading print (letters, words, sentences and paragraphs), while
indirect reading activities were reading-related activities that did not involve
reading print (¢.g., discussing a story, writing answers to questions about a
story, listening to a phonics lesson).

Most classroom reading activitics can be easily classified as either direct
or indirect. For example, a segment of oral reading tums would be
categorised as a direct reading activity. It would have a defincd duration, it
would take place in the classroom, usually in a small group, with
grade/abili.y and interest appropriate reading material (most often readers)
provided by the teacher. The chi'dren would be expected to read fluently and
1o cooperate with the teacher in the process of correcting errors in reading
when they occurred,

Lesson Tasks. Doyle’s (1983) work on academic tasks guided the
identification and analysis of tasks in this study. Tasks are similar to
activities but focus more on the cognitive processes students need to use to
successfully complete their assigned work. According to Doyle and Carter
(1984) tasks have three elcments: (a) a goal or product {¢.g., fluent oral
reading of a story or passage from a story, completion of written answers 10 a
series of comprehension questions); (b) a sct of operations 1o produce the
product (e.g., recalling factual information from a passage, writing a
summary of a story); and (c) resources of “givens” (c.g, dircctions to
complcte an assignment, a model of the “finished” product (such as the
teacher modelling the reading of a story and types of rcading material).

Doyle (1983) also distinguished four types of academic tasks based on
the cognitive operations required to complete them. These tasks were;
(a) memory tasks involving the recall, rccognition, or rcproduction of
information previously encountered; (b) procedural or routine tasks
requiring students to use a formula or predictable scquence of steps to
generate an answer; () comprehension or understanding tasks necessitating
such processcs as relating new information to similar, previously encountered
information, applying procedures 10 new problems, or choosing from scveral
procedurcs onc or more which would be applicable to the solution of a
particular problem, and drawing inferences based on previously encountered
information; and (d) opinion tasks requiring a student to state a preference.

The following procedure was applied to each narrative record. First,
activitics were marked (beginning and ending) and designated as direct or
indirect; second, the approximate duration of cach activity was calculated;
third, the sctting in which the activity took place was described, with
attention to where in the classroom the tcacher and students were, how many
students were involved, types of materials uscd and aids employed; fourth,
the subject matter of the activity was determincd using the State Language
Arts Curriculum Guide as a basis for designating the subject topic; and, fifth,
the most frequently occurring lesson activities were further analysed for
information about their task structures. The goal or product of cach task was
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determined as were the operations required to produce the product.
Information about the resources associated with the task not already
determined through activity analysis was gathered.

Each of the narrative records was analysed by two researchers. Using
previously compiled narrative records for training, 92% agreement on lesson
activities was achieved after eight hours of training. Eighty-five percent
agreement on task structures was achieved after a further 5 hours of training.

Results and Discussion
Sfudent and lesson characteristics

The 84 lessons observed spanned all primary school grades. With the
exception of two composite remedial groups consisting of children from
Grades 2 and 3, and Grades 3 and 4, all other remedial groups were formed
from children in single grade classes. Seven Grade 1, 20 Grade 2, 28 Grade
3, eight Grade 4, nine Grade 5, six Grade 6, and four Grade 7 remedial
classes were represented in the study. The mean group size for remedial
classes in the study was 3.95. Class size ranged from one 10 12 and mean
duration of remedial iessons was 32.6 minutes, with a range from 20 to 60
minutes.

Non-reading instruction activities

Three non-reading instruction categories were uscd in the study—writing,
academic other and management. From an average lesson of 32.6 minutes in
duration, most students spent 4 minutes waiting for instruction to begin or to
recommence after an interruption or a change in activity. Academic activities
other than reading accounted for nearly 3 minutes in the average lesson. Most
of the non-reading (academic other) activities were language rclated and
included writing summaries or stories, spelling drills, library rescarch skills,
and discussion of information aimed at arousing children’s interest in the
topic of the Iesson and/or inputting information to develop children’s prior
knowledge rclcvant to the subject matter of the material to be used in the
lesson. It should be noted that in the context of Whole Language reading
instruction these activities would be rcgarded as an integral part of the
leaming to read process and could arguably be counted as rcading tasks.
Management occupicd 5.3 minutes of the average lesson with most of this
related to setting up and changing activities (collecting materials, moving to
a specified part of the classroom, giving directions, and getting students
started on their activitics). Very little behaviour management (disciplinc) was
observed in the 84 lessons. In all, non reading activitics accounted for 12
minutes of the average lesson or 37.5% of class time.

Reoding instruction

Direct reading activities accounted for 8.8 minutes (26.9%) of the average
lesson. This compares with 25% reported by Haynes and Jenkins (1986). It
must be remembered, however, that Haynes and Jenkins uscd the student as
the focus of observation and the 25% reported in their study was a measure
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of actual engagement in direct reading. In tb’s study activities were the focus
of observation and analysis, and while 8.8 minutes of the average lesson was
assigned to direct reading, student engagement in this activity would
typically be less then the allocated time observed, even in classrooms where
children were generally attentive and cooperative.

Oral reading was the dominant direct reading activity consuming 5.2
minutes of the average lesson. Indeed, oral reading (generally in the form of
reading tumns around the group) was the most frequently employed activity
across both direct and indirect reading tasks, Silent reading accounted for just
2 minutes of the average allocated time for the lesson.

Indirect reading activities took 11.73 minutes of the average remedial
lesson. Five minutes were spent in talking about reading material (words,
sentences, or paragraphs) Approximately four minutes (13.2%) was devoted
to reading related activities such as vocabulary building, sentence completion
exercises, and writing answers 10 comprehension questions. Just 1.7 minutes
(5.3%) of the average lesson involved student’s listening to reading (mostly
by the teacher). Had the student been the unit of analysis this figure would
undoubtedly have been higher as students other than those reading in oral
reading turns would, potentially, have been coded as listening.

The present study found a greater use of indirect reading activitics,
particularly talking about reading material, then was reported in the study by
Haynes and Jenkins (1986). In that study, indirect reading accounted for 19%
of student engaged time. This would appear to be a factor related to the
general orientation of the teachers in the study reported here to Whole
Language instruction where group discussion about what was read (or about
to be read) is a key feature of this approach to reading instruction. In
addition, the Haynes and Jenkins (1986) study included resource teachers
who employed commercial Direct Instruction programs where direct, not
indirect reading dominates reading instruction.

Reading activifies

The mean number of reading activities per lesson was 3.8 with a range of one
to nine. The major distinguishing features of reading activities in the study
were context and the type of pupil and teacher behaviour dictated by the
activity. The duration of activities varicd considcrably even within the same
type of activity. In virtually all cases the activity took place (sesting) in the
resource room around the children's desks or in front of the blackboard, in a
withdrawal yoom off the regular classroom, or (less commonly) in a comer of
the regular classroom. Props or material used in the activities included
rcaders, flashcards and worksheets, commercial and teacher-made games,
blackboard assignments, and the use of large sheets of paper spread over an
casel or portable blackboard. Audio-visual equipment such as tape recorders,
videos, language masters, were infrequently used. In only one lesson was a
microcomputer used and then just for one student.

Activities related to oral and silent reading, word rccognition skills
(including phonics and sight vocabulary), comprehension skills and listening,
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made up 87.3% of all lesson activities focussed on reading. Sight vocabulary
exercises accounted for 70 (22.2%) of the lesson activities. These exercises
wrre presented primarily as either flashcard tasks or as written assignments
involving word completion and word recognition. Phonics activities were
common, being evident in 56 (17.8%) of the lesson activities of the resource
teachers.

An interesting feature of the remedial teaching observed in the study was
the frequent use of games as the medium of instruction in vocabulary and

cs. Of the 126 vocabulary and phonics activities observed across the 84
lessons 43 (34.1%) were presented as games using commercial or teacher
made material.

Comprehension and comprehension related activities accounted for 62
(19.7%) of all activities. Comprehension tasks involving writing answers to
questions based on a passage featured minimally in the lessons of the 28
resource tcachers. Oral comprehension (where questions were presentcd and
answered orally) was the dominant comprehension activity,

In this study comprehension skills were often taught and . sted in the
context of group discussion and group problem solving typical of the
reciprocal teaching strategy and strategies employed in Whole Language
reading instruction. Group discussion focussed predominantly on selections
of children’s literature (mostly fiction) and invariably involved a sequence of
steps including a discussion of related background information to the story,
and prediction of what the story might be about. This was typically followed
by the children and the teacher taking tums at reading scgments of the story.
The meaning of the text would be the focus of attention next as would the
author’s craft and strategics for reading for meaning and overcoming blocks
1o understanding, the conventions of tanguage (such as phonics, grammar,
punctuation, spelling) would be introduced, reviewed, or reinforced at this
time, in context and as the opportunity arose in the material being read. The
students would at sometime be asked 1o make an active response 10 what was
read through producing written summaries or differcnt versions of the story,
constructing a story map, producing a retrieval chart, performing a play
based on the story, etc. The responses of the children, including their
reactions 1o and feelings about events in the story, characters, Cic., would be
clicited throughout and sharcd with class mates and the teacher.

It was clear that many teachers were developing their lessons around this
or a similar scquence of steps, although the results were never quite as
orderly or as complete as just depicied. Adjustments 10 the sequence were
made because of time constraints and not uncommonly because of little or
waning student interest. Indeed, there were no instances where all of the steps
indicated above were covered in one lesson. References to earlier and later
lessons suggest that there was little if any follow-up on the stories introduced
in any given lesson. It would appear from the 84 lcssons observed that most
attention was given to predicting, reading, word attack, and secking meaning
from the text. Creative responses to the text were not evident to any - reat
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extent, and little time was spent on sharing either oral or written responses to
the text.

Academic fask structure of reading aclivities

Three broad reading activities accounted for 70% of all direct and indirect
reading activities in the lessons of the 28 teachers. These were oral reading
tums, talking about what had been read (indirect oral), and written activities
associated with vocabulary development, factual and inferential
comprehension. These three activities were further analysed for the nature of
their academic task structure. The particular focus of the analysis was on task
products, operations and resources.

While oral reading serves many purposes, the product expected of
children in most primary grades is fluent, responsive reading. To achieve this
the student would need to have acquired and be able to use (operations) a
grade level appropriate sight vocabulary and a variety of grade level
appropriate word attack skills. In addition, knowledge and skill in comect
pronunciation and enunciation, and the awareness of when and how to vary
tone, pitch, and volume is critical. Finally, an appropriate if not creative
interpretation of the passage is expected, along with the avoidance of
distracting mannerisms. The resources used in most oral reading activities
were high interest readers matched in readability level to the children’s
reading ability.

While oral reading was, in most lessons where it occurred, introduced in
the broad context of reading age appropriate, high intercst children’s
literature (and therefore developing an appreciation of oral language and
literature) the primary focus of teacher reactions to children’s reading during
and following oral reading turns was evaluative. It appearcd that children
engaged in regular oral reading activities and these were used by the teachers
as a source of information about the child’s progress in reading. Problems
encountered were the basis for teaching, or in most cases, the re-teaching of
skills and strategies for word attack and comprehension.

While a detailed analysis of teacher-pupil interaction is not possible
through narrative records, the information provided on how teachers
responded to reading breakdowns is informative. The most common strategy
was to have the child continue to read 1o the end of the sentence then to go
back to the word or part of the sentence which caused difficulty and, using
the whole context of the sentence and story, to guess what the word might be
and/or might mean. When this approach did not work, other children were
asked to suggest what it might be.

The opportunity existed for children to engage in problem solving/
strategy deployment processes during oral reading activities but there was
litle evidence of this occurring in the narrative record data, Much of the
cognitive activity employed by the children during oral reading involved
activating already acquired skills and prior knowledge.

The written exercises in the lessons of the resource teachers observed
involved a variety of activities, but the dominant activity entailed games
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where words were constructed €.g., using an initial digraph such as “wh” or
“th” or where words were selected from a list of possible correct altermatives,
or identified as in a cloze exercise. In virtually all instances the product
expected from these exercises was correct word recognition. In many
instances of this activity the students were not required to say the word
constructed or identified.

The resources available 1o the students were the game materials (¢.g.,
board games, card games, phonics wheels). The operation involved appeared
to be little more than the activation of existing sight vocabulary knowledge
and the use of acquired word recognition skills. These activities were often
completed in pairs or small groups while the teacher was concentrating his or
her attention on one other student, frequently listening to a child read aloud.
There was often minimal teacher feedback on the children’s written activitics
and while many were “self-correcting” the feedback provided here was little
more than knowledge of the correctness of a response, how many “points”
were accumulated, or who was the winner of the game.

Activities involving talking about what had been read provided
considerable opportunity for teachers to emphasize many important reading
and comprehension skills. While these activities were dominated by the
teacher questioning pupil responding instructional format (recitation) they
did often allow for a comprehensive coverage of the texts read.

The products of this activity were varied. Generally, children had to
demonstrate a recall of story sequence and details, an appreciation of the
motives and feelings of the central characters, and an understanding of new
and unfamiliar text vocabulary and concepts.

The operations involved were as varied as the products called for.
Considerable time was devoted to eliciting children’s recall (prior
knowledge). Students were periodically asked to draw inferences from the
information in the passages read but most attention was given to information
about the central characters in the story (most reading material was narmrative
rather than expository), personal reactions to events in the story, and the
interest stimulated by the story. Clarification of unknown words, difficult
concepts, and misunderstandings received only minor attention and in
general these interactions were initiated by the teacher rather than the
students. At this point students were prompted to use various word
recognition strategies considered to already be in the children’s repertoire of
problem solving strategies. Other problems were solved by calling upon
volunteers from the group (“Who knows the answer?” “Who can help?”) or
being provided with the solution by the teacher.

In this type of activity the resources employed were the stimulus reading
materials, books, excerpts from books and teacher handouts (photocopied
stories). In only a few instances did the teacher use the blackboard to
summarise responses, or to organise thoughts around such things as the
theme of the passage, actions or motives of the characters or plot.
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Summary and Conclusion

The study reported here aimed to expand the meagre knowledge base on how
resource/remedial teachers teach in pullout remedial settings. The
investigation focussed on reading instruction, and in particular, on lesson
activity and academic task structures using a conceptual framework
developed by Doyle (1983).

Many of the findings of the study were in line with similarly focussed
investigations conducted earlier by Fields (1990) and Haynes and Jenkins
(1986) and are supportive of a growing concem about the efficacy of
withdrawal models of remedial instruction and their utility as a support
mechanism for integration. Of particular concern in this study was the
following:

1. Limited allocated time for remedial instruction, typically about 30
minutes per lesson, and for most children (based on available information)
about 2-3 lessons per week.

2. Large amount of non-instructional time in remedial lessons
(transition and wait time and time needed for management). About a third of
available lesson time is consumed by these on non instructional activities and
periods.

3, Comparatively little time devoted to direct reading activitics
compared to indirect reading activities. Direct reading activities have been
shown to have a far stronger relationship to reading achievement than
indirect activities.

4. Orientation to Whole Language instruction but with an apparent
incapacity due to the limited time remedial teachers have to work with the
children, to implement the approach fully and, therefore, 10 maximize pupil
opportunity to leam via the strategy.

5. Emphasis on games as a major mechanism for teaching reading
skills. Game formats, while admittedly attractive to children, often fail 1o
give the level of practice opportunities low performing children need and
typically cannot provide the individual and detailed feedback required by
poor leamers.

For most mainstreamed handicapped children and their regular class
teachers effective integration can only be achieved if instructional support
mechanisms exist to provide children with the unique or additional services
they require to help them achieve to their capacity. The resource/remedial
model of service delivery is the major direct teaching supporn mechanism for
mildly academically handicapped children in Australian schools. As in the
United States the withdrawal approach to remedial services in Australia
appears to have serious limitations and its efficacy must be in question.

There is enough evidence now for Australian authorities to reconsider the
emphasis placed on withdrawal services and to begin to explore how
resource/remedial teachers might be better used in the schools.
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CHAPIER 6

Cognitive Strategies for Use in Classes
Containing Students with Diverse Abilities
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During the 1970s and carly 1980s a number of Australian investigators
were working on the development of instructional methods and procedures
based upon Strategic and metastrategic training. Like their colleagucs
overseas, much of the experimentation was laboratory -hased. In other words,
students were withdrawn from their regular classrooms and they worked onc-
to-one, or in small groups, with a teacher or researcher who taught them how
to use memory and information processing strategies to achicve success on
novel experimental task. Many of these early cognitive education efforts
were received with considerable scepticism by teachers. Researchers
appeared loathe to involve the classroom teacher in the research (having the
potential of confounding their experimental results) and seemed reluctant or
unable to translate their instructional techniques into practices which teachers
could use in the classroom.

At about the same time in Australia, as in most other North American
and European countrics, teachers in regular classes began confronting the
challenge of an increasing number of students with leamning and inteliectual
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disabilities in their classes. With this broadening of the range of student
abilities and skills came a demand for teaching procedures which were
suitable for all students with diverse abilities rather than simply those who
had traditionally been accommodated in “regular” classes. In attempting to
cope with integration (or mainstreaming), teachers and researchers became
more aware of the need to focus upon how students leam and problem solve
rather than simply providing them with opportunities for leaming and
problem solving.

These two parallel events gradually converged as rescarchers and
teachers recognized the importance of making students awareness of how
they learned and solved problems (called metacognition) and of the need to
translate information processing techniques and strategies into procedures
which could be applied in mainstream classroom. Teaching strategies such as
Reciprocal Teaching and reading programs such as “Leaming to Leam to
Read” (LTLTR) were soon in general use in many classrooms. One of the
attractions of these cognitive approaches was their apparent applicability
across ability groups. In other words, procedures which worked for average
and above average students seemed to work equally well for students with
below average abilities with some minor modifications. Regardless of the
apparent effectiveness of these innovations, the differences between students’
learning rates remain an impediment to the smooth operation of integrated
classrooms. One solution to the instruction problem has been to examine the
nature of intellectual abilities and to develop cognitive education programs
that emphasize the development of information processing skills.

Developing cognitive skills has not been a recent educational initiative.
By the mid to late 1800s cognition had become part of education practice
through the work of Itard, Seguin and Montessori. The fall in importance of
thinking processes during the days when behaviourism was popular was to
reverse when cognitive behaviour modification techniques were introduced
in the mid-1970s. Since then, information processing theory and practice has
had a significant influence on the development of educational technology
(Ashman & Conway, 1989).

Perhaps the most prominent conceptual foundation for research and
practice has been located in the areas of planning and metacognition
(concepts often referred to as superordinate cognitive processes). The link
between these concepts and academic skills has led to the development of
several instructional approaches to reading, mathematics and spelling (Brown
& Palincsar, 1982; Logan & Barber, 1985; Wong, 1986). They stand in
contrast to earlier studies in which the instruction focused only on
information processing, independent of curriculum content. These latter
approaches to instruction in mixed ability classrooms would be naive,
considering the problems that students with leaming difficulties have in
gencralizing newly-learned strategies to tasks outside the training context
(Vaughn & Bos, 1987).
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The recognition of the importance of integrating cognitive education
procedures into classroom curricula led 10 the development of Process-Based
Instruction (PBI). This model grew from the realization of three demands
relating to the education of students with diverse cognitive abilities and
academic skills in mainstream classes. First, there has been a need to develop
procedures that are relevant to the various instructional settings in which
students are taught. These range from resource room and special classrooms,
1o regular or mainstream classcs, to special programs generated specifically
for students of above average ability. Second, there has been a need to focus
on the deveiopment of students’ independent learning and problem solving
skills which generalize to activities and situations outside the classroom,
Third, there has been a need to establish on-going assessment procedures
during instruction that can assist students to monitor their strategic behaviour
and success in academic activities, regardless of their level of ability.

In this paper, we overview the PBI procedures and processes. In the first
section, we outline the foundations of the method. In the second, we describe
the procedure and techniques that apply to mixed ability classes. In the third
section, we will summarize very briefly some of the current developments in
PBI resecarch.

The Conceptuai Foundation of PBI

Problem solving is an integral part of our daily lives as it involves the
interrelationship of knowledge, planful behaviour, and the execution of
appropriate goal-oriented actions and the research dealing with the nature of
problem solving has extended across age and ability dimensions (e.g.,
Anderson, 1981; Fredericksen, 1984; Smith & Dutton, 1979; Spitz, Minsky,
& Bessellieu, 1985). Some of the problems we confront on & daily basis are
well-structured, that is, the problem itself contains all of the information
which is needed to solve it. Other problems demand the application of skills
to what have been called ill-structured tasks, that is, they rely primarily on
the importation and adaptation of strategies and information from extemal
sources or from long-term memory.

The study of problem solving has guided researchers who have focused
upon the training of problem solving behaviour and skills. For example,
those students who experience difficulty in transferring leaming 10 activities
outside the context of instruction, it may be necessary to increase the
structure within training by teaching explicit problem solving procedures that
involve planning and plan execution. Hence, the focus would be to
incorporate strategies and problem solving procedures with the task, thereby
changing its character from one which is ill-structured to one which is well-
siructured. Teaching students how to solve problems becomes easier if they
can perceive and understand how effective problem solving occurs. This
approach is consistent with the results of strategy training research which
also emphasized the use of memory aids, goal-oriented activity,
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metacognition and attribution retraining (see e.g., Groteluschen, Borkowski
& Hale, 1990).

The concept of planning is closely associated with the prohiri solving
process. The former term has a research heritage in several domains—
intellectual abilities (Berger, Guilford, & Christensen, 1957), information

theory (Alterman, 1988; Hayes-Roth & Hayes-Roth, 1979; Miller,
Galanter, & Pribram, 1960) and neuropsychology (Luria, 1973). Typically,
planning enables judgments to be made about the goal of the activity being
undertaken, its demands, the information necessary for the decisions to be
made, the ¢valuation of expedient means of achieving the goal, the enactment
of procedures to achieve success and the monitoring of performance through
all stages of problem solving.

Translating cognitive concepts (such as organizational strategies and
planning) into classroom practice requires consideration of leamer
characteristics (knowledge, organizational skills and ability, affective
variables) and the nature of instruction, including ecological, content and
teaching variables (Marsh, Price, & Smith, 1983). It requires consideration of
how students use information processing strategies for effective leaming and
problem solving, and it requircs consideration of the role of teachers in
promoting the acquisition of knowledge and interdependence in problem
solving and leaming.

Translating PBI into a Classroom Instruction Mode!

The PBI model provides instructional procedures and techniques that are
appropriate for teaching and learning in mixed ability classrooms. The
comerstone of PBI is the concept, plan. Plans are developed by teachers and
students for dealing with the current :curriculum content, although
satisfactory use of a plan alone will not necessarily lead to success in either
inforination processing or academic achieveraent. How students organize
*pformation into meaningful units and how competent they are in doing so is
% aportant. This means that a second emphasix on information processing
strategt °s 1s required 10 assis. students to organize (i.e., code) information
efficiers: y during coy comy.lex intellectual activity. The third emphasis of the
mov 3} is on cooperative tcaching and learning. Teachers must become
involved in students’ leazning and their progress and, similarly, students must
conisider themselves as pertners in the teaching- lcaming process.

‘v hile little attention has been given to the role ¢ curriculum content in
most laboratory investigations of the rlationship between leaming and
academic skills, it remains the primary objectives of classroom activities.
Hetice, PBI ador:s b= curriculum topics as the vehicle for leaming how to
learn and problem solve. These four ¢lements (plans, coding strategies,
cooperative teaching and leaming, curriculum topics) are the pedagogical
pillars of PBI. In the following section, we elaborate their roles.
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P8I Components

It is a premise of PBI that the four components introduced immediately
above are interdependent and of equal status (Ashman & Conway, 1989).
Plans provide problem solving sequences that assist in the successful
compietion of curriculum tasks when students have the information and skills
in their existing knowledge bases, but cannot apply them to the task unaided.
In carrying out that plan, students use organization strategies to integrate
information presented to them with information which is already in their
knowledge base (or memory). The teacher’s role is to ensure that all students
in the class, regardless of their level of ability, recognize the value of plans
and organization strategies and actually use them in the curriculum tasks at
hand.

Role of plans

Plans are not the same as task analyses. Plans are general action sequences
that provide a system for working toward a solution. Hence, planning is the
activity undertaken in devising such action sequences. In contrast, task
analysis is the process of breaking complex behaviour into components and
links (i.e., what-to-teach). These components are the teaching objectives and
must be sufficiently well-defined so that students can achieve the prescribed
goal.
PBI plans are instructional aids which provide action sequences/meta-
cognitions and have four components:

» a cuing component which prompts the student where to look for

relevant information (or what to look for);

+ an acting component which prompts the student 1o perform actions

which are involved in the problem solving or leaming process;

» a monitoring component which prompts the student to check whether

progress is being made; and

« a verifying component which prompts the student to check whether the

correct answer or behaviour has been performed, in other words, that
the goal has been achieved.

Plans can be presented in a variety of forms including prose, pictures
(rebus) or a combination of words and pictures. PBI plans are diffcrent to
directions or rules as plans can be altered to suit the needs of individual
students and developed to meet specific leaming contexts or needs. When
they are no longer required, they are set aside. Because plans provide a
framework within which curriculum based learning occurs they can be
applied to all curriculum areas and all teaching approaches. Hence, they can
be used appropriately in a specific phonics reading program, in a problem
solving mathematics program using concrete materials, or in a science lesson
dealing with catalysts. The teacher selects the content and the teaching
strategy and then uses plans to assist in teaching the content and processes to
the tudents.
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Plans may be introduced using any number of teaching strategies. For
example, a plan for a specific curriculum task could be developed first by the
teacher, introduced 1o students and, later, adapted by students to suit their
individual needs. Alternatively, the teacher might present the class with the
content to be leamed in the form of a problem, ask students to make up a PBI
plan to solve the problem, then have students copy (or record) a class plan in
their owr words for their use as needed. A teacher might also give the class
an oral PBI plan, ask student to carry out the plan and then record it in their
own words for later use. See Figure 1 for an example of a plan for preparing
a bar graph (note here that plans apply to specific situations, students and
teachers—one teacher’s plan for a curriculum task may be quite different to
that of a colleaguc).

A Plan to Construct a Bar Graph

What should the graph look like?
Draw the axes.

Work out the spacing for the axes.
Label the axes.

Will the axes work for the information
I have?

Fill in the information.
Does it look right?
Check to see if a friend understands it.

ook W

~ oo

Figure 1. A Teacher's Plan for Constructing a Graph

The lack of essential curriculum knowledge will restrict the students’
involvement in plan construction. Hence, for novice or young leamers, plans
must be specific and detailed until the teaching and leaming procedures arc
well-known and can be retrieved and used automatically. The number of
steps required within a plan might then be reduced without losing functional
value. As a consequence, proficient leamners should not need a detailed plan
for a familiar task—they may only require a general plan (o cue the essential
Sieps.

Role of coding

Coding refers to the input, storage and retrieval of information. It is the
individual’s method of organizing and integrating information to derive
meaning from it. Coding occurs in either a concument or serial manner and
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each form is involved in solving curriculum tasks. If the information
presented in a task is surveyable in total, a concurrent coding strategy would
be used. If the information is surveyable only in parts, the coding strategy
would be serial or sequential.

In some cases, success in a task can occur from the use of one
organizational procedure. For example, serial coding would assist a student
to blend sound “chunks” when reading words aloud. In other activities,
competence with both concurrent and serial coding may be necessary for
success. For instance, concurrent and serial coding are involved in
completing a mental arithmetic calculation; serial coding strategies will help
students keep the information “active™ in their minds while concurrent
coding enables them to establish the relationship between the elements of the
problem and the elements in the number knowledge base.

Cooperoiive teaching and leaming

In any classroom, the teacher is responsible for the selection of the academic
content, the teaching sequence, and the organization of the daily and weekly
schedule. In classrooms where there are students with very diverse abilities,
this becomes a major hurdle for “‘generic” teaching approaches. In PBI, these
responsibilities are extended to include the ability to develop plans and
identify appropriate organization (i.e., coding) strategies for curriculum tasks.
The teacher initially must develop plans so that they can be introduced as
effective models for the students. Care must be taken to ensure that these
plans are comprehensible to the students, especially those in the class who
have a leaming difficulty. This may involve re-drafting plans for students
who have leaming problems by adding additional steps.

While the teacher's responsibilities remain much the same in a PBI class
as in others, students must become active participants in the evaluation of the
effectiveness of teaching and leaming. In this way, students are full members
of the teaching-leaming process, regardless of their level of ability, In effect,
the use of PBI encourages students to become more involved. They leam that
it is their responsibility to apply plans and coding strategies correctly when
attempting classroom exercises. To assist in this activity, 8 variety of
cooperative teaching and leaming techniques could be employed (such as
peer tutoring and reciprocal teaching) to ensure that instruction is student-
oriented.

Cooperative teaching and learning strategies are important in assisting
the academic and social growth of integrated and regular students in
mainstream classes (Ashman & Elkins, 1990). Academically, they provide a
decrease in the amount of “dead time” in which students receive no direct
instruction (Polloway, Cronin, & Patton, 1986) while providing the teacher
with an alternative to individualized instruction which is difficult to achieve
in large classrooms (Zigmono, Levin, & Laurie, 1985). Greater peer
interaction results in better reasoning skills for all group members and
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increases the likelihood of the transfer of skills (Johnson, Flanagan, Burge,
Kaufman-Debriere, & Speliman, 1980).
Socially, cooperative teaching and learning permits acceptance of
students while ensuring that regular students are not disadvantaged
academically (Madden & Slavin, 1983). Within the social group, student
language is a most effective leaming medium and hence, in PBI, student
language and elaboration (that is, putting the plans and problem solving
activities in students’ own words) are the bases of integrating the new content
and the new leaming strategies. The learning process then becomes more
meaningful to the student and more likely to be retained by them and
generalized to other leaming and problem solving activities inside and
outside the classroom.

When PBI has been integrated effectively into the classroom, there is
little need for segregated teaching (that is, for withdrawing students for
individual or small group instruction) although the model can be used quite
efficiently in a resource room or tutorial program (see Ashman, in press). In
addition, PBI is particularly suited to team teaching situations in which a
resource or consultant teacher provides additional assistance in the classroom
to those students who are experiencing difficulty.

Cumiculum confent

One advantage of PBI over other information processing approaches comes
from the integration of cognitive concepts into teaching strategies and
curriculum areas. The model is neither complementary nor supplementary {0
the regular curriculum-—it is an integral part of the curriculum and equaily
appropriate for academic and nonacademic tasks in primary and secondary
schools. The usual curriculum content presented by the teacher requires little,
if any, adaptation or extension.

An Assessment Aspect to PBl

When a student confronts a specific curriculum task, it is important to know
how the task is approached. Assessment, then, focuses on each of the
components in the “leaming equation™ curriculum knowledge about a
particular task; the organizational or coding competence of the student and;
existing problem solving skills which can be brought to bear on the specific
curriculum task. In other words, the same task presented to students in a
mainstream class may be completed easily by one student (e.g., of above
average ability), partially by another student (e.g., of average ability), or it
may not be completed at all by a student with a learning difficulty or an
intellectual disability.

In developing PBI, we have not encourazed or included the
administration of a battery of cognitive or academic achicvement tests as this
would add a considerable burden on teachers’ time and would add little
relevant information. We have remained more interested in the practical
skills which sturznts possess as they relate to the current curriculum tasks
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under consideration. We have conceptualized student performance into three
categories, A, B and C.

Calegory A peiformance

For students operating in this category, their knowledge base is both
consolidated and automated. Information is retrieved easily in terms of
curriculum content, organized effectively, and plans are made and used
efficiently. For a specific task, the leamer is proficient. All prerequisite skills
are available and the task can be solved without using a structured teaching
sequence. In the classroom, the student may continue on the same task as a
Category A leamer (for example, attempting additional examplies at the same
level of difficulty), or may proceed to a higher level task at which
performance is in Category B.

Calegory B performance

For students operating in this category, assistance is required to achicve a
solution to the curre.« ta.): as one or more of the three elements may not be
sufficiently developed or integrated to enable task completion. An instruction
sequence is necessary to augment existing skills.

Category C performance

The student operating in this category has a knowledge base which does not
contain the prerequisite knowledge/content, coding strategy, or plans which
are needed for task completion. In other words, the task is beyond the ability
of the learner and is not appropriate at this time. It is necessary to develop
skills at a lower level in which the student would function at the Category B
level.

On any curriculum task, only Category B learners would use the
instruction sequence. Being capable of solving the task, Category A leainers
may be assigned a more sophisticated or higher level activity within the task
analysis, or if the conditions are appropriate, act as peer futors for those who
are operating in Category B (or Category C but at a lower level task). As
students become proficient in the use of coding strategies and plans, they
attain Category A proficiency. In contrast, those in Category C have been
confronted with an inappropriate task and the teacher must reconsider the
selection of the task and commence the PBI sequence using a lower level
task within the task apalysis. In mixed ability classes, teachers oficn
overlook the need to change the task or provide special assistance when
students are experiencing difficulty or failure.

In any classroom (not only those containing mainstreamed students with
special needs), it is expected that students’ abilities will range across the
three levels of performas~e. This means that teaching content and materials
must be tailored to meet the curriculum and prov.essing needs of each student
and PBI is one effective way of achieving this end.
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The PBl Sequence

The PBI model has gone through a number of developments since it was
prepared first in 1988. The essential features have not changed though the
way in which the components are presented has been refined. There are four
instructional phases in the PBI model which incorporate four instructional
processes (see Figure 2). While teachers who use PBI may impose their own
personal imprint on it, it is most imporntant that the instructional phases and
processes are applied consistently, as there is a clear developmental sequence
implied in the model. We will deal here with each of the instructional phases

briefly.
Initiation Strategy Intra-Task Consolid-
Development Cluster ation &
Transfer Generaliz-
ation
Introduce plans Select Identify &
& planning opm;'nhn choo:e Biend or
{} {9 related task abbrela:ate
| %
Discu?s Enact plan Fﬁ' & M {}
examples !
p ::T sequence Apply plan Adapt plan
<& 3¢ J to same or
Orient to Amend & Amend & diffecent
school & record plan record plan domain
classroom
Orfentation ,
Introduction :

Establitshment
_—-—-——-————-—l

incorporation

m

Figure 2. The PBI Classroom Model

8/
L8



Procass-F ~od Instruction 85

Orientotion

The Orientation phase introduces students to the concepts of plans and
planning and uses examples related to the students’ lives and classroom
activities. The teacher introduces (or reviews, in later PBI sequences) the
relevant plans, coding strategies, and curriculum content. The teacher’s role
during this phase is to focus attention on the value of developing effective
plans as a means of working sys‘ematically toward solving curriculum tasks.
Plans are defined, described and xemplified so that the students understand
how they are used, why they are used and where they can be used to help
solve problems and to learn,

Students learn how information is presented within a curriculum topic
and how they can capitalize on existing competencies to help them deal with
new content. The involvement of students in referring to previous plans and
coding activities is most important as previous successes and failures provide
valuable insights into the value of plans and coding strategies in solving the
task.

How long it takes to complete this phase will depend upon the age and
ability of the students and their familiarity with the concepts. For example, it
might take a few sessions to introduce the notion of planning to children in
Grade 1, while those in Grade 3 or 4 will know generally what plans are and
how they are used. Students in sc. adary grades will know what plans are,
how they are used and will have little difficulty seeing how plans can be used
in class activities.

Infroduction

This is the main teaching-lcaming phase of Process-Based Instruction and
the focus of attention is the problem solving process. This does not mean
that the content is irrelevant. Rather, it is the teacher’s intention to emphasize
how the integration of content and teaching strategy is achieved.

During the Introduction phase students have their first systematic
exposure 1o plans within curriculum areas. Strategy Development occurs
through the systematic use of one of a number of plan options (see the
section Role of Plans above). The plan may be amended or translated into
student language by the students and recorded by students for use as needed.
The translation of plans into student language is an imponant feature of PBI
and is based on the belief that students use of plans will increase when they
perceive that it is their plan rather then the teacher’s. Plans and the planning
process must be used systematically so that students can sce the value of
plans in solving curriculum tasks generally than in simply one task.

The Strategy Development phase typically involves a three-step cycle.
Students establish a specific plan for a specific task, enact the plan, and state
(or restate) the plan in their own words. The teacher will continue to assist
students to consolidate the use of the plan using the chosen strategy until they
are able 1o use the plan effectively on relevant examples. The teacher also
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determines the level of proficiency required to move 10 the next phase of
instruction.

Establishment

In the information processing literature, transfer and generalization often are
used interchangeably. In PBI, the concepts are defined in terms of the
application of plans and strategies to differens aspects of the curriculum.
Transfer relates to the application of the plan to other examples within the
same “task cluster.” For example, a plan for two column addition in
numeration must also hold tru» for the same mathematical operation in oral
and written problems, measurement, money and space examples. The
importance of this phase lies in the deliberate move away from the teacher-
generated plan by requiring students 1o develop their own plans for similar
tasks.

In contrast, generalization refers to the application of PBI o tasks that
are outside the task cluster. For example, a plan for completing two column
addition with carrying on paper may be adapted by a student when
calculating how much change might be received after tendering money for
the purchase of three items at a local store. In this example, the activity may
be considered as part of a different task clusters as the student is operating in
a completely different problem solving context. This is the focus of the
Incorporation instructional phase.

incorporation

The Incorporation phase occurs when the student is familiar with both the
use and application of plans across a variety of examples. Consolidation and
Generalization includes two processcs. Consolidation occurs when the
student is able to abbreviate plans to reduce the number of steps required or
is able 10 blend plans together to form a more general plan. One of the most
important features of the PBI model is the emphasis it places on ensuring that
students are not “‘welded” to a specific plan but rather sce the importance of
plens and planning across a wide variety of leaming situations. This is the
focus of the Generalization aspect of the phase. Students are encouraged to
seck opportunities for plans and planning in curriculum areas other than
those for which specific plans have been made.

Movement through the phases will depend upon the needs of the
students, the teachers and the curriculum conient. What is of importance,
especially when PBI becomes an integral part of classroom behaviour, is for
teachers to keep the concepts of plans and planning visible even though the
high profile of a planon a blackboard or wall chart may be needed no longer.

some Curre:.* Development in PBI

Process-Based Instruction has been trialled in several tcaching settings. The
first adaptation was the development of a model for use in a high school
special classroom for students with mild intellectual disabilities. Students’
performances were monitored over one school year and the results of the
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study showed significant gains over peers who also had a mild intellectual
disability who received regular special class instruction, but without PBI. At
the same time, PBI was used also in a mainstream high school class with a
similar degree of success.

The model described above is being used in a number of New South
Wales and Queensland schools and continues to generate considerable
interest from teachers, support personne] and from school administrators in
those states. Teachers in other states and territories in Australia, and overscas
are now showing interest in the model.

To implement PBI effectively, teachers must first leam about plans and
planning. Insight into the process can be demonstrated through exposure to a
problem solving task which is as conceptually difficult for them as new
curriculum content is for their students. An activity providing this awareness
often constitutes the initial exercise in PBI inservice workshops. These
training programs, which may be of a half or full day duration, introduce
teachers and other personnel to the theory and procedures of Process-based
Instruction through lectures, practical exercises and discussion.

PBI is most successful as a whole-school initiative. In this way, it adopts
existing teacher support structures within the school, Morcover, when PBI
operates across grades and subject areas, students can see the application of
planning and decision making skills which are acquired in one class to
activities undertaken in others. This provides continuity during the school
year and the opportunity for students to develop these skills as they progress
from one grade to another, While the whole-school approach seems to have
many advaatages, PBI can be used effectively by classroom teachers working
on their own and by support (or remedial) teachers who work with individual
children or in small groups.

Al the present time, PBI operates as a multi-site project involving over
70 teachers in more than a dozen schools in two states and a research
component has been established to evaluate the efficacy of the procedures.
Undertaking classroom-bas=d research has not been without difficulty as
teachers take leave, seck transfers to other school to enhance their career
prospects and there are many other educational priorities which are
introduced on a regular basis which teachers must address. Data analyses
have been undertaken, focusing upon those classes in which teachers have
maintained a consistent high commitment to PBL The daia base includes
over 50 classes using PBI and contrast classes which contain students
undentaking regular school programs.

Teachers who have been using PBI actively (and even some of those who
have not used PBI consistently) over two years have detailed the
effectivencss of using plans and planning when teaching new content. They
have reported that students not only demonstrate more on-task behaviour but
also show more engaged time on-task. In these classes, students have
commented that they learn more effectively and enjoy lcaming *the new
way.” Where teachers had not applied PBI strategies routinely in their
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classes, the reasons given do not reflect an opposition to the program, but
rather a lack of time 1o acquire the skills of introducing and developing plans
as a consequence of competing priorities.

Like many other classroom-based interventions, generating efficacy data
is problematic. Our observations and the reports of those involved in the
project suggest that PBI is a potent strategy, consistent with good teaching
practice and attractive to classroom teachers and students alike. Achievement
data being generated from the project seems t0 confirm the utility of the
approach.

There appear to be several reasons why Process-Based Instruction is
successful. The first comes from the application of information processing
theory and concepts to classroom activities and curriculum content.
Relevance and efficacy are two fundamental principles which apply equally
to classes across the age and ability dimensions.

The second key to the success of PBI is the identification of students for
whom instruction is appropriate for the specific academic task at hand
(Category A, B, or C leamers). Only when the academic tack is appropriate is
it possible to effect change. This assessment procedure directs the teacher
toward the selection of appropriate materials and activitics for individual
students or for small groups. Hence, PBI is an appropriate instructional
approach for mixed ability, mainstream classes.

The third key is the transfer of “owncrship” of both plans and appropriatc
coding strategies from the teacher to the student. One of the important
benefits of this transfer is the student’s acceptance of responsibility for
leamning. Students will accept this responsibility only if they have a positive
attributional belief system.

The fourth key to success is the explicit division of transfer within the
task cluster and generalization. 1t is in the consolidation and generalization
phase, when plans are streamlined that students come to understand the
concept of gencralization beyond the task cluster in which the initial learning
took place.

The final key to success is the willingness of the teacher to adapt current
teaching strategics to include PBL. While the terminology used to describe
PBI may be “nev:, some teachers may perceive that PBI is neither novel nor
necessarily innovative. To some extent, this is true. PBI is csscntially
appropriate student oriented teaching practice and is consistent with the
methods used by many teachers who have mixed ability ~tasses. However,
PBI is more than just good practice. It combincs logicai and consistent
teaching practice with procedures that have been derived from sound
cducational and psychological research.

Author Note

More information about Process-Based Instruction may be obtained
from the authors.
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CHAPTER 7

Mainstreaming of Secondary Students
with Sensory Disability

PHILIP J. FOREMAN and ROBERT N.F. CONWAY
the University of Newcastle

Even strong advocates of intcgration and mainstreaming of primary
school pupils with disability will sometimes baulk at the idea of such
cducational placements occurring in the secondary school. The social milicu
of secondary schools is quite diffcrent to that of primary schools, and various
organisational and attitudinal factors combine to make everyday life more
difficuit for high school students than for their younger sisiers and brothers.
The classroom and playground expectations, the large numbers, the lack of
consistency of rooms and tcachers and the oricntation towards subject
content rather than individual nceds all contribute 1o tne difficultics
experienced by many secondary students. These difficultics arc likely to be
magnificd if the child has a disability.

Despite these potential problems, there are many arguments why children
with a scnsory disability should receive their education in regular schools,
preferably in regular classes. Some of these arguments are based on the
assumption th it children need to be given as many choices as possible about
their social, vocational and educational futures. It can be argued that a
student whose educational experiences have been totally or primarily in 2
rclatively sheltered setting, shared by students with a similar disability, will
be poorly prepared for interaction with people without disability on leaving
school.

If it is assumed, for ¢xample, that as an adult, a student with severe
hearing loss will wish to mix only with other people with a similar disability,
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then there is no point in providing opportunities for broader interaction. The
decision to limit choice is, however, difficult to substantiate as a preferred
option for any student. A frequently stated view is that one of the primary
goals of education is to provide the person with as much opportunity for self-
determination as possible. There is a logical corollary that each person’s
education will need to occur in an environment which prepares the person for
making those choices.

In the case of hearing impairment, regular classes provide clear benefits
in terms of good language models and opportunity to practice
communication skills. However, there are lso potential disadvantages in
mainstreaming children with hearing impairment. Pe3sible disadvantages
include social isolation, lack of specialised teaching and inappropriate
curricula. There are fewer obvious disadvantages in the mainstreaming of
children with a visual disability. The communication problems which hinder
interaction between hearing and non-hearing peopic are not usualiy present in
the case of visual impairment, and the person’s disability is more easily
understood and accommodated. There may, nevertheless, be disadvantages in
removing specialised services from those with visual problems (Gallagher,
1988).

Despite the potential difficulties of secondary mainstreaming, the
evidence from America is that older children with a sensory disability are
more likely to be mainstreamed than younger children (Strong, Charison, &
Gold, 1987). Most State Education Departments in Australia have policies
which lead to a similar pattem—mainstreaming of children with hearing or
visual disability tends to increase with age. Such practices require evaluation.

There is 4 considerable literature on mainstreaming children with sensory
disability. Much of the research has focused on the attitudes of teachers or
peers (Chorost, 1988) and there have also been studies on interaction
(Lindsay & Dickinson, 1987) and attainment (Zwiebcl & Allen, 1988). The
research reported here involved an evaluation of the success of sccondary
school mainstreaming of 16 students with scnsory disability. The rescarch
used intensive classroom observation, as well as attainment testing, and
interviews with parents, teachers and peers and the target student, and was
part of a larger study of integration of children with disabilities in NSW
schools (Center, Ward, Ferguson, Conway, & Linfoot, 1989). The Stage 11
report (Center et al., 1989) contains results of the evaluation of the
integration of students with intellectual disability, physical disability,
multiple disabilities and leaning difficulties, as well as some of the data
contained in this repont.

Methodology

Sixteen students mainstreamed in sccondary schools were selecied randomly
from lists provided by ccntral and regional integration offices from all
metropolitan and fcar country regions, and the Metropolitan West region of
the Catholic Education Office. Of the students observed, nine had visual
disabilitics while seven had a hearing impairment. Visual disabilities ranged
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from low vision through to total blindness and the range of hearing disability
was from a mild to a profound loss. Students were selected predominantly
from Year 7 or Year 10 to measure the success of integration, both upon
entering high school and as they approached their las’ two years of secondary
schooling. The exceptions were two students in Year 1l who were
replacements for the two originally selected from Year 10 classes.

Data were collected based on: (a) qualitative observations of the student
in both the classroom and playground, (b) measures of student/peer and
student/teacher interactions, (¢) amount of academic and leaming time, (d)
measures of performance in Mathematics and Reading in comparison to class
peers (April and November), and (e) interviews with school personnel and
parents, together with measures of school personnel attitudes to integration
and peer measures of social acceptability.

All data gathered were incorporated with two indices of integration—an
index of academic integration and an index of social integratirn (see Center
et al,, 1989, pp. 10-12). The Academic Integration Index incorporated data
on teacher and parent rating of academic progress, progress on academic
tasks, the appropriateness of content and degree of modification of content
presented, the amount of withdrawal from class for academic instruction and
the time on-task,

The Index of Social Integration incorporated data on teacher, parent and
peer ratings of social acceptability, changes in social acceptability over 6
months, observer ratings of class behaviour with peers, access to school
areas, participation in activities and peer interact:ons out of school,

The Total Integration Index was an average of the two indices. A
Validation Index was established based on the degree of satisfaction
expressed ‘or present and continued integration, by teachers, parents and
students. Separate indices were created on the appropriateness of support and
the amount of teaching structure (regularity of monitoring workload, clarity
of presentation including sequenced lessons in direction and provision of
lesson outlines). Both these indices were previously found 10 be dircclly
related 1o the success of integration (Center, Ferguson, & Ward, 1988).

Resulls

A Total Integration Index of above 90% indicalcs successful integration. A
value of 80-90% suggests that the integration may be problematic and doubts
are being expressed. A figure below 80% indicates unsuccessful integration.

The results of Table 1 indicate that only one student (Case 4) could be
considered unsuccessfully integrated while three further cases (Cases 3, 7
and 12), whose Integration Indices were low but whose Validation Indices
were high, were categorised as anomalous. These results contrast with those
of the Stage I study where all the primary students with sensory disabilitics
had Integration and Validation indices well above the nominal cut-off point
for success. Viewed as a group, the mean indices suggest that as a group,
students with sensory disabilitics are successfully integrated in mainstream
classes.
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Table 1. Summary Daia for Students with Sensory Disabilities

Case No. Disability Grade  Academic Social Total Validation  Appropriate  Structured Staff

Index Index  Integration Index Support Teaching Attitude
% % % % % % (1-5)

1 Visual Impairment 7 100 4 97 74 95 68.5 5

2 Visual Impairment 8 98 83 91 100 100 37.0 5
3+ Hearing Impairment 7 8S 58 1y 92 87.5 796 3

. 4**  Hearing Impairment 10 72 60 66 68 50 64.4 2
.- 5 Visual Impairment 10 96 89 93 92 100 209 5
6 Visual Impairment 7 88 81 84 88 75 323 4

7* Visual Impairment 11 71 63 67 92 95 6.5 1.5

8 Visual Impairment 10 99 83 91 92 100 52.8 4
9 Visual Impairment 7 85 76 81 92 82.5 33.3 4
10 Hearing Impairment 10 91 87 89 100 95 24.1 5
11 Visual Impairment 7 94 82 88 22 95 29.6 5

12+ Visual Impairment 7 73 71 72 92 60 574 35
13 Hearing Impaiment 11 100 97 9 100 100 519 5

14 Visual Impairment 10 99 95 97 100 NA 60.2 S
15 Hearing Impairment 7 90 79 85 9 85 66.7 5
16 Hearing Impairment 10 87 89 88 92 50 55.6 4

Mecan (N = 16) 89.3 80.4 85.0 923 84.7 46.9 4.1

- * Anomaly—see 1ext
ot **Less than effective integration
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The factors that appears to be most closely associated with successful
integration for this group of students are positive staff attitudes towards
integration and appropriate resource support, both of which are pleasingly
high in the more difficult and diverse environment of a high school. While
data in Table 1 suggest that the structured teaching style of the teachers
sampled appears to be markedly lower than that found among teachers in
primary schools, it is a much more problematic variable to measure in high
schools, and has less direct relevance to students’ success.

An analysis of the case study of the unsuccessful student (Case 4)
indicates that a number of personal factors were more closely associated with
failure than was her hearing loss. Other students with hearng impairment in
the same class were successfully integrated, as were younger hearing
impaired students in the school. Teachers were frustrated by this student’s
unwillingness 1o attempt classwork, which was probably related to her
borderline intellectual disability. Furthermore her peers in the class were
reluctant to work with the student because of her refusal to complete work
and because of her unattractive physical attributes. However, other students
with a hearing loss and no perceived personal anomalies in the class were
accepted as part of the social structure of the class. The failure of the
integration from both social and ac..emic perspectives, therefore, cannot be
entirely attributed to the student’s sensory disability.

In the three cases of partially successful integration, confounding factors,
not directly related to the disability, can again be identificd. In Case 3, the
student was in Year 7, having spent the previous year in a support unit for
hearing impaired students as a transition from primary to secondary school.
This transition year had scparated the student from her primary peer group
and resulted in her entering a high school with very few friends. The absence
of supportive peers became a matter of great concem 1o the student on
entering a new school since she was placed in a difficult class. While the
student was capable academically, it was her poor social relationships which
primarily accounted for the low Total Integration Index. Although the
principal saw the integration as being successful, her teachers were more
ambivalent, with one tcacher being completely unaware that the student had a
hearing loss. Her parents were very supportive and had insisted that she be
placed in a regular school, rather than a support unit. They had also
approached teachers at the school seeking assistance in fostering social
interactions within the classroom. The inability of teachers and support stafl
to address this vital issue highlights the problems that can occur at the high
school level where good communications between many people are essential
for the successful integration of a student with a disability.

A second student, this time in Year 11 (Case 7) could also be concidered
as only marginally successfully integrated at the time of the study. This
student had wanted to lcave school at the end of Year 10, was persuaded by
parents to stay on. Her consequent lack of motivation, both in academic and
social arcas resulted in a Jow Total Integration Index. As a result of the
student’s performance, tcachers had expresscd reluctance to accept further
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students with such disabilities into the school, without realising that family
characteristics may have contributed to the difficulties arising from the
sensory loss.

The final partially successful case (Case 12) was a boy in Year 7 with
low vision. A major contributing factor was the placement of the boy in the
lowest ability class in which there was a very large proportion of students
with severe leaming and behaviour problems, creating a disruptive
environment. The student was tolerated by the other students and appeared to
have developed his own social coping strategics to minimise his atypicality.
The only successful teacher with this class was 3 primary trained teacher who
was highly organised with clear objectives, and who had no discipline
problems. The target student’s low Integration Index would appear to be the
result of inappropriate placement and management, rather than a direct
correlate of his disability. It is interesting to note that, with regard to the three
cases categorised as anomalous, their teachers favoured continued
mainstreaming, despite low academic and social outcomes. It seems that, at
the high school level teachers were reacting specifically to individual
students, rather than o integration in general and, despite a certain amount of
disenchantment with their students’ achievements, still believeG that
mainstreaming was a legitimate option for students with sensory disabilities.

Discussion

The data indicate that high school students with sensory disabilities were
generally extremely well intcgrated into the mainstream, although integration
and Validation Indices were lower for sccondary students than for primary
str {ents in Stage 1.

At the secondary level successful students with sensory impairment were
highly motivated and keen to be regarded as part of the regular school.
Furthermore, success did not seem to be associated with type of scnsory
impairment (hearing or visual), degree of disability (mild or modcrate) or
arca of schooling (metropolitan versus rural). Rather, it appeared to be the
cognitive and affective characteristics of the students and the classroom
ccology which affected the quality of their integration, For example, students
of hugh ability, placed in upper stream classcs (¢.g., Case 2) were extremely
successful, both academically and socially. However, very often students
with sensory impairment were placed in lower stream classes with students
who had learning and/or behavioural problems. Social acceptance in thesc
classes appearcd to be more difficuli to achicve for students with sensory
disabilities, although the reasons given for rejection by other students were
often 10 do with less desirable physical attributes (e.g., obesity), rather than
the presenting disability. It would seem that when sensory impairment is
compounded by some other cognitive 05 aficclive problem, social acceptance
in these classes requirzs skilled management on the part of all relevant
teachers. In view of this uced and the overall low structure scores for the
sample of high school teachers, it is critical that all teachers have access to
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skilled itinerant support staff who can provide them with strategies in the
classroom for both academic and social success.

An interesting aspec’, of the study was the wide variability in the attitude
of class teachers towards the major support service for students with sensory
disabilitics, itinerant teachers. In some cascs, particularly where the itinerant
teacher was based in the school, they were regarded as a major asset. Some
class teachers thought, however, that the itinerant service was too limited to
be of real assistance. Interestingly, the withdrawal of integrated students for
assistance, whilst welcomed by class teachers, was not favoured by
integrated students, many of whom preferred to rely on classmates for help,
rather than be stigmatised by such assistance. It is also more difficult for
support staff to assist regular studeits when they do not observe them in their
home classrooms.

In contrast, some itinerant tcachers complained of class tcachers not
implementing advice on stratcgies to be used with students who had a
sensory disability. Itinerant teachers often felt that they had insufficient time
to fully meet the nceds of students and had additional difficultics when
confronted with casual tcachers who were unaware of the itinerant teacher’s
role. Furthermore, itinerant teachers often found difficulties assisting stuacnts
in higher grades due to the complexity of subject content,

In summary, although the case studies generally detail successful
experiences, a few problems still need to be addressed. In the first place,
there needs to be greater communication between all those involved in the
education of the student with sensory disabilities at high school—student,
parent, classroom teachers, teachers in the playground and the itincrant
support. Parcnts must be able to communicate their wishes and supply vital
background information, while the student must also be able to voice his
desires with regard to assistance. There also needs to be a greater liaison
between itinerant support and classroom teachers, particularly in the higher
years and the whole question of withdrawal as the most efficient form of
assistance nceds to be investigated. If students wish to avoid the
stigmatisation of withdrawal, if teachers feel the service is limited and
support staff do not feel their advice is being implemented, then the current
method of assistance warrants further investigation. Perhaps a named person,
as suggested by the Wamnock Report (1978) could become the student’s
advocate within the school and coordinate the student’s total school program,
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CHAPITER 8

Students with Learning Difficulties in

Secondary Schools:
A Whole School Approach

IAN HAY
Griffith University

Leaming difficulties is a generic term used to describe a heterogencous
group of students who are not coping, or achieving their potential within the
regular scMool sctting. The learning difficulties population has been defined
as having:

A disorder of one or more of the basic psychological processes involved

in understanding or in using language spoken or written, which may

manifest itsclf in an imperfect ability 1o listen, think, speak, rcad, write,
spell, or do mathematical calculations [and] encompasses other specific
physical, psychological, emotional, social and environmental difficultics
such as poverty, ~ultural dislocation, unfamiliarity with English language

and inappropriatc and inadequate tcaching methods. (Cadman, 1976,

P.2)

Two of the largest populations included under the learning difficultics
label arc those who have a leaming disability and those who have a mild
intellectual disability. Students with lcarning disabilitics are those with
“normal” intclligence who display a significant discrepancy between
achievement and aptitude. Students with a mild intellectual disability have
deficits in both cognitive and adaptive skills. Therefore, tcachers working in
the domain of supported programs need a wide range of professional skills
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which include an understanding of applied behavioural analysis, cognitive
strategy training, assessment, consultaticn, counselling, remediation and
curriculum adaptation.

One Brisbane high school located in a8 middle class socioeconomic
suburb recorded that nearly 25% of its Year 8 students (55 out of 222) had
reading comprehension scores below the 10 years 6 months level on a group
comprehension test, while 7.2% of the students (16 out of 222) had
comprehension skills below 8 years 6 months.

The problem. goes deeper than just inadequate reading skills. A
significant number of lower secondary school students were unable to do
three tasks: (a) take notes from the teacher’s oral presentations, (b) use the set
textbooks to gain the information required for a task, and (c) write summarics
or find the main ideas associated with curriculum content (Hay, in press).

The Present Situation

In Queensland, the trend has been to provide three modes of scrvice 10
regular secondary schools (Hay, 1990).

1. The special needs support group (SNSG) of three to four staff
members, servicing the nceds of the whole school (particularly the lcarning
difficultics population).

2. A sccondary resource or remedial teacher where no special needs
Support group exists.

3. A special education class bascd in the high school—usually an
“integration” class or units for students with a mild intclicctual disability or
an identificd disability population.

The overall role of these services is support for students and teachers.
Models 1 and 2 use either consultation support to tcachers or shon term
withdrawal support of targeted students (Hay, 1988).

The Nature of the Problem in Secondary Education

The notion of a service that supports students in the secondary schools,
although admirable in its idcal, may be at odds with once of the historic
functions of secondary schools, that of sorting, evaluating and excluding
students. Writing on this point Middleton, Brennan, O’Neill and Wootien
(1986) claim that Australian secondary education “assumed that only the
potential matriculaits would continue through to Years 11 and 12 [with] the
‘dropping out’ of the less able students as they reached the leaving age” of 15
years (p. 65). In addition the concepl of a core curriculum of standard
subjects that progresses through the grades “provides a very cffective way of
differentiating students, of sorting and grading and ultimately excluding
them” (p. 65). 2 here are, however, indications that Quecnsland sccondary
teachers are accepting a broader range of educational objectives. In the Board
of Teacher Education (1981) study which asked sccondary school teachers to
establish prioritics for their aims for secondary cducation, the tcachers ranked
“the nced 10 develop in each student a sense of personal worth and csteem,”
and “teaching basic lilecracy and numecracy skills” ahcad of “preparing
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students to enter tertiary education.” Similarly, rather than seeing secondary
schools as having a narrow focus, the National Board of Employment,
Education and Training (1990) described secondary schools that serviced
disadvantaged populations as “humane, lively places run by interested
professionals” (p. 1).

The need to consider the aspirations and achievements of the whole
school population is not based on cthical considerations alone. The reality is
that Australia can not afford the economic and social wastage associated with
adolescents and adults having inadequate literacy or numeracy skills. Hartley
(1989), for example, maintained that the lack of literacy skills reduced
students’ employment opportunities and increased the social welfare
expectation. Further, the lack of skills reduced people’s motivation,
confidence and ability to successfully participate within Australian society.

The Australian Govemment policy is that all students are encouraged to
continue on to Years 11 and 12 (Commonwealth Schools Commission,
1987). The situation is that not only have retention rates increased but so,
too, has the total population size of students attending secondary schools in
Queensland (see Table 1).

Table 1 Queensland's Enrolments and Retention Rates for Year 12

Year Year 12 Enrolment Retention rates
1971 9683 30.2
1975 11318 32.2
1980 14934 38.0
1985 22698 55.2
1989 32965 69.6

(Source: The Review of Tertiary Entrance in Queenslan¢., Viviani, 1990, p. 64)

This continuation of a larger number of present students on to Year 12
than in carlier years reflects a response to reduced employment options for
young people (Maxwell, Marsiall, Walton, & Baker, 1989). Unfortunately,
the increasing retention rates within secondary schools have not always been
matched by an increase in programs or services for students in need. Coupled
with this, there has also becn an increasing trend to have students with mildly
handicapping conditions mainstreamed into regular schools (Ashman &
Elkins, 1990). Overall, there is no casy answer to the question of the function
of secondary schools. The two secondary school functions of tertiary
preparation and preparation for life for all students should not be mutually
exclusive. The two functions do, however, have the potential to be
competitive, Viviani (1990) maintains that:

... the tension between the educational needs of those [students] bound

for tertiary education and those who are not remains in part unresolved in

1990, and is a major factor contributing 10 our tertiary entry problem.

(p. 66)
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Secondary school curricula are subject and content based and are
characterized mainly by teacher-directedness which focuses on a Year 12 exit
point at the top of the secondary curriculum ladder (Brady, 1990). The
difficulty is that many students with special needs require additional teaching
time, more guided practice than usually given and individualisation of the
curriculum (Chapman, 1988, Mercer & Mercer, 1989). Since secondary
classes are mainly organized by age and subjects it is difficult for teachers in
regular settings to individualise within the confines of a set curriculum that
imposes pressures 10 cover a prescribed content within a set period of time.
Basically, students with special needs often require programs that are
individualised and properly resourced and planned. These programs also
need to be delivered in a cooperative rather than a competitive leaming
environment (Chapman, 1988). Apart from the difference in curriculum
orientation, Smith and Goldthorpe (1988) claim that there are a number of
differences between special education and regular education such as:
(a) child-centred vs knowledge-centred curriculum; (b) concreteness vs
abstractness of curricula; (c) one teacher to one class vs several teachers and
classes; (d) pastoral vs formal teaching styles; (e) cooperation vs
competition; and (f) small vs large class size. The challenge is to incorporatc
the best practices of special education within a secondary school setting.
Those educators and community members who argue for social justice and
equality of opportunity must also argue for resources, programs and services
that will assist teachers 10 educate students with leaming difficulties in
regular education settings. Furthermore, it must be recognized that while
providing for students with mild academic handicaps within the regular
school by adapting school programs, students with significant handicaps may
require altemative programs (either within the secondary school or on
altemative campuses).

What are Some Possible Solutions? !

There needs to be a stronger recognition that one of the functions of
secondary education is the academic and sound emotional development of all
students and that this is a whole-school responsibility which involves all
participants in the educational process. The whole-school approach has as its
basic assumption the awareness that schools are full of good practices with
caring and positive attitudes towards the social and academic development of
students (Copeland, 1990; Kloska, 1989). The whole-schools approach
assumes, also, that support staff will have the flexibility to provide a range of
services to the school such as: in-class support, withdrawal groups,
opportunities for t¢ _.her observation and feedback, liaison with other schools
and external agencies, providing inservice education, preparation of
appropriate resources and being involved in extension activities within the
secondary school (such as personal development, protective behaviours,
study skills, work experience, computer assisted leaming, peer tutoring and
learning assistance programs). An analysis of the literature on the needs of
secondary students with learning problems indicates that at least five types of

100




Learmning difficuifies in secondary schools 103

services arc identified: (a) academic remediation, (b) teaching students
leaming strategics, (c) assisting students in regular classes, (d) teaching
fur;ctioml living skills, and (e) carcer related instruction (Mercer & Mercer,
1989).

Regular class teachers can assist students with learning difficulties if they
explain new vocabulary and demonstrate skills associated with leaming-
through-modelling for studerts and providing feedback and explanations
(Hay, in press). Reviews of the literature on the academic performance of
students with lea/ming difficulties in regular clascrooms report that these
students car. uchieve when: (a) engaged academic time is increased,
(b) questions are directed to all students, (c) there is increased wait time and
use of rephrasing when questioning all students, (d) teachers use a problem
solving approach which focuses on he steps in the leaming sequence,
(e) there is stress on cooperative rather that competitive classroom activity,
and (f) the crror rate is low when students are acquiring the new skill
(Gersten & Woodwand, 1990; Murphy & Hallinger, 1989).

Make support stafl effective

Support staff in secondary schools will be less effective in assisting students
with leaming difficulties if they are required to teach a high percentage of
mainstream content subjects to regular students and thus only be able to
supply a parn-time service to students with special needs. In addition, they
will be less effective if given inadequate accommodation for the conduct of
classes for students with special needs or for parent-teacher meetings. It is
also often inappropriate for suppor staff to be expected to adhere t0 a
standard curriculum and its rate of presentation when taking classes of
students with leaming difficulties. There is the concern that administrators
may over-program support teachers (even for the less able students) which
then gives them little opportunity or flexibility to provide assistance to a
range of students, their parents and members of the school staff. Support staff
will also be less effective if they are treated as internal relieving teachers,
thus, preventing them from providing a continuous program 1o students and
staff.

In situations where the support staff are asked to fulfil roles that do not
relate to their professional oricmation or training the message is clear—
support staff and their clients are less valued by the school. If a school has
only one member of staff acting in a support capacity to a large number of
pupils, the support teacher can only provide a limited service and may
quickly face the possibility of becoming stressed. Support teachers have been
identified as a highly stressed group; firstly, because of the role confusion
associated with their position and the number of clients they are expected to
service (Thomson, 1987) and, secondly, because support staff are often
teachers who are conscientious and highly committed (O'Connor & Clarke,
1690). Hopefully, as more support staff are appointed 1o secondary schools
and their roles become more widely known, the incidences of their
inappropriate use and unreal expectations held of them will reduce.
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Progran: options

One practice which needs review if the leaming difficulty population is going
to be accommodated in regular classes, is the presentation of an alternative
curriculum strands versus delayed specialization. In secondary schools
delayed specialization has been introduced so that students will remain in at
least the middle strand of subjects for as long as possible. This nrocedure has
been implemented 10 ensure that students are not “disadvantaged” in their
career choice by not having the prerequisites for advanced subjects
(Commonwealth Schools Commission, 1987). As a result students in the
secondary school sometimes must wait until Year 11 before a wider range of
altemative programs are offered. This means that students with learning
difficulties often function at the “very limited achievement” level for
mainstream subjects undertaken in Years 9 and 10. Less able students are
increasingly alienated by this process, their self-perception suffers and they
are less able 1o develop usable skills that will equip them for employment or
life. The consequence is that sometimes the tone of the school suffers as
students in inappropriate programs become either depressed or disruptive.
Power (1987) underscores this problem:

The more we try to contain adolescents in an environment which is not

meeting their needs and not satisfying, the more they will begin 1o resist.

The active resisters become the toughs in our schools. For them rebellion

and stirring others becomes a way to protect their identity and self-

interest. (p. 17)

If secondary schools are going to cater for students with diverse abilities,
a broader range and mix of subjects and courses than presently available
needs to be considered, particularly for the junior school. Furthermore,
greater flexibility through shorter courses and alternative student groupings
need to be achieved than at present. One possible solution is to develop
module sete for secondary subjects so that students could then have an
expanded choice of modules and capable students may advance through the
modules faster than those of lower ability. If students are having difficulty, a
wider range of modules at an appropriate level can be selected. The
advantages of this system include expanded choice and, with time, sensitive
and relevant matches with students’ abilities (Maxwell et al., 1989).

All modules need not be offered at the one secondary campus. At the
senior school level, for example, units of work might be selected from TAFE
colleges, other secondary schools, specialist high schools or community
centres f leaming so that “a broad and balanced general education” can be
offered (Commonwealth Schools Commission, 1987, p. 109).

The Beazley Report (1984) on the Western Australian education system
recommended the unit approach within secondary education. However, it
favoured a compulsory c.¢ provision for all students with choice increasing
as students progressed through the school. The units or modules would be a
semester, or term, in length and vertically timetabled so that interest and
ability became the criteria for grouping, rather than age. Vertical grouping is
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the name of the system whereby students in different year groups are
tims%t)abled to be taught together for a particular subject (Middleton et al.,
1986).

Similar models are used in many North American high schools where
students have to complete a certsin number of “classes” from a range of
vocational, social and tertiary-orientated subjects before graduating from
high school. The idea of units is the model which universities use so that
students have choices within their major discipline or subject areas. In
Australia, secondary school teachers in art, social sciences, music, physical
education, health and sport have been keen to adopt some form of vertical
grouping (Maxwell et al., 1989) but the concept can be extended into other
curriculum domains as well. Modularisation of the whole school curriculum
would, of course, require a system level change and the cooperation of
tertiary institutions and secondary education.

Which students are involved?

Who should enrol in alternative programs and what is to be the nature of
these programs? When students have a history of very limited academic
achievement it is likely they will benefit from altemative programming.
Nevertheless, there is always the concern that students with low expectations
of their ability, rather than low ability per se, will be attracted to such
programs. The complexity of the issue has been identified in the Australian
National Board of Employmert, Education and Training (1990) report on
disadvantaged communities:
The issue of the ‘alternative’ versus ‘mainstream’ paths for disad-
vantaged students is still far from resolved. On one side is the reasoning
that if students are not going to be anything like successful in ‘main-
stream’, high status courses in proportion to their numbers, then their
education should at least consist of content and processes in which they
can be successful and which are more suited to their cultural style and
needs. Coarsely, they might as well get something out of education
which may be of value, rather than nothing at all. On the other hand it is
argued that such thinking effectively confirms the notion that students
will not have access 10 the next phase of education and that much of what
is taught in higher status courses is of value, is worth mastering and can
be mastered by these students. Both lines of argument can be seen in
current system gractices and innovations. (p. 33)

Since degree of learning difficulty may be seen as a continuum, there is a
need to have a continuum of services and options. Hence, students who are
identified as having leaming difficulties because of some cultural or
socioeconomic disadvantage can be supported within mainstream classes.
For those students who have a leamning difficulty resulting from some form
of cognitive impairment alternative programming may be the most
appropriate option. Failure to provide altenative curricula mercly maintains
the status quo.
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Pasforal care

A further method of catering for students with learning difficulties within a
whole school secondary environment is through pastoral care classes.
Pastoral care encourages meaningful communication and understanding to
develop between secondary teachers, students and parents (Ribbins, 1989). It
is an integrated activity for all sccondary school students, including those
identified with leaming difficulties (Galloway, 1989). At its most simple
level, pastoral care involves the allocation of one teacher to one group of
secondary school students to assist with the dissemination of information and
the monitoring and tracking of student performance. Pastoral care provides a
contact point between the school and the home, enabling some basic
counselling and advocacy to occur for the students and the referral of
students to appropriate agercies when needed (e.g., school counsellor,
. pport staff).

Pastoral care can be particularly effective when it takes on a proactive
role to address issues such as coping with change, study skills, making
friends and subject selection, The Queensland Guidance and Counselling
Service has developed a guidance, pastoral care and tutoring package which
provides resources, structured activities and lesson plans that regular
secondary teachers and support teachers can use to cater for all students,
including those with leaming difficulties (McMahon & McCowan, 1990).
The guidance tutoring program targets six themes which receive different
emphases depending on the students’ grade level and the time of the school
year. The six themes are: (a) care and support, (b) interpersonal skills,
(c) group skills, (d) lcarning to learn, (¢) future planning, and (f) health and
personal safety (Queenstand Department of Education, Guidance and
Counselling Services, 1989).

Support staff need 10 be proactive and target “at risk” students for
intervention. This may require consideration of different populations of
students at different times of the year. Historically, the populations most
identified are Year 8 students, in the domains of study skills, research skills,
reading development and the comprehensior: of expository Iexts. These areas
of weakness can be systematically handled in an introductory unit of work
for all Year 8 students, with the identification and support of “at risk” or
marginal students occurring throughout the year. The provision of services
for Year 8 students should not be at the expense of services for other year
groups or populations (¢.g., migrant students). The ideal objective is to target
and match school and support staff and programs to specific students.

Interdiscipfinary team approaches

Support staff need to function within a team which ideally involves the
school counsellor, curriculun subject leaders and, most importantly, school
administrators. In this team approach there is a greater likelihood that
students at risk are identified and effective programs developed. Since
catering for a range of students will require organizational decisions and
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innovation it is essential that administrators and other members of the school
team understand and value the ideas proposed, cooperate with those involved
and provide appropriate support for those teachers implementing the
programs. Since the nature of teaching is often isolating, much can be leamed
by visiting other schools and seeing other teachers and professionals at work
in different settings and by exchanging ideas and experiences (Mittler, 1989).

Presently, support staff have limited hierarchical position within the
structure of Queensland Secondary Education and so are, sometimes,
dependent on the good will of sc'1ool administrators and subject leaders. The
status of support staff needs to be upgraded in Jarge schools and the leader of
the special needs support group elevated to the status of subject coordinator
or head of department. In this way support staff coordinators may be seen as
equal members within the school team. This new structure would provide a
career pathway for support teachers so that they are encouraged to remain
within the system.

Conclusion

There are no easy or simple answers to the education of students with
learning difficulties within the secondary education system. Since so many
students (almost one in five) could be identified as being, at some point in
time, within this category, the reality is all teachers have a responsibility to
assist and manage these students, The role of support teachers is to work with
the whole school 1o try to maximise their contact time with as many students
with learning difficulties as possible, while recognizing that there may still be
a need for altemate programs for a minority of these students. The aim is to
have secondary students with learning difficulties able to achieve and reach
their potential through an approach that incorporates greater flexibility and
professional use of support staff. It is suggested that the support teachers use
a variety of techniques in this process (¢.g., monitoring, programming,
advocacy and pastoral care) so that secondary students with learning
difficulties have a more meaningful, motivating and successful education.
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CHAPTER @

Integration of Townsville Special School
Students at Townsville High School

BARRY HARKER
Townsville Special School

In mid 1985, the Principal of Townsville Special Sehool approached the
Townsville High School principal conceming the possibility of cooperative
program development at each school. The idea was received favourably and
the Senior Mistress at the high school assumed responsibility for liaison with
the special school principal. These two individuals consulted widely within
their respective schools and met frequently to identify areas in which joint
programs could be developed.

Three areas of potential cooperation were identified. At the high school,
a number of Year 8 students were experiencing difficulty. With minimal
attainments in mathematics and reading, these students were unable 10 gain
significant advantage from their school program. It was agreed that they
could benefit from a ene day a week placemerit at Townsville Special School
where a program more in tune with their needs could be provided.

The second and third area for cooperative effort involved a number of
adolescent students at the special school. These students were considered
capable of benefitting socially from a placement in a secondary school,
where exposure to a larger, more complex environment would provide
opportunitics for students to develop the social skills needed by adults in
society. It was decided 10 attempt integration programs in the secondary
school for them at an appropriate level in Year 8 or Year 11,

At Townsville High School, a resource teacher was delegated to identify
Year 8 students who might benefit from a partial placement at the special
school, where Participation and Equity Project funds were available to
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employ a temporary teacher to assist the Principal in identifying students
who might benefit socially from a secondary school placement. Following
the identification of these students, parents and students were consulted and a
series of meeting were held.

These meetings created a deal of philosophical discussion as most

were concerned more for the academic than the social development
of their children. Their concern was that integration of their children at the
high school would mean less support for their children in traditional
academic areas. The Principal argued that education was not exhausted in
academic achievement and that one of the roles of the school was 10 prepare
students to live effectively in their society upon leaving school. As special
school students had been given every opportunity o vevelop academic skills
in a sheltered educational environment in pre-adolescent years, it was now
important to develop commensurate social skills in a more open
environment, as tecnagers. Eventually, the wider view prevailed and parents
gave their permission for the integration project to begin.

The first program commenced at Townsville High School in second
semester, 1985. A group of 15- and 16-year-old students from the special
school were integrated into the Year 11 Community Based Leaming
program. This program emphasised community service projects, manual arts
and basic academic and social skills. Students needed to read at a 7 year old
level, demonstrate basic srithmetical skill in addition, subtraction,
multiplication and division, and have the sociai skills necessary 10 work

ively with others.

'Additional 15 and 16 year old students from the special school entered
this program in 1986. At the end of 1986, the Year 11 Community Based
Learning program at the high school finished. The special school students
who were being targeted for this program in 1987 were redirected 1o the
Community Based Leaming program at Pimlico High School.

During 1987, Townsville High School developed a two-year program,
commencing at Year 11, which was similar 10 the previous Community
Based Leamning program. Two special school students were integrated into
this program at the beginning of 1988 as the Pimlico High School
Community Based Leaming program finished at the end of 1987. Due to the
lack of suitable candidates, no students have been integrated into Year 11
programs since 1988.

In semester one 1986, a number of special school students were
integrated into Year 8 classes at Townsville High School, attending on the
pastoral care day each week. The selection criteria for these students were the
same as those used for entry to the Year 11 programs in 1985 and 1986. On
the day that the special school students attended the high school, a number of
high school Year 8 students attended the special school.

At the high school, an in-service program was provided for teachers of
Year 8 students. Many of the teachers were concemed at the ability of the
specialschoolstudemstocope.duemsomcinitial harassment. This problem
settled over time and the students adapted to their new environment. All had
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difficulty with the program content but this was overcome to some extent by
the support provided by the resource teacher.

During 1986, the Principal of the special school and the Scnior Mistress
of the high school maintained informal contact on a formightly basis. The
Mistress reported regularly on the progreas of the project. The guiding
principle for administrative arrangements was that the integration project
should involve as little special provision as possible. The Principal of the
special school visited the Year 8 students in their classes occasionally, but
generally attempted to keep a low profile in the monitoring process.
Communication between teachers and administration. was fle:ible and
informal, yet designed to identify problems or emerging problems quickly.
Where possible, at least two special school ."udents were placed in the same
class and occasionally this involved juggling numbers in Year 8 classes to
allow this to occur.

The year 8 students from Townsville High School who attended the
special school one day a week were provided with a program designed to
relieve some of the pressure being experienced at high school. The programs
included some classroom activities, manual arts and excursions. The advisory
visiting teacher from the Special Education V' cational Outreach School was
closely involved with this program. The program finished at the end cf 1986
as a special needs unit was to be established at Townsville High School in
1087. At the beginning of that year, both schools experienced changes in
principals though these changes did not bring significant modification 1o the
proj

In 1987, special school students who had attended Townsville High
School in 1986 were enrolled in full-time Year 8 programs at the high
school. In semester two 1987, a group of special school students similarly
were integrated into Year 8 programs one day a week in preparation for full-
time placement in 1988. During semester two 1988, two students from the
special school began the integration process in preparation for full-time
attendance at high school in 1989, These students failed to adapt to the high
school environment and this, in conjunction with a series of changes in key
personnel, led to circumstances which resulted in the demise of the
integration project as it was originally conceived.

The key personnel changes began in mid 1988 when the Senior Mistress
took another position outside the school. In 1989, the Principal of Townsville
Special School was on study leave and Townsville High School had a new
Principal. The lack of suitable candidates for integration resulted in no
special school students being enrolled at high school in 1989.

In 1990, a complete turnover of staff in the special needs unit at the high
school, the loss of momentum in 1989 and a less accepting environment at
the high school, resulting from changes 1o the administration team, led to the
demise of the integration project as it had operated since its inception.
Reorganization of special school programs and some parental resistance
assisted in the demise of the original project. Future integration of




114 Harker

Townsville Special School students at Townsville High School will need to
be negotiated afresh.

During the integration project, 22 special school students were integrated
into full-time programs at the secondary level. Eleven students were
integrated at the Year 11 level, and eleven students at the Year 8 level. Of the
22 students, 16 were male, which roughly represents the ratio of male to
female students enrolled at the special school.

The integration of these more capable students has had a significant input
upon the special school. The special school enrolment has fallen dramatically
due to the integration of these students and the retention of many students
with mild intellectual handicaps in primary school. The special school enrol-
ment is now one third of its peak enrolment in the 1970s.

Evaluation

From its inception, this project focussed on the development of social
skills and self-esteem. In recognition of the difficulties of guantifying
progress in these domains, formal testing and monitoring was minimal.
Therefore, evaluation of the project relied heavily upon observation and
value judgement. This approach to evaluation recognises the point made by
Jenkinson (1987) that many questions raised in the integration versus scgre-
gation debate are more philosophical than empirical, depending on value
judgements rather than on research for their answers.

To 1988, the consensus of administrators involved in this integration
project was that it had been successful. Twenty-four students were selected
for integration and 22 students entered full-time programs. All 22 students
have adapted to, and survived in the secondary school environment. There
have been few problems during the project with disruptive behaviour by
integrated students. In the future, it will be of interest to sce how many of
these students have been able to find and maintain jobs.

Parents have generally been positive about the effects of the project on
their children. The students, on the whole, have also exhibited positive
attitudes 1o placement in the secondary school environment. During the
project, it has become clear that there are many students arriving at high
school from primary school with fewer skills than those exhibited by the
special school students. This anecdotal evidence seems to indicate that the
individual programming at special school does confer some benefits to
students with special needs.

Mere placement of a special school student in a secondary school
environment does not guarantee effective integration. The environment needs
to be warm and receptive and adequate resources must be available to the
school. At the high school, the Special Needs Unit monitored the academic
program of the integrated students and provided developed curriculum units
in mathematics, English and either history or geography for these students.
Mpastomlcatesystaninmcsdmolemwdmatanmdmtsbecameapan
of a warm, supportive, stable group. Much of the success of the integration
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ject can be attributed to the combined effect of support in the academic
and social domains.

The pastoral care system at Townsville High School uses vertical
groupings of 18 to 20 students from Year 8 to Year 12. Students remain in
their groups throughout their secondary schooling, group teachers are
changed as little as possible and groups are operated to provide opportunities
for all students to receive support and develop personal competencies. It is an
excellent system and is recommended to any secondary school contemplating
the integration of special school students.

Discussion

Special schools came into existence because regular schools were unable
or unwilling to make special provision for children with leaming difTiculties.
We must be careful that, in adopting a policy to integrate students with
special needs into regular schools, we do not merely reproduce in the regular
schools the same crnditions which led to the development of special schod 's.
Adequate resources must be provided and regular schools must create
receptive environments for students with special needs.

The integration of special school students at Townsville High School

demonstrates that integration projects do not need to be exhausting affairs,
but can be based successfully on mutual commitment, flexible, informal
administrative procedures and need not attempt to be everything to
eve y.
Townsville High School is more receptive than most secondary school
environment to integration because of its pastoral care arrangements and the
Special Needs Unit. The initial success of the project could therefore be
attributed not only to the flexible administrative arrangements and a strong,
shared focus on self-esteem building as the purpose of the project, but also to
the internal arrangements of the school which attempt to make it a wam
environment for all of its students.

This means that if integration projects of the type here described are to
succeed, there may need to be a fundamental re-evaluation of mainstream
schools in order to create an appropriate environment for the integration of
students with special needs. This promises to confer advantages, directly or
indirectly, upon all students in a mainstrcam school. There are certainly
advantages for students in mainstream schools who may be experiencing
difficulties.
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CHAPTER 10

Teaching in Integrated Seftings:
A Focus on Professional Development

BILL PATCHING
Jomes Cook University of North Queensiond

KEN STAFFORD and PAT BOYLE
City Polytechnic of Hong Kong

Since the passing of Public law 94-142 in the United States in 1975,
much had been written about tcaching ¢xceptional children in integrated
settings. A re-occurring theme in this literature is the perccived mismatch
between rhetoric and reality. Although it is clear that successful intcgration
has occurred in school systems (e.g., Ballard, 1987; Biklen, 1985; Forest,
1987), it is equally clear that, in many instances, philosophical commitment
has not been met by practical outcomes (e.g., Gannon, 1988; Gregory,
Shanahan, & Walberg, 1985; Harvey, 1985).

In Australia one major national review has been undertaken to
investigate intcgration policics and practices (Cow & Snow, 1986). This
review was commissioned by the Commonwealth Schools Commission
which, since the early 1970s, has supported attempts throughout Australia to
integrate students with special needs into regular education scttings. As an
outcome of this review, Gow, Balla, Hall, Konza and Snow (1986), identificd
thirteen factors they considered vital to effective integration. They argue that
these arcas demand further attention.

This paper deals with one of these identified factors; the arca of staffing.
More specifically, it is concemed with (a) reporting the literature on teachers’
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attitudes and perceived competencies associated with teaching exceptional
students in integrated settings; (b) advocating a particular conceptualisation
of professional development for teachers; and (c) presenting basic requisites
needed to facilitate effective professional development.

Teachers’ Altitudes and Competencies

Attitudes and perceptions as psychological entities are functionally related;
attitudes being greatly influenced by perceptions and vice versa. Much of the
research data on integration involve teachers’ perceptions of, or attitudes
towards, the various philosophical and practical aspects underpinning such
initiatives.

These data, which are mainly subjective, represent extremely important
information for two reasons. First, perceptions are a teacher’s interpretation
or construction of reality, and, as such, provide the basis for action. Over
time, continued changes in perception result in the reconstruction of a
teacher’s reality and so form the basis of continued action. Thus, a teacher’s
perception of an innovation, such as educational integration, has a great
bearing upon the success of that innovation. Second, it follows that a
teacher's perception of such an innovation and its implementation greatly
influences his/her attitude toward it. If such attitudes are negative, the
probability of a successful implementation is greatly reduced. Likewise,
positive perceptions enhance the likelihood of successful implementation.

That positive teacher attitude is a necessary prercquisite to successful
integration has been well-documented (€., Brabin, 1985; Espincr, Wilton,
& Glynn, 1985; Home, 1979; Phipps, 1984; Reynolds & Volkmar, 1984;
Sesow & Adams, 1982). However, ever since the integration movemen.
started in the 1970s, there has been evidence to suggest that a large numbcer
of teachers have reported negative attitudes about, and minimal commitment
to the idea of integration (Patching, 1988). In addition, writers in this arca
(e.g.. Hesse, 1977; Keogh & Levitt, 1976; McGinty & Keogh, 1975) suggest
that regular teachers felt they had neither the knowledge about exceptional
children nor the necessary competencies to cope with such children in rcgular
classroom environments. The fact is that most regular teachers are not
prepared for this role. Keogh and Levitt (1976) seemed to . ‘lect the current
state of affairs when they contended that, although legislators and state or
district administrators were enthusiastic advocates and principals scem
mainly positive, regular classroom teachers were frequently ambivalent
towards integration.

Several reports in the literature during the 1970s attested to the benefits
of inservice education with respect to implementing integration. Kcogh and
Levitt (1976) document outcomes of successful inservice education programs
in the state of California, while Harasymiw and Home (1977) present
research results showing modification of both teacher opinion towards
integration, and feelings as to the degree of difficulty of managing the
handicapped in regular classrooms as a result of similar programs.
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A decade later, American writers were proclaiming a similar need.
Leyser and Abrams (1986) maintain there is still a need for additional
training for teachers to cater for integrated handicapped children. Fradd et al.
(1987) reported that all participating teachers in their study Indicated they
felt inadequately prepared to meet the educational needs of handicapped
students. In general these claims concur with the conclusions reported by
Gow et al. (1986).

Three recent Australian studies mirror the American findings. Clark
(1987) studied a group of Quecnsland elementary teachers’ philosophical and
practical attitudes towards integration. He found that teachers displayed a
pattern of positive attitudes and commitment to the philosophy of integration
(reflecting similar findings by Mark, 1980) but that the same teachers were
negative abtaut their practical preparedness to accommodate a child with
special needs in a regular classroom.

Quinn, Sultmann and Elkins (1988), in a statewide survey of Queensland
Catholic schools, found that significant proportions of principals (78.1%) and
teachers (77.6%) indicated positive attitudes 10 the enrolment and education
of disabled children in regular schools; but stressed the prerequisite need for
the provision of material resources, professional staff development, and
specialist support services.

Parmenter and Nash (1987) undertook an investigation into the attitudes
of teachers and parents in the Australian Capital Territory toward the
integration of children with a moderate intellectual handicap. They found that
teacher attitude was related to quality of interaction with special children, the
more positive the interaction, the more positive the attitude. One of the
carmarked concems stated in the study was the lack of specialist training of
regular teachers and their subscquent lack of knowledge of the needs of
handicapped children. Data from a recent British study (Mepsted, 1988)
support these findings.

In summary, three main points can be extracted from the research cited in
this section, These are as follows:

1. Teachers' attitudes towards integration are mixed.

2. In general, teachers feel they lack the needed competencies for
teaching special children in integrated settings.

3. There appears 10 be a definitc need for staff development for teachers
to function effectively in integrated scttings,

A Concept of Professional Development

The essence of this se “ion is to present some basic theoretical underpinnings
that the authors believe are essential to effective professional development.
By “eftective” it is meant that, as a result of professional development,
regular classroom teachers enhance their instructional effectiveness so that
classroom outcomes (both process and content) match aims ar. intentions
with respect to teaching, in this case, in integrated settings. In order 1o focus
on the nature of professional development, the section examines: (a) the ideas
of teachers as objects and teachers as subjects (Miller, 1980); (b) differences
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between inservice education and professional development (Stafford &
Boyle, 1990); (c) the notion of teacher empowemment (Smyth, 1985); and
(d) the development of pedagogical intelligence (Rubin, 1989).

Teacher os object/Teacher as subject approaches

Traditionally, Australian inservice education provisions for tcachers have
been provided via a “top down” approach. That is, most programs have been
established and administered at a system’s levels, especially when it is
considered necessary to implement an educational change such as educating
exceptional children in integrated settings. This inservice approach enables
effective resource management, but one must question whether it results in
the development of effective pedagogical practices and professional
autonomy.

According to Dempster (1989) current thinking on improving teaching
has shifted away from programs imposed on teachers by others (innovation
focussed) to those enacted by tcachers themselves (action focussed), away
from the administratively popular inservice education towards personally-
oriented professional development approaches.

Miller (1980) had previously highlighted the issue by analysing the ways
in which the improvement of teaching was discussed in the literature and
treated in practice. She drew a distinction between the ideas of teachers as
objects and teachers as subjects, and suggested that such a distinction
provided a framework for thinking about improve ing teaching effectiveness.

The Teacher as Object Approach: An assumption of minimum
competency. Central to the teacher as object approach is the belief that the
teaching process can be sub-divided into small identifiable sections and that
acceptable levels of performance in each subsection can then be
predetermined. Such a concept accepts that teachers adjudged to be below
minimum competency in particular sub-sections subscquently become the
targets of special programs. These programs are sponsored by centralised
authorities and are disseminated generally without serious thought as 10 the
particular audience or their specific needs. Further, the programs are assumed
to bring about improvement per medium of experts who offer planned
experiences in a variety of environments usually separated from specific
classroom situations. From the point of view of iniiiating, planning and
running these programs, this concept assumes teachers to be passive
recipients of structured programs planned and offered by others outside the
reachers’ frame of reference. Teachers become nothing more than the objects
of others’ intentions and actions. They certainly are not in control of their
own development and growth. Such an overall program, and the environment
likely to be generated by it, are not conducive to the development of teacher
autonomy.

The Teacher as Subject Approach: An alternative fo teacher as object.
This occurs when teachers themsclves become the initiators of their own
development and growth. They become the subjects rather than the objects of
programs. The assumptions surrounding becoming aclive in the process
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become the major departures from the teachers as objects approach. With the
teacher as subject approach there is a sense of ownership; of the programs
belonging to the participants. The problems, which are the focus of
programs, are relevant to, and are perceived to deal with, issues that are
significant to individual teacners. Whereas the teacher as object orientation
emphasises maintaining minimum acceptable standards, the teacher as
subject approach is focussed on continually raising the individual's
standards. Miller argues that this latter approach enables the process of
“mutual adaptation,” which assumes that “teachers are subjects who arc
engaged with other subjects in activities of assessment, trial, modification,
retrial, implementation and evaluation around issues of materials,
organisation, and instruction” (1980, p. 160).

Differentiating inservice education and professional development

Stafford and Boyle (1990) maintain that the conceptual distinctions between
teacher as object and teacher as subject approaches illustrate the differcnces
that are apparent between inservice education and professional development.
Those programs aimed at effecting change in teaching by an inservice
education model are based on the teacher as object concept of improvement.
Such approaches typically assume some degree of teacher deficiency and
subsequently recommend centrally organised and administered programs in
skills, content or methods to overcome the deficiency. Again, inservice
education models, by focussing on these skills, content, and methods, bring
about a degree of conformity among teachers. In effect they reduce teachers’
options and alternatives. Consequently, there is a supportable argument that
inservice programs detract from, rather than add to the autonomous
development of teachers. Such an argument is based on the fact that the
process of planning and implementing inservice education programs separate
tcachers from control of their own professional situation—a phenomenon
commonly identificd as a significant cause of alienation among the members
of any profession.

Professional development practice is based on the teacher as subject
approach. It assumes that individual teachers accept responsibility for their
own development. It does not assume a deficiency in the person but rather
that, in order to overcome the journey to obsolescence about which Rubin
(1975) spoke, there is a need for individuals to equip themselves to effect
change. The assumptions are for them to increase, not decrease, their range
of teaching alternatives, to accept responsibility for their own professional
improvement rather than to rcly on others, and 1o increase continually the
scope and quality of what they do rather than aim at achicving minimum
acceptable competency in a range of skills identified by others. In other
words, the professional development approach assumcs that in regards to
their teaching, teachers become reflective, adaptive professionals.

Traditionally, programs aimed at improving teaching usually have been
based on inservice teacher as object approaches. The use of this type of
approach, together with the messages it sends, certainly will have contributed
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10 many of the negative reactions teachers display towards the very idea of
questioning their teaching competence.

Teacher empowement, pedagogical infelligence and professional
development

Teacher empowerment. Professional development based on the concept of
teacher as subject places the control for action to improve the gquality of
teaching directly with the individual teacher, This is akin to what Smyth
(1985) refers to as empowerment, a concept which

amounts to enabling teachers to develop ways of framing their own
problems, dialoguing and working individually and collectively on
defining and uncovering other possibilities. while working towards
obtaining the resources necessary to effect change. This is quite different
from endeavours where teachers have been required to lift their game by
means of inspection and evaluation. (p. 180)

Empowerment is the focus of teacher as subject approach. It does not
stress the need for “reskilling,” nor does it reinforce existing feelings of
“powerlessness, docility and subservience” (Smyth 1985, p. 181)—features
that result from current inservice education programs reflecting teacher as
object values. With teacher empowerment, initiatives exist with individual
teachers, the issues are individually relevant, the emphasis is on effecting
change rather than being restricted to improvement of existing practices, and
standards are not arbitrarily imposed.

Smyth’s message in this is clear enough. Rather than strategies that treat
teachers in demeaning ways as passive consumers of somebody else’s
knowledge, what is needed are forms of professional development that
actively endorse what is already known about how tcachers hold and use
knowledge, and about how they actually leam.

Pedagogical intelligence. Louis Rubin (1989) has strongly defended the
concept of ‘pedagogical intelligence’. He insists that it is not what expert
tcachers do, but rather the ways in which they decide what to do that makes
the difference in instructional effectiveness. The latter is a function of
pedagogical intelligence. The following statements summarise his
description of the concept:

« It is the ability to facilitate significant learning with maximal
efficiency.

» It consists of a particular amalgam of aptitudes, stemming from other
forms of intelligence which can be cultivated and enlarged.

» It nccessitates not only a consummate understanding of the classroom
milieu but also a prescience that evolves over time.

« It develops through confronting instructional dilemmas and employing
appropriate solutions which henceforth become instructive. It is, there-
fore, acquired primarily in the work place. (Rubin 1989, pp. 32-33)

Rubin maintains that pedagogical intelligence can be enhanced through
professional development. Among other means, he stresses the importance of

1°C



Professional deveicpment 123

self experimentation, collaboration, and the employment of “various kinds of
stimuli for encouraging reflection, situational analysis and the cumulative
storing of insight” (Rubin, 1984, p. 33). These features were almost
identically mirrored by Clark and Peterson (1986) when they stated
The maturing professional teacher is one who has taken some steps
towards making explicit his or her implicit theories and beliefs about
learners, curriculum, subject matter, and the ‘eacher’s role ... has
developed a style of planning for instruction that includes several
interrelated types of planning and that has become more streamline and
sutomatic with experience ... attends 1o and intently processes academic
and non-academic sociocognitive events and cues; ... [are developing]
the confidence to depart from a planned course of action when they judge
that to be appropriate; ... reflect on and analyze the apparent effects of
their own teaching and apply the results of these reflections to their
future plans and actions. In short they have become researchers on their
own teaching effectiveness. (pp. 292-293)

Furthermore, the importance of self and collaborative reflection on teaching
practice as a major component of professional development is also stressed
by Smith and Schwartz (1988), Brandt (1986), and Stafford and Boyle
(1990). In sum, there is strong advocacy for the instigation of professional
development programs that facilitate the empowermeni of teachers to
enhance pedagogical intelligence—a position supported by the authors.

Requisites to the Facilitation of Effective Professional
Development

To allow the conceptualising of pedagogical intelligence to become reality,
certain requisites are necessary. There are obviously many, and they range in
their degree of saliency in facilitating the process. The authors have chosen
those requisi.=s believed to be more important, especially in initiating the
type of professional development that has been detailed throughout this
paper.

The recommended requisites are:

1. Extinguish old habils

What teachers are is a function of conditioning. This is a result of
associations teachers have made with, for example, their own school's
policies, peers, training institutions, activities, and institutions. As a result,
many of the attributes of teachers (e.g., attitudes, teaching routines) are
habitual. Three that nced to change are listed below.

1. Current expectations about the provision of traditional “top down”
inservice programs. There is a need break the notion of “They need to
provide ... " so often believed by teachers. This is not a statement of blame
targeted at teachers. Rather, the system has conditioned them to think in this
manner.
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2. In the context of integration, there still appears to be the dichotomy
of regular versus special children in classrooms. Accompanying this is the
notion that different teaching techniques are needed for each group. There is
a need for a change in these perceptions, with teachers being encouraged to
focus more on generically effective teaching per se, rather than feeling the
need to employ special methods for special groups.

3, Traditionally, special educators concentrate on the special education
literature, while regular educators concentrate on the regular education
literature. Again, in the context of integration, there is a need to break these
habits and encourage a widening of the literature base for all teachers.

2, leadership

Smyth (1985) stressed the importance of leadership in the quest for teacher
empowerment, If staff development is 1o be teacher initiated and controlled,
the role of leadership at both the school and system level, needs to be one of
facilitation. This would include being non-coercive and non-judgemental of
existing teaching practices, which »ccording to Smyth, does not exclude the
adoption of an enquiring and critical attitude. He also advocates the
foc issing on issues of immediacy and practicality for teachers, since he
maimains that theories emerge from practice.

Because leaming is ultimately an individual responsibility, Wildman and
Niles (1987) believe that school leaders should promote self-sufficiency in
teachers, and professional development enterprises should reinforce the idea
of independent teacher learning. They also stress the importance of the
leadership role in stimulating teacher exploration and sclf-research in an
effort 10 reduce teacher anxiety and/or uncerainty, rather than directly
supplying an answer.

It is obvious that the role of leader is extremely important in the
professional development enterprise. As well as being an on-site facilitator,
leaders are crucial in the supply of, for example, critical personnel, resources,
and access 1o a range of sources of expertise.

3. Recognising the imporfance of reflection

Many writers have stressed the importance of rrilection on practice in the
improvement of teaching (e.g., Clark & Peterson, 1986; Brandt, 1986; Rubin,
1989; Smith & Schwartz, 1988; Stafford & Boyle, 1990). Reflection involves
the processes of discovering problems, inventing and implementing
solutions, and evaluating their effectiveness. Reflection is one of the major
components that distinguishes between the traditional “top down” inservice
education perspective 2.d the professional development approach with its
emphasis on teacher empowerment. By way of example, Smith and Schwartz
(1988) outline an intervention workshop procedure designed at having
teachers improve their teaching by reflecting on practice.

Participants were requested to (a) identify a problematic situation of
some importance; (b) generate data about their actions in the situation and
their interpretations of those actions; (c) build a diagnosis of the problem

no
T -



Professional development 125

which makes the underlying reasoning explicit and organise it into an action
map; (d) develop, refine, and expand the initial diagnosis; (¢) move from the
diagnosis to the invention and production of new actions to solve the
problem; (f) examine these new actions and surface any inconsistencies with
values and belief: (g) consider alternate ways of thinking about, and acting
in, problematic situations in order to promote more effective problem solving
and leaming.

The authors believe that reflective practice procedures such as those
described above could be adapted and used in many aspects of professional
development with respect to improving teaching effectivencss in integrated
settings.

4. Collegial inferaction

As implied in much of this paper, collegial interaction is a fundamentally
impostant element in the professional development picture. Several writers
have stressed the importance of collaboration in improving teaching. Smith
and Schwartz (1988) view it as essential in their model of Reflective Practice
Intervention. Smyth (1985) argues the importance of what he terms
“responsive inservice education” and often termed clinical supervision in the
literature. The centre piece of this form of professional development is
conferencing (i.e., collegial discussions) between a teacher and a trusted
colleague. It occurs both before and after a lesson is taught. Wildman and
Niles (1987) cite research evidence attesting to the imporiance of
collaboration based on a range of outcome variables, but wam that freedom
to direct one's own leaming is a vital aspect of it. “Collegial groups must be
flexible in their composition and purposes. They must form and disintegrate
based on the needs of individual teachers ... and it is the teachers who must
decide on the specifics of their collaboration” (Wildman & Niles, 1987, p. 8).

Conclusion

In this paper the authors have sought to highlight teachers’ attitudes towards
the teaching of exceptional children in integrated settings; the powerful
advocacy that exists for professional development programs that reflect the
notions of teacher empowerment and pedagogical intelligence, and some
requisites for the facilitation of such programs.

In a real sense these comments are not new. They have been said before
in different places by different authors. What is so disappointing is that the
implications 1o be drawn from such comments are taking so long to effect
what is happening to teachers and children in classrooms. There is a need for
those who are responsible for the introduction of innovations such as
teaching exceptional children in integrated scttings to recognise the impact of
these innovations. Teachers are well-justified in asking how long it will be
before policy makers recognise the need to involve those who implement
innovations in the earliest stages of innovations, including the identification
of arcas of concern and the means to overcome these concems. When
responsible people fail to do this they create an environment in which
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practitioners are not motivated to identify significant problems, to develop
appropriate options and techniques continuously, or to be critical of their
own professional performance in overcoming the problems. Rather than
nurturing the reflective professionals, Clark and Peterson (1986) suggested
that a failure 1o recognise the legitimacy of teachers’ stakeholding in what
happens in the classrooms will inevitably lead to teacher alienation and
disenchantment.
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CHAPTER 11

integration of Young Chiidren into Regular
Early Childhood Seftings:
Management of Staff and Parents

ROGER A. BAXTER and BARBARA LEE CRICKMORE
Education Management Systems Ply Ltd.

Access to educational and related support services at the carlicst
possible time has been recognised as importait for young children with
disabilities (Bricker, 1986). The rcasons for such scrvices in carly childhood
settings have been identified as an opportunity to deal with problems at a
stage when they may be least clouded by other issucs of development; before
the disability is compounded by cumulative deficiencics; and reducing the
opportunity for the child to develop inappropriate social behaviours (Lewis,
1990). It can also provide support for parents at a time¢ when they may not
have fully developed their own coping skills.

In an carlicr paper, Baxter (1988) concentrated on the program and
impact of intervention for the child with some reference to the reaction of
staff and parcnts. Since then we have had the opportunity to contemplate the
wider issucs of support and management of parcnts and staff. Both are seen
as crucial 1o successful intervention programs. In this paper we discuss some
of the arcas and cxtent of such management, highlighted by the previously
documented case examples. They will show that integration involves morc
than just classroom programming for the child with disabilitics.

Current Themes in Integration cditcd by Adrian F. Ashman
©1991 Fred and Eleanor Schonell Special Education Rescarch Centre
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Earty Childhood Settings

The integration of children with a variety of disabilities is not uncommon in
early childbood settings. Building regulations for preschools and child care
centres usually provide environments that emphasise physical safety and are
relatively easy to supervise. The staff often include registered nurses in
addition to child care workers and teachers who have been trained to work
with very young children who are not expected 1o be self-sufficient. In many
cases successful integration is equated with the staff’s time and ability to
cope with the additional workload that children with disabilities are
perceived to generate. The suitability of the building may also be considered
which Ieads to a point where integration may be * ... confused with physical
location and often discuss in terms of specific situations rather than in terms
of the whole life style of children” (Florck, 1986, p. 52).

The Parent

A child with a disability can evoke a form of the grieving process in parcnts
and others close 10 the child. Although this may eventually be resolved to
varying degrees by the adults, the feelings of gricf may intensify periodically,
This occurs at various stages of the child’s development: being stimulated
when disabilities are emphasised (Winkler, Waslow, & Hatficld, 1981). Such
grief may not always manifest itself in open distress, but the scnsitivity of
staff 1o this is essential if an integration program is to succeed.

The degree of parental acceptance of the child’s handicap plays an
important part in the working relationship with staff. Apart from the obvious
extremes of distress or denjal the parent attitude may be categorised into onc
of five general positions;

« those who have accepted the disability and can effectively cope with

the child and their long-term needs;

» those who are trying to accept the child’s disability and are attempting

1o cope with their new situation;

» those who cannot really accept their child’s disability and believe that

he or she will eventually “get better”,

 those who belicve their child will never be able to function

independently and resign themselves to care for their child as long as
they live; and

» those who cannot cope and delegate the care of their child to others

(Crickmore, 1991).

The Staff

The staff must also recognize the possibility of encountering negative
emotions about integration of disabled children within themselves. These
may be directed towands themselves, other staff members, and/or the child’s
parents. White and Phair (1986) have identified eleven such feclings
including anger, guilt, fear, defensiveness, fatalism and exhaustion. It is
important to realize that such feelings, while not panicularly productive, are
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relatively normal. Once recognized, they can be countered. Staff should be
made 1o feel that it is better to express the feelings they hold rather than keep
them hidden. This is where colleague support and staff discussions are
essential, It may also be appropriate to involve outside professionals and the
parents in some of these sessions. Only when we feel comfortable with
ourselves and the situation can we make the appropriate decisions.

Some aspects of the importance of recognizing and coping with aspects
of staff and parent feelings are demonstrated in the following case exampics.

Case Example |

Jason was enrolled in child care at the chronological age of 3 years and
6 months. He was not walking or talking and from information provided by
his mother, at the time of enrolment, he had been assessed as functioning at
the level of a 2-year-old. Our reaction, which was probably typical of many
unfamiliar with the wider concepts of integration, was to concem ourselves
with “fitting” Jason into the setting. We wanted to make sure that we could
cope without other children in the group being neglected (Bricker, 1978).
After some consideration of child related factors, Jason was placed in a small
group with 2-year-old children.

We were cognisant of all the usual social and emotional factors and took
into account that Jason was an only child of a single mother and had limited
social contacts with children of his own age. We were delighted, therefore, to
find that he separated from his mother without trauma and accepted the new
environment with both curiosity and good humour. This positive social and
emotional reaction enabled us to concentrate on adapting the room and
program 1o his disability without disadvantaging the other children in the
group.

Naturally we wanted to help Jason’s development. A considerable
amount of planning time was devoted to staff discussions about ways to
extend his abilities without pushing 100 hard and without over attending to
him at the expense of other children in the group. In this regard no specific
individual program was introduced for him that would set him apart from the
group, although concessions were made in relation to some physical
activities.

In the following months Jason started to walk, atbeit a little unstcady, but
he was still not talking. His social skills developed and he was moved from
the 2-year-old group to a room where the children were nearer his
chronolo ical age. He accepted this well and we were feeling very positive
about his progress when, without waming, his mother withdrew him from the
centre. She explained that she had found a place in a special school which,
she said, would be better for him.

In a situation like this, it is easy 10 feel defensive about loosing a child.
We had made a lot of effort 10 accommodate Jason's needs and had seen his
progress in many areas of development as small but very positive signs of
successful integration. However, on reflection, it became quite obvious that
we had made some basic errors: we had insufficient knowledge about the
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concept or complexities of integration as it related to Jason’s mother, and our
preconceived attitudes had tumed his disability into a great handicap than she
perceived it to be. She belicved her son could make faster progress than he
had because we had set goals for a lower standard of achievement. She may
well have been right, but had not felt sufficiently comfortable about
discussing this with the staff and resolved to move him away.

While the level of communication with her had been within a normal
range for the centre’s parents as a whole it had not met her needs which (we
had not realized at the time) were greater than for other parents. From
experience we knew that many parents feel guilt for placing their children in
care and often resented enthusiastic staff accounts of the child’s progress in
their absence. We had assumed that she would react in a similar fashion and
so we attempted to integrate her by not over emphasising direct contact about
Jason’s program and progress. Instead, we responded whenever approached
but, in the main, left the initiative with her. To this day we think our
approach to planning for Jason within the early childhood environment was
comrect. We had simply misread his mother’s signals and failed to react
appropriately.

The degree of acceptance is likely to influence the parent’s attitude
towards care and education programs. Sometimes it is necessary to convince
a parent that higher skills can be achieved. Conversely, it may be a matter of
providing the opportunity for a parent to advance a program which staff have
prepared. Even when distressed, a parent with considerably more knowledge
of the child may have more realistic expectation and goals than relatively
inexpericnced early childhood staff. At the very least these views should be
included in programming decisions.

Actively encouraging parent involvement in some areas of decision-
making can lead to more successful integration of the child although much
may depend on staff attitude to varying levels of parcnt input. There is a fine
line between positive contributions and interference. Crossing that line can
generate defensiveness in some staff (White & Phair, 1986).

Nevertheless, involvement certainly has the potential to widen the
parent’s perception of our work in eariy childhood and, with appropriate trust
building, allows more sharing of information and a closer working
relationship between all adults involved. This may be panticularly beneficial
10 the centre as a whole,

We like to think that we have leamed something from the experience,
Certainly, since Jason, we enrolled a number of other children with
disabilities and recognized the broader implications of our work. We made
use of this in relation to Matthew although he did much to further our
education.

Case Example 2

When we enrollcd Matthew, we were much more aware of the role we were
expected to play. The only child of a young single n.other, he was 2 ycars
9 months when he started at the centre and had litde language development.
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His appearance was markedly different from the other children in the group.
Both feet were clubbed and his arms and legs appeared shorter in relation to
his body. His mother told us that he had undergone preliminary extension
surgery to correct Diastrophic Dysplasia. With the aid of thigh-to-toe

sis on both lege, he was reasonable mobile. She appeared accepting of
his condition and the prognosis for the limitations on his future lifestyle. To
this extent she had determined to make the best of it for them both by
enrolling herself at University and placing him with us at the University
Long Day Care Centre.

Bemnledinwmemuﬁneofmegrmpquitewellmddisplayedsomeof
the usual social skills expected at his age. The other children were fascinated
by Matthew’s prosthesis, particularly when they were removed for rest time,
There were always willing and curious young helpers 1o assist putting them
back on him when he awoke. This actually provided excellent opportunities
for promoting interaction between Matthew and the other children.

Direct teaching with the support of specific peer models has been an
effective and economical procedure. If the intention is to utilise peers 10
reinforce prosocial behaviours, then small groups of three or four children are
suggested for the “structured” sessions. The members of this sized group can
be selected to support your goal (Charlesworth & Hartup, 1967). Researchers
have reported than more imitation takes place if the models are the same sex
and are perceived as older than the target child. The imitation will also be
more effective if models are seen to be rewarded for appropriate behaviour.
Similarly, imitation of inappropriate behaviour can be decreased if models
are seen to be penalised (Hartup, 1978)

Working with a young child with such obvious physical disabilities,
. delayed development in speech and possibly other areas, also aroused
emotions in some staff. There was sadness about the circumstances of the
boy brought about by no fault of his own; degrees of overproiection; and
even anger directed at a perceived lack of attention to the child. These had to
be discussed, accepted, and minimized as barriers to positive action for
Matthew while in the program. Once settled into the room, however, his
behaviour then gave rise to different emotions amongst staff and other
parents.

Although his previous play experiences with nieces and nephews may
have helped him settle in the centre it did not equip him with any tolerance
for sharing. Whether his previous play experiences had been negative in this
regard was not known but his sense of ownership of toys and equipment was
very strong. Added to this was his lack of mobility which did not permit him
{0 react at any great speed to the thefi of his toys by other children in the
group, and his lack of language prevented any meaningful verbal response.
Therefore, he developed his own counter-insurgepcy skills: a disfiguring
combination of teeth and nails.

Working with the disabled child’s parent is one thing. Trying to explain
the bites and gouges to the parent of a damnaged, previously nondisabled,
child is a separate affair altogether. While some parents are quite willing to
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accept such events as “par for the course” others are definitely not! Here,
again, emotional reactions had to be talked through. Concemns for the
physical safety of their own children, combined with a fear of not really
understanding the disability, resulted in considerable anger in some
instances. The lesson leamed from this aspect of Matthew’s enrolment was
communicate to all parents: do not concentrate on the disabled child’s
parents to the exclusion of others; programming for integration should not be
a secret; let everyone know what is happening, why, and what the possible
short-term consequences may be. Not that it is possible or really desirable, to
predict physical damage, but a subtle warning can at least minimize the
shock that comes from surprise.

Constant communication was maintained with Matthew’s mother. We
always made a point of reporting progress and discussing our plans for her
son including curriculum content and teaching methods at every stage. This
information was presented in a manner which provided her with the
opportunity for questions and input, although she seldom took advantage of
this. Whether she really did accept Matthew’s disability and had come 10
terms with it, or whether she had actually developed a technique for ignoring
it remains unanswered. At times this prompted feelings of anger, frustration,
and even fatalism amongst staff, With careful management, however, these
remained under control.

As a result the working relationship between staff and Matthew’s mother
has been a close one which has contributed to a very successful and
satisfying integration program. The year proved highly successful for
Matthew on three fronts: his language started to develop; his biting and
scratching ceased; and with his mother’s agreement he was enrolled in a
special play-gym group which resulted in a dramatic improvement in his
physical abilities.

In addition, the success of the integration manifest itself not only in the
way the other children in Matthew” s group have accepted the boy, but in the
various ways they have benefitted from his presence. First, they have gained
a very positive experience of being with someone who is visually different
and working through some of these differences intellectually. Second, we
believe that many of the parents have also gained new perceptions of their
own children and children with disabilities through the classroom
interactions and the stories they have promoted.

Our experiencs with Marthew provided further leaming experiences for
the staff which added to our growing knowledge base about how best to
provide genuine integration with children with special needs. This base was
considerably broadened by Sally.

Case Example 3

Sally, a premature baby, suffered an intra-ventricular haemorthage at 6 days
of age. Hydrocephalus developed and after another bleed a shunt was
introduced at four weeks. Brain damage was neither confirmed nor
dismissed. Some paralysis was suspected and weekly physiotherapy was
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carried out for most of the first year of her life. A 20% convergence was
diagnosed in the left eye and, ia addition, (but quite unconnected) she
underwent a double hernia operation at 18 months. The totality of this
experience had a profound impact on her social and emotional development
and on her parents’ ability to deal with the trauma.

Sally came to us at 10 months of age mainly as respite care for the
mother. As the parents said, “Sally is a bit of a worry.” Staff were briefed
about the shunt, the eye, dangers of her falling, being hit on the head and a
number of other medically related matters, the most notable of these being
the family history of a degenerative mental affliction, newly apparent in a 6-
year-old cousin.

We had some doubts about coping with Sally. It would be fair to say that
we felt a certain degree of fear and desire to overprotect. We began to be
beset by the “what if ... ” syndrome. The mental and physical state of the
parents did little to encourage enrolment of the small girl. After all, accidents
do happen. Research has shown that in child care, toddlers suffer the greatest
number of accidents and that head injuries account for most of them. Even a
glancing blow to the staples holding the shunt may have dire consequences.
However, another talk to her parents convinced us that we could not deny the
needs of the parents and to take Sally in for a regular two days a week,

Sally was indeed a “bit of a worry”, but not quite as we had expected.
She walked at 11 months and quickly demonstrated a total lack of any fear in
running down slopes, jumping off tables, climbing whatever she could, and
hiding in small places. She was also very articulate for her age and, despite
the high decibel level, used her speech to indicate some remarkably well
developed cognitive abilities. This had the effect of keeping us on our toes
both physically and verbally. It was quite obvious that their was no need for a
special program to aid her development. In fact, at times when her level of
risk taking exceeded ours, it was necessary (o hold her back.

The major part of this integration effort was aimed at the parents. They
demonstrated considerable sadness about the child’s circumstances as well as
anger for their own inadequacy in coping with her. QOverprotection was
mixed with frustration at the difference it had made to their lives and their
relationship. Not that they did anything other than the best for the cl.ild but
iong-term exhaustion combined with doubts and guilt about their abilities to
cope, were obviously taking their toll.

These had to be talked through in the context of the integration program
and life in the early childhood setting, over many sessions. The greatest
danger, as we perceived it, was to find ourselves in the roles of counsellor of
psychologist for which none of the staff were trained. Fear of saying the
“wrong” thing to a parent compounded the growing exhaustion of coping
with a very active but fragile ch’'d in an environment with many other
children—all with individual needs. In this situation management and
support of staff are essential to the successful outcome of such integration

programs.
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Conclusion

The three case examples mentioned above exemplify some important
learning experiences. The presence of the children in the centre stimulated
discussion, research and literature searches over a period of several years.
There have been many more children with special needs enrolled and each
one has raised issues and concems requiring considered decisions and
solutions. To many people working in the early childhood field the questions
may not be new but we have come to believe that the true value of the

. answers lies in the process of uncovering them.

That process of dealing with young children with special needs in the
preschool setting includes a need for empathetic management of the staff and
parents involved. It requires a high level of communications between all
staff, all parents, and consulting professionals. The process also requires
provision for involvement of the parents of the child with a disability in the
planning and implementation stages of the integration programs.

Above all, perhaps, it requires staff to understand the effects a child with
disabilities may have on the parent or parents of the child. It also requires
staff to as~=ss their own feelings and attitudes about the parents, the child,
and themselves and to develop strategies for coping with them—strategies
that should be supported as part of the overall management of an integration

program.
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CHAPTER 12

A Model for Providing Specialist
Therapy-Support Services to Children with
Physical Disabilities Who are Integrated Into
Mainstream Schools in City and Rural Areas

TIM ZIERSCH, PAULINE McGREGOR and YVONNE BRAYBON
Regency Park Centre for Young Disabled, §.A.

The Regency Park Centre for Young Disabled is a division of the
Crippled Children’s Association of South Australia and has as its main
objective the provision of comprehensive services to young people in South
Australia who have physical disabilities. The Centre is situated 6 km from
the centre of Adelaide and includes preschool to secondary school
educational programs plus a range of rehabilitation services.

The literature contains many definitions of integration with varying
emphasis on educational and social factors. Within Regency Park Centre,
integration is scen broadly as placement in the most appropriate educational
and social environment, in a setting (or settings) that maximise the
opportunity for children to achieve skills necessary for optimum quality of
life. This approach encompasses the concepts of educational integration
(mainstreaming) and also incorporates the broader social aspects of
community integration (Hegarty, Pocklington, & Lucas, 1981; Home, 1982).

Early Integration Attempts

In the carly days of Regency Park Centre the educational options for students
in South Australia who had physical disabilitics were limited to either the
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Centre-based programs or mainstreamed local school placement. Students
who were mainstreamed (i.e., who attended local school full-time and in a
regular classroom program) returned to the Centre to have their therapy
needs met—this represented the extreme ends of what can be considered to
be the integration continuum,

At that time, the students who were involved in mainstreaming were
mostly of primary school age and generally had minimal disabilities. Support
for the student, family and school! staff was very limited. There was one
peripatetic teacher employed to assist students with physical disabilities in
South Australia and therapy staff at Regency Park Centre were funded to
provide services for students at the Centre together with some Centre-based
outpatient therapy.

For these reasons, the planning of transition from Regency Park Centre
to local placement left much to be desired in terms of student and family
preparation and local school staff involvement. In many instances, student
placements were unsuccessful and the only aliemative was for students to
return to the Centre-based program.

integration Initiatives

Over the past few years, pressure to integrate children with physical
disabilities into regular classrooms has been mounting from parents, the
Education Department and from the various Govemment bodies involved in
the funding of therapy and support services. This resulted in the development
of a range of integration options, with varying degrees of Regency Park
Centre and local services involvement. As part of this process, it has been
necessary to consider options for the range of ages and for the different types
and degrees of severity of disability within the student population.

Group integration

There are a range of group integration programs. There are those in which a
group of students who attend Regency Park Centre also attend a preschool or
school near the Centre for a short period (half day to two days) on a regular
basis (weekly or fortnightly). They are accompanied by Centre staff who,
with them, participate in some activities with a particular preschool or class
group. The main purpose of this type of group integration is generally to
provide the opportunity for social interaction with nondisabled peers, while
educational considerations are minimal.

There are other programs in which group of students, together with
Regency Park Centre staff, attend a primary or secondary school for the
majority of the school program. Individual students ar¢ placed in class
groups, as appropriate, and participate in both educational and social activity
within the school.

Partial infegradion
Another type of integration option which has continued to grow has been
partial integration with options ranging from those in which a student attends
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a Regency Park Centre program for the majority of their time (with one or
two sessions per week at a local school or preschool, mostly for social
purposcs) to those in which the students attend their local preschool or school
for the majority of their time, with minimal Centre staff involvement. In most
instances, partial integration is a stage in the transition from Centre-based to
full time mainstreamed placement.

Service Development Principles

In the process of developing a range of integration options, several principles
have emerged as being important to the success of the program for each
student, family and local placement. These principles are as follows:

» well-planned and monitored integration can be a positive experience
for children who have physical disabilities;

« supportive services are required if integration is to be maximized;

» services are best provided locally and, if possible, within the school
grounds or classroom setting;

» regular reviews of students’ integration progress is essential to ongoing
SUCCeSS;

» any supportive system of servicing should have inbuilt flexibility to
accommodate the changing needs of the students involved;

» local control of the integration program (or joint Centre and local
control) is desirable as it means that services are more likely to meet
the specific needs within students’ environment; and

+ parent/consumer representation in any program decisions is critical.

Adelaide Hilis Oufreach Service

This program had its beginnings in the interest shown by a group of
enthusiastic parents from the St. Catherine School. They either already had
their child with a disability at the school or sought their enrolment. All were
determined to ensure that therapy support was available for their children in
such a way as to enhance their integration with other children at the school.

The parents initially began by meeting with the school staff and
clarifying their interests. Staff then invited representatives of the Regency
Park Centre and the Catholic Education Office 1o join further discussions.
Joint planning began toward the end of 1986 and by March 1987, a pilot
program began. It aime. 0 proviue supportive input from Centre
professionals to students with disabilities already in the school (and to one
student who, at the time, was about to begin attending the school). The initial
plan was intended to be the model for the eventual extension of the service 10

ing schools in the Adelaide Hills arca.

In the early stages of development, 8 program management team was
established. It included parent, local school, Catholic Educaticn office and
Regency Park Centre representatives and was responsible for developing the
appropriate policy and procedures and the overseeing of implementation. The
Program Management team meet, as required, at the request of local school
stafT.
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The St. Catherine's Facllity

St. Catherine’s is a Catholic co-educational school for primary aged children
from Reception to Year 7, located at Stirling in the Adelaide Hills. The
school has approximately 200 students enrolled, all predominanty of
Catholic denomination. The school is built on several levels and, while some
ramps have been installed, there are some areas only accessible by steps. The
school is serviced by the Metropolitan Bus Service on an infrequent
schedule, It is located approximately one kilometer from the township of
Stirling, which is adjacent to the South Eastem Freeway, and is located
approximately 20 km from the City of Adelaide.

Siudents invoived in the program

The following three brief case studies are typical of the difficulties
experienced by students attending St. Catherine’s school.

One girl who was aged 9 years was diagnosed as having L. hemiplegia.
She walked well but with an uncoordinated gait. She could also run and,
therefore, her mobility around the school year and the classroom did not pose
a major problem. Due to her hemiplegia, she has difficulty using her left
hand and had some specific leaming difficulties. She was already based in
the St. Catherine’s School at the inception of the program, having been
enrolled by her parents afier moving into the area from Adelaide. '

A second child was a 6 year old boy with a diagnosis of cerebral palsy
(L. hemiplegia). His hemiplegia mainly affected his right leg and this meant
that he experienced numerous falls at school. However, he was intellectually
quite bright although he has some difficulties with writing. He commenced at
the school just prior to the beginning of the program at St. Catherine’s.

A third child was a girl aged 6 years who was diagnosed as having
congenital hydrocephalus with associated developmental delay. She had
epilepsy and neurogenic bladder and bowel problems. She required a bowel
management program and was also catheterized 3 hourly. At school these
catherizations were performed by the Community Based Nursing Service.
The girl was capable of walking but her mobility was slow and deliberate and
she needed more space than other children. Intellectually, she had
considerable concentration difficultics and associated leaming difficulties.
Her parents’ priority for integration had always been for the social benefits
rather than intellectual gains, She commenced integration on a part time basis
after the program at St. Catherine’s began and, following two terms of such
attendance, is now attending on a full time basis.

What the Distant Annexe Development Program involves

The program has several distinctive features.

Therapists and peripatetic teacher visits. Whereas integrated children
usually have a need to attend the Centre either after school or during school
holidays to obtain supportive physiotherapy and occupational therapy, this
model involves the provision of these services on site, the aim being to
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maximise the sense in which the children are integrated into the local setting.
From the beginning, the input was planned 1o occur within the classroom,
rather than in a withdrawal room at the school so that the time that children
spend out of a classroom can be minimized. This practice ensures that the
therapists’ input assists the children to function more effectively within the
classroom than previously and that they arc integrated with other children.

There has also been an attempt to have the therapists’ input be as
unobtrusive as possible by explaining that the therapist is present to help all
children generally rather than just the child who has a physical impaimment,
This means that the therapist might be involved with a group of students
which would include the student with disability, rather than spending
individual time with the disabled student. Therapists’ visits initially occurred
once per fortnight, but they have gradually decreased over time as the need
decreased.

Emphasis on functional inp.st. As implied above, every attempt has been
made 1o ensure that any input was as practical as possible. Each input needed
to help in the achievement of the overall goal of enabling children to

cipate in as many activitics as possible with their peers, rather than
achieving a goal of “clinical excellence”. For example, it was not deemed
appropriate to spend excessive time helping the child to achieve a clinically
ideal walking pattern unless the time expended was rewarded by the child
being able to participate more effectively in activities with other children.

Staff inservicing. Inservicing has been provided about general aspects of
disability as well as specific items of information relating to each child’s
disability. The inservicing was provided prior to therapists’ visits in
semiformal sessions to all school staff. Further input was provided to
individual teachers in the process of having contact with them in the course
of therapists’ school visits.

Provision of equipment. The program has enabled therapists to provide
equipment such as splints, specialised seating, typewriters, as well as
equipment for use in sporting activities and in the playground.

Regular monitoring and review for each child. 1t has always been
considered important to review the program of each child at least once every
6 months to establish to what extent the specific goals for integration were
being achieved. This has involved examining how the children were
progressing in the areas of physical, academic and social integration.
Reviews involve a meeting with parents, classroom teachers, the school
principal; the Catholic Education Office Special Education teacher, any
community support persons (e.g., Community Health Nurse) and any
therapists involved from Regency Park Centre.

Ownership of the program by the local school. From the outset, a
genuine attempt has been made to ensure that the control of the program
remained with parents and the local school, rather than with the centralized
service of Regency Park Centre. To this end, the school was responsible for
initiating requests for therapists’ visits, requesting further inservicing, for
requesting when and how often they wanted reviews and also for calling
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further Program Management Team Meetings. It was seen as important that
the school have a sense of developing competence in the arca of integration
of children with physical disabilities.

Evaluation of the St. Catherine's Program

The program trialled at St. Catherine’s School was evaluated after it had been
running for approximately 6 months. From the outset it was realized that
because of the small sample size, findings would not necessarily generalize
to other settings or circumstances. Notwithstanding this, the evaluation took
the form of having all key people involved in the program complete
questionnaires that focussed on the adequacy of inservice training, the
student’s adjustment and the degree of acceptance by peers, parental support,
the value of reviews, the usefulness of therapists’ visits, and the overall
degree to which students were integrated successfully.
The main findings of the evaluation are summarized below.

Importance of inservicing

There was consensus from all those involved in the program that inservicing
in regard 1o each child's disability was highly important and could affect the
outcome of the child’s integration. Several factors were seen to be important
in this area.

1. The timing of inservicing needed to be carefully considered. The

ion of too much information before staff had direct contact with the
student ofien resulted in increased anxiety. Too little information also created
anxiety due to fear of “the unknown"”. All those involved in the evaluation
agreed that inservicing must occur before the child commenced attending the
school.

2. ‘There need to be several opportunities for staff to receive inservicing
as it is very difficult for staff who may never have had direct experience with
a child with a disabuity to absorb the amount of information required in one
session.

3. It is important that the “front line therapists” who are to be involved
in the regular input 1o the child in the classroom setting are directly involved
in the inservice programs.

The importance of reviews

People involved in the evaluation considered that a review of each child’s
progress was important for providing an opportunity to set specific goals for
the integration of each child and to assist everyone in deciding whether the
current input was effective in achieving the goals outllined. There was sense
that the clearer and more specific the goals, the better it would be. However,
it was observed that ofien the skill of setting specific goals had 1o be acquired
through gradual leamning—it was not automatic.
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Amount of feacher fime required for the physically disabled student

It was found that the student with a physical disability actually did not
require significantly more classroom time than nondisabled peers. This was
contrary to class teacher expectations. Teachers found that it was more
important to know about the child and the disability so that realistic
expectations for achievement in the various areas could be set, and to under-
stand how to relate to the child within the classroom.

The activities that class teachers found-to be time consuming were the
extra administrative tasks such as meetings with therapists and scheduling
the review meetings which were essential. These additional activities had
implications for obtaining relief teaching support which enabled the teacher
to be released from the classroom.

The need for exira ossistonce

This point was raised by several participants in the review process, but not
specifically in relation to the child with a disability as it was for assisting
genenally with the large numbers of students in the classroom. It was
, however, that if students with more severe physical disabilities
were involved in the integration exefcise extra assistance would be required.

The usefuiness of therapisis’ visils

There was a general agreement that the therapists’® visits were useful and
assisted the school staff to meet students’ needs more effectively. Initially,
there was an expectation that therapists would spend more time with the
student directly, but as teacher confidence grew, there was a realization that
special input was not required once the teacher had developed the skills
through observation of the therapist with the child and discussion of what
was needed. There was unanimous agreement that teachers should request
therapist’s visits as they were required.

Acceptance of the student with a disabllily Ly peers

While staff stated that this occurred in all cases, they observed that the
process took longer than for a nondisabled child. The outcome of the review
process indicated that each of the children were successfully integrated—this
was based upon their academic progress, ability to manage physically around
the school, and the degree to which they were accepted socially and their
ability to participate in activities with other students.

Cost effectiveness

The program was seen 1o be quite cost effective for the Regency Park Centre
because of several factors.

1. The program did not involve employment of extra staff, but rather
the deployment of existing staff from providing services at a central facility,
to providing services at the local school.

2. The focus on equipping local school staff with the necessary skills to
manage a child in the school tended to result in teachers stating that they
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considered they could cope without further input. Thus, the therapist’s
involvement was not continuous and could then be allocated 10 assist other
children.

3. The focus on ensuring that children receive functional skills

excessive use of therapist’s time being devoted to perfecting a skill
that would have minimal integration benefits for the student. A therapist
providing input from a central facility may not have as clear a perception of
the functional skills required and may be guided more by optimal clinical
performance. This can be a costly altemative.

It was recognised that despite the points noted above, there were
considerable initial costs involved in establishing the program (mainly staff
time involved in numerous meetings). However, the expansion of the project
benefitted considerably from the development of a clear model thereby
minimizing establishment costs.

Expansion of the Service
Adelaide Hills expansion

Following the evaluation, the need for direct input to the students with
physical disabilitics at St. Catherine’s diminished generally to one of
monitoring vy regular reviews, Teaching staff have nevertheless remained
aware that assistance from a visiting therapist is as near as the phone. The
reduction of staff time .. Si. Cathenne’s has permitted expansion of the
service t0 the surrounding Adelaide Hills area and it is now called the
Adelaide Hills Outreach Service. The disabilities of the students involved
include spina bifida and cerebral palsy and the services which have been
required have included demonstration of lifting techniques, hydrotherapy
suggestions, specific therapy asses.ments, programming and consultation.

Repiication in Adelaide northem suburbs

A further annexe for nine children with physical disabilities living in the
northem suburbs of Adelaide has been established on the campus of the
Madison Park primary and junior primary schools. These children are
individually placed in age appropriate classrooms throughout both schools.
For this annexe additional services have been provided. A modified bus has
been allocated to transport the children between home and school and on
required excursions. A full-time special education teacher, a half-time school
assistant and a full-time enrolled nurse, who also drives the bus, have been
allocated. The feedback from local school staff, parents and special support
staff has been very positive since commencement of the annexe in Term 4,
1990.

In addition, a preschool speech and language program commenced in
Term 3, 1990 at the Valley View Kindergarten. This program is a joint
initiative with the Children’'s S.rvices Office, and involved co-located
intensive therapy and education, and integrated sessions. Nine children who
have severe speech and/or language disorders are served. Special education
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and preschool assistant staff are provided through the Children’s Services
Office, with speech pathology and other specialist support through Regency
Park Centre.

interogency program in Adelaide’s southem subuibs

Regency Park Centre has participated in the development of an intensive
therapy/education program for preschool children who have severe multiple
disabilities at Marino Kindergarten. Since Term 1, 1990, six children have
been involved in the program with a team of therapists and teaching staff
from specialist and generic agencies in the area. Staff liaise with the other
services accessed by the children to ensure that each child’s program is
coordinated.

Replication in Adelaide mefropofifan area

Visits by specialist therapists to many metropolitan schools into which
children with physical disabilities have been integrated now occur routinely
within the general metropolitan area of Adelaide. The principles of
successful service delivery established in the St. Catherine’s model have
been successfully translated into these visits and have received consistently
positive responses from the schools and consumers.

Country programs

In response to local initiative and interest in obtaining and owning a service,
visiting therapy services have now been established in all of the major
centres in rural South Australia. The first area to set up a service, in
September, 1988, was the Riverland, a fruit growing area, 230 km north-west
of Adelaide along the Murray River. The model components of localised
assessment and program planning alongside, and together with, equivalent
local therapists in family homes, preschools and schools were incorporated.
The enthusiasm and energy of local therapists and educational staif has been
rewarded by significant progress of all the children involved. The number of
children who are using the service has grown significantly over time.

A second visiting program commenced in November, 1988 in Port
Pirie—of the three mining towns in South Australia’s “Lion Triangle” the
closest to Adelaide. The other two towns are Port Augusta and Whyalla.
Since then further country outreach programs have been requested and
established in the Fleuricu Peninsula, the upper and lower South-East and
upper and lower Eyre Peninsula regions of South Australia. The flexibility of
the raodel of service delivery has allowed idiosyncratic approaches to be
used for each country area with no loss of benefit to the students with a
disability or to the family. It has been rewarding to obtain the very positive
feedback from local therapists that “this is what we have wanted for so many
years” and from parents “at last this may mean that we will not have to travel
to Adelaide quite so often.”
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Conclusion

Often in the past it has been the experience of parents and professionais that
the large Centre for children with a disability in the city owns all the
expertise and that it is extremely hard to gain access to it. Moreover, the
experience frequently has been that experts appear bricfly, provide
incomprehensible instructions that are largely inappropriate to the very
spedﬂcsemnginwmchﬂwchndisbasedm.ﬂwn.disappeubackmﬂmir
Centre never to be seen again. Often little thought has been given to
continuous programming which takes into account available resources.

The model of service delivery which has been developed by the Regency
Park Centre is a genuine attempt to transfer the ownership and design of the
programs to the local people, while at the same time ensuring ongoing supply
of specialist therapy resources meet the short- and long-term needs of
physically disabled children and their families. It is the belief of outreach
staff of the Regency Part Centre that ongoing commitment to providing such
servicing is essential if children with physical disabilities are to be truly
. integrated into the communities in which they live.
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CHAPTER 13

Developing Curriculum and
School Organization to Integrate
“Disruptive Students”

ROGER SLEE
Queensiand University of Technology

Three years after completing the writing of the Report of the Ministerial
Review of Educational Scrvices for the Disabled: /ntegration in Viciorian
Education (Collins, 1984), Fulcher (1988) expressed grave misgivings about
the progress of integration in that state. Surveying the Victorian Education
Department’s Compendium of Statistics, Fulcher demonstrated the increases
in spending on segregatc. settings since the promulgation of integration as
Education Ministry policy.

Perusal of the Melbourne press since the ‘Integration Report’ provides
lestimony to an acrimonious contest between the goals of integration and the
politics of its implementation. The Teachers’ Associations were able to move
the Minister through the “resources debate™ 10 place a cavcat upon all
children's rights to an cducation in the regular school. Integration has
afforded disabled students in Victoria the right to be cnrolled in their
neighbourhood school, while their admission may be delayed for unspecificd
periods. Integration has become a victim of bureaucratization.

Further disquict should be prompted by the fact that integration has not
encouraged a movement of students from segregated settings to the regular
classroom. Increasingly, children within the regular schools arc being
diagnosed as socially/emotionally disturbed; maladjusted; disruptive; or as
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having special educational needs. Integration resources are subsequently
being utilized in administering to their now formally labelled deficits. The
social and educational consequences of such assignation 1o integration status
are devastating for those children. Integration unwittingly has provided the
machinery for the marginalization or segregation of more students.

This process of identifying and treating this group of disruptive students
represents the focus for this discussion. Typically reactions to disruptive
behaviour concentrate upon the pathological, socio-economic or familial
deficiencies of the student in order to gencrate solutions. This perspective is
flawed in its disregard for the organizational and educational factors which
influence disruption in the classroom.

Effectively this behaviourist perspective has summoned a call for more
draconian responses to disruption in the classroom. Reintroduction of
corporal punishment, banishment to holding centres away from the
educational mainstream, or a police presence in schools are the most
common suggestions for controlling aberrant behaviour. Solutions, it is
suggested, lie in the form of more extensive sanctions of control rather than
the teacher being reskilled in behaviour management strategies, so that crises
may be confronted, and classroom dissidents put down. Previously, I have
referred to this as the Dirty Harry Approach. Poised in a state of suspended
readiness, behaviour management manual in hand, we await the student who
will ‘make our day’.

Control may also don a more human face. Counselling, thcrapy and
pastoral care arc oficn cnlisted as alternatives to the more traditional forms of
coercion. These too have been subject to critical observation (Cohen, 1985;
Rich, 1979). Responsibility for the resolution of the problem is removed
from the student and the curriculum. Students are removed from the
classroom and their peers while they are counselled or receive therapy.
Teachers 100 are frequently removed from the classroom to act as “corridor
confidants” (Knight, 1988). Consequently, discipline is no longer considered
a teaching concern, it has become a welfare or counselling issue.

The importance of a Theoty of Disclpline

The characteristically Australian aversion to theory as an academic
indulgence is but one aspect of the way in which teachers are systematically
lobotomized (Boomer, 1983). Like Boomer, I prefer Lewin's (1946) view of
theory which suggests that there is nothing as practical as good theory.
Devoid of theoretical grounding, or a hook on whicis to hang our pedagogical
coat, teachers and policy makers become easy prey for the gurus. The
plethora of packages 1o solve discipline problems and seduc- ~ducation
budgets are symptomatic of this problem.

The conceptual distinction between discipline and control has particular
importance in educational discourse. Its substantial inteticctual tradition
clearly was overlooked by the Ministry of Education, Victoria (1983) policy
makers when revising that state’s Discipline Regulation XVI. Long ago,
Locke was concemned that the severities of control measurcs would “breed an
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aversion to that which it is the tutor’s business to create a liking to” (1693, p.
114). Expounding further upon this view, Dewey argued that control has the
propensity to generate and redirect aberrant behaviour “so that henceforth
things appeal to him (the student) on the side of trickery and evasion” (1916,
p- 26).

Hargreaves’ (1967) study of Lumley Secondary Modem where ‘Clint’
confounds his teachers through elaborate copying systems to free his time for
“messing”, provides a sequel to Locke and Dewey’s postulations. More
recently, research has been conducted into the ways in which students
develop strategies to dupe teachers and avoid control measures (Woods,
1985).

British and Australian school-based research indicates that disruption has
more to do with considered and purposive resistance to inadequacies in
teaching, curriculum, and unfair disciplinary practices than it has with
student pathology or home background (Connell, Ashenden, Dowsett, &
Kessler, 1982; Rutter, Maughan, Mortimore, Ouston, & Smith, 1979; Slee,
1988; Willis, 1978). Thus, discipline becomes an educational problem where
the curriculum and processes of schooling require scrutiny. Put simply,
students need to see connections between the goals of what they are doing,
how they are doing it, and viable destinations in the labour market.

Wilson (1971) and Smith (1985), in distinguishing between control and
discipline, regard the latter as intrinsic to the educational process. This is not
alarmingly new. Polk and Schafer (1972) and Pearl (1972) are among thosc
who have long advocated the role of socially relevant curriculum and rational
forms of school government in maintaining discipline.

A Reassurance for Classroom Teachers

Be assured, what has been indicated above is not to say that classroom
disruption is tolerable because we have some level of academic insight into
its causes. Classroom disruption is a major impediment to learning and it is
imperative that disciplined education becomes 3 fundamental educational
objective for the whole school community. Discipline must be perceived as
different from punishment in order to overcome the perennial problems
arising from the imposition of punitive sanctions against deviant pupils after
the fact. More expansive questions should occupy our discipline policy
formulation agenda:

« Why do students become disruptive?

» Why arc students disruptive in some coniexts and not in others?

- Why is suspension more prevalent in some schools than it is in others?
Why are suspensions more common at particular juncturcs of
schooling?

« Why is the rate of suspension increasing despite falling enrolments?

« Why is there no formal review of suspension rates in order to exen
departmental influence over schools’ usage of the suspension sanction?

Analysis of the devclopment and application of discipline policy in

Victoria revcals a number of shortcomings. It is these shortcomings which
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should provide the insight and impetus to develop more cducational
approaches to policy development in this area.

Abolition of Corporal Punishment—A Victorian Altemative

In December 1982, the Minister-Elect announced that corporal punishment
would be abolished in State Schools prior to the commencement of the
following school year. Pursuant to abolition, the Working Party on the
Abolition of Corporal Punishment was established. The Report of the
Working Party on the Abolition of Corporal Punishment (Maddocks, 1983)
reveals a tension between that working party’s espoused vision for school
curriculum and its preferred course of action.

Despite the educational tenor of these prefatory comments, research,
consideration or suggestions concemning “strategies for management of
student behaviour, including self discipline” was eclipsed by the document’s
almost exclusive preoccupation with reviewing the regulations and
procedures for the suspension and exclusion of studer. . Three of the
Working Party’s 32 recommendations to the Minister related to the
development of self-discipline or the development of student management
strategies. Suspension remains the comerstone of this State’s approach to
discipline.

Labyrinthine guidelines were despaiched by the Education Ministry
which established new procedures for an Inquiry into suspensions in order to
derive mutually agreeable outcomes. Paradoxically, those procedures
summoned a new agenda of issues rather than contributing to solutions or
disciplined schooling. These prublems have been canvassed in dctail
elsewhere (Slee, 1984). Suffice to say that the problems revolved around
issues of due process and advocacy; cumbersome proceuures, paperwork,
and administration; increased labelling, segregation and dossier compilation
of students; and, not surprisingly, a lack of effective options for change
following the Inqu. v.

Changes $o Suspension: A Political Response

As had been foreshadowed, a Ministerial Review of School Discipline
Procedures was established in the latter part of 1984 to respond to tie
problems that had arisen from the revised suspension guidelines.
Specifically, the Review was designed to examine the efficacy of the
regulations in the production and implementation of positive codes of
behaviour and supportive practices within schools which attempt to redress
issues at the school level, and to recommend on any necessary changes
(Collins, 1984).

Their work completed, School Discipline Procedures 1985 was
subsequently distributed to all schools. This document comprised an
amended Regulation XVI and a description of sanctions: detention,
suspensions, Confercnces and Inquiries, which were 10 be applied where
acceptable standards of behaviour were transgressed. As the Minister
conceucd, *'2 greater degree of responsibility in resolving these issucs will be
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carried by schools and regions” (Cathie, 1985, p. 3). This politic shifting of
responsibility was highlighted by changes to the mandatory conditions for
the application of an official Inquiry into suspension. Whereas previously a
student had to come under official scrutiny after 10 days of cumulative
suspension while at school, this was altered so that students only came to an
Inquiry following 10 days of suspension in a school year. Effectively, the
Minister had conceded to schools’ requests to be able to suspend students
more frequently without official restraint.

A cursory glance at the literature concerning suspension suggests that it
is a less than satisfactory palliative for disruptive behaviour. The exhaustive
Dettman (1972) Report Discipline in Secondary Schools in Western Australia
provides a comprehensive analysis of issues relating to discipline and pays
particular attention to the deficiencies of the suspension sanction. After
evaluating both international research and the results of large surveys of
teachers, students, narents and school administrators, Dettman concluded:

If the suspension is being used as a punishment for the purpose of
deterring extremely deviant behaviour, then it should be realized that it is
relatively ineffective. The students most likely to incur this punishment are
the students who dislike it least. For these students, suspension may even,
inadvertently, become a reward. Gratification may come from being singled
out for the apparently ultimate form of punishment. The student’s peer group
may elevate him into a hero who easily manages 10 accommodate the worst
that the school can do (1972, pp. 158-159).

The work of American researchers including Cottle (1976), Kaeser
(1979), Neilsen (1979) and Bennett and Harris (1982) endorses Dettman’s
findings and points to problems of the disproportionate suspension of
students from minority groups, labelling problems, and the deterioration of
school climate and staff morale as further evidence of the dubious value of
suspension. British rescarch (e.g., Galloway, 1982; Grunsell, 1980;
Lawrence, Steed, & Young, 1983) highlights the disparity of suspension rates
between schools, prompting questions about school governancc and
curriculum.

Research into suspension in Australia is scarce. Western Australia has
produced the most thorough work in this ficld. Following the previously
mentioned Dettman Report, Dynan (1980) revicwed the practices of schools
in that statc 1o evaluate the relationship between school processes and
disruptive behaviour. Expressing reservations about the frequent use of
suspension as a panacea for disruptive behaviour, Colliver (1983)
emphasized concentration upon a range of in-school programs. During the
following ycar the Rescarch Branch of the Education Department of Westem
Australia rcleased a substantial discussion paper A Study of Student
Suspensions. The paper reviewed literature pertinent to suspensions in other
countries; explored local case studies of suspended students to evaluate the
efficacy of the sanction; analyzed state wide data; and significantly, it
explored the policy implications for schools and the education bureaucracy
inherent in addressing the need to improve the quality of life in schools
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(Hyde & Robson, 1984). Taking up the issue of Disruptive Behaviour in
Schools, Louden (1985) responded to the advice of Hyde and Robson by
focussing upon a Whole School Approach; Regional Support Teams and the
Classroom Relationships Project in its recommendations in preference to
refinements of the processes of suspension and exclusion from school
attendance.

Findings from the Local Data

While such a cursory glance at the literature concerning suspension suggests
that it is a less than satisfactory palliative, observation of suspension data in
Victoria provides additional cause for concern. While I am prevented from
publishing data collected in my own research, I am at liberty to discuss some
of the general trends (Slee, 1987).

Volume

Suspensions have continucd to increase since 1981, with significant rises
following the amendments to the suspension guidelines in 1983 and 1984,
despite a corresponding decline in the total school enrolments. This
continuing growth is alarming when linked to the Dettman study (1972)
which we noted suggested that suspension was most effective when least
used. Furthermore, it raises doubts about the level of deterrence established

by suspension.
Year levels

There is an alarming leap in suspensions from Year o (the last yzar of
primary school) to Year 7 (the first year of secondary school). This has not
led, as logic would suggest, to substantial analysis of the diffcrences between
primary and sccondary schooling in order to allay this trend. It is important
to stress that this escalation in suspension rates at this level is not simply a
welfare matter as many developmentalists would suggest. It is essential that
we consider those organizational or contextual factors that cause distress
during transition as well as the myriad of pedagogical issues such as changed
curriculum expectations, unclear educational goals ir secondary education
and the impact of changed teacher-student interactions on student asscss-
ment.

The complex issues relating 1o the goals of secondary schooling and the
spectre of the labour market crisis are indicated by the continuing growth of
suspension throughout the middle school years. It would scem timely to shift
our gaze from the postcompulsory years of schooling to include the middie
school in education policy development.

School effect

Similar to the findings in Westem Australia (Hyde & Robson, 1984), Brilain
(Galloway, 1980, 1982) and the United States (Wu, Pink, Crain, & Moles,
1982), some schools in Victoria apply suspension with greater alacrity than
others. While socio-economic class is frequently offered to explain such
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inconsistency, the weight of research suggests that it has more to do with
variables within the organization and ethos of the school itself (Rutter et al.,
1979; Reynolds, 1976; Schostak, 1983). The discretionary responsibility for
the application of suspension by principals provides explanation for many of
the anomalies which arise between schools.

Transfers

Increasing numbers of students are being transferred to other schools, or
segregated settings, following their suspension. The educational and
administrative implications of these trends have proven extremely damaging
for students and teachers alike. The legal debates over the past year
concemning the conditions of readmission after suspension in New South
Wales provides a salutary example.

Recidivism

Suspension is undermined as a reformative measure by analysis of data
which yields a picture of increasing rates of multiple suspension for students.
This trend mirrors the findings in the United States and Westem Australia.

Anomalies such as these and the extension of resources to administer
suspensions point to deficiencies in the approach to discipline that has
traditionally been adopted. Doubts about the educational efficacy of
suspension are summoned by the continuing increase in its application with
no appreciable effect upon classroom behaviour or levels of teacher stress.
Proper provisions for advocacy for students and parents needs to ensured in
order to prevent litigation such as is now occurring in New South Wales over
school suspensions.’

Why the Shortcomings?

Many of the reasons for the problems which arose following amendments to
Regulation XVI - School Discipline relate to shortcomings in the new guide-
lines, others to shortcomings in the process of policy development which
failed to consider research findings or policy developments elsewhere, More-
over, the discipline issue has been cast within the strictures of an individual
perspective. Problems in schools are predictably described in terms of the
deficiencies within the pathologies, culture, class or families of individual
students. Consequently, to resolve problems in school, the individual student
must be counselled, treated, withdrawn, punished or expunged until
compliance is assured. Coulby and Harper (1985) have challenged the
individual perspective which has generated a category of student known as
the “disruptive pupil™:
If we perceive a situation to be disruptive, then this is a temporary slate
of affairs, and one which involves scveral participants. If we perceive
behaviour to be disruptive, then this is something which can change into
other more appropriate behaviours. But if we perceive a pupil to be
disruptive, this is somchow something to do with his/her personality or
nature. This means that we are more likely to regand it as permanent and
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difficult to change. We will probably then see any incident in which a
“disruptive pupil” is involved as caused by him/her than as a clash
between various participants within a specific context . (pp. 3-4)

This invites a fundamental challenge to our current definitions of
problems in schooling as used in the 1984 Victorian Integration Report
(Collins, 1984) and our entrenched modes of service delivery for those
variously described as disturbed, disruptive, maladjusted, acting out, phobic,
or truant. This list is only a beginning to the lexicon of the psychologists,
special educators and teachers who work with those students for whom the
schooling process (and, it must be stressed, their reactions to that process)
has marginalized. Treating individuals is a comfortable practice as it leaves
us free to accept the legitimacy of those institutions we serve, and which
have served us so well.

School Effectiveness and School Climate

In their study of schools throughout the United States, Wu et al. (1982) found
that suspensions were l'kely to be more frequent if:

» teachers are seer. by students as relatively uninterested in them,

» teachers believe that students are incapable of solving problems;

. disciplinary matters are handled largely by administrative rules;

« the school is not able to provide consistent and fair governance;

o there is a relatively high degree of academic bias among school

personnel; and

« there is a relatively high degree of racial bias present at school.

Thus, from an analysis of the data collected nationally, they concluded
that suspension rates are more affected by the ways in which different
schools operate than by the ways in which students in different schools
behave. Thig perspective has been supported by the work of researchers
clsewhere like Rutter et al. (1979), Reynolds, (1976, 1985), Hyde and
Robson (1984), and Ramsay, Sneddon, Grenfell and Ford (1983).

Using the implications of this line of enquiry, Pink (1988) sought o0
identify and proliferate exemplary school programs in schools in Kansas as
the basis for the development of a guide to cffective schooling clsewhere. As
Ball (1988) argues, this remains a problematic area of education policy as it
is open for ideological interpretation as to what constitutes an effective
school program, and therefore, also to abuse by policy makers with vested
interests. This, however, docs not entircly dismiss the fact that some schools
are more successful than others in including more of their students in the
school program,

Ramsay and his collcagues in New Zcaland found that the successful
schools within the cohort of schools they scrutinized had a number of
features in common: (a) a clearly articulated philosophy or statcment of
goals; (b) clear pattemns of communication; {c) democratic decision-making
structures; (d) systematic monitoring of student progress; (¢) high levels of
parental participation; (f) utilization of school rcsources by the students;
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(g) collaborative improvement of the school’s physical environment; and
(h) senior staff monitoring of school morale.

It is important to acknowledge that one does not have to cringe to
intemational developments in this area of educational development. Indeed,
teachers in Australia are able to look with optimism and pride to a
comprehensive catalogue of program development and climate improvement
initiatives in schools which has emerged under the auspices of student
participation programs (Emmett, 1985; Holdsworth, 1988, Ward, 1985).
Such programs have ranged from curriculum negotiation over the content
and evaluation of specific courses of study, to action research programs
which provide a specific service to the community, to work creation projects,
to the involvement of students in school governance and the accreditation of
the knowledge and skills gained through that participation as an integral or
legitimate part of students’ learning programs. Students have taken the
initlative for major media projects which are now valuable curriculum
resources for other students (Take A Part: A Student Action Resource
Handbook, Darsling & Carrigan, 1986 is an outstanding example). Student
Peer Support Programs and the Student Working Party in-service networks
are further examples of students (with the assistance of their teachers) taking
responsibility for the identification, analysis and resolution of students’
issues. As students become participants with teachers in curriculum
development and school governance the connection between schooling and
the future may become explicit for students which will enhance levels of
commitment in schools.

A statewide study of ‘initiatives to include all students in the regular
classroom’ was recently conducted in Victoria (Fulcher, Semmens, & Slee,
in press). The project reaffirmed the findings of what has loosely been called
the ‘effective schooling literature.’ It was demonstrated that the presence of
additional specialized resources; physical, curricular or personnel, did not in
themselves guarantee successful integration,

Characteristics of school organisation, pedagogy and policy practice
identified by Ramsay et al. (1983), Pink (1988) and Reynolds (1985)
provided the framework for the appropriate deployment and utilization of
resources and personnel. As Barton (1986) has observed, successful
integration is a euphemism for successful schooling.

A Word of Caution

Presently, there is a growing call for support for schools in the form of
Behaviour Units, Off-site Centres, Teaching Units or Social Adjustment
Centres. Notwithstanding honourable intent, this strategy is myopic. This
educationgl shortsightedness has been well documented elsewhere, and
ignored locally. In 1978, Her Majesty’s Inspectorate of Schools published its
report Behavioural Units. While commending such centres in Britsin for
providing altemative curriculum and structures for students, the authors were
concerned that this strategy seemed less successful in the integration of
students into the regular school. An evaluation of two alternative secondary
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centres for disruptive students in Connecticut provides testimony to this
shortcoming. It was found that only 7% of these students found their way
back to their regular classrooms after referral to either of the centres
(Hartford Public Schools, 1975) In surveying similar centres in Britain,
Daines (1981) concluded that problem behaviour reappeared in more than
60% of the students who retumed to the regular classroom.

More disturbing is the fact that such centres generate their own demand.
By 1984, the number of such centres in Britain had grown to 400 offering
places to approximately 7,000 students. In recommending to the Westem
Australian Education Department that they not establish such centres,
Colliver (1983) clearly adopted an organizational perspective:

... a centre is much less likely to change the teacher behaviour and
school environment which bring to flower the disruptive potentials of
vulnerable students ... the existence of a centre would in fact reduce the
likelihood of change in normal school provision, because schools could
get rid of their troublesome students. (p. 94)

The Challenge

The fundamental challenge for policy makers hinges upon the necessity of
securing and maintaining teacher, parent and student confidence in proposed
strategies for improvement whilst effecting a shift in perspective so that
discipline becomes an educational rather than a management issue. Teachers
require support and resources in the school if they are to effectively deal with
problems in the classroom. South Australia has provided a medel for such a
process of policy development and implementation (Johnson, in press).
Professional development must be given a much higher profile. Models
for such support are numerous and have a proven track record. Excellence in
Teaching: The Classroom Relationships Project and the Whole School
Approach as developed in Westemn Australia; the lessons from the findings of
Lewis and Lovegrove (1988) in their interviews of students; Knight's
Democratic Apprenticeship (1985) and curriculum guidelines for Learning
and Doing (1987); the previously mentioned Student Pasticipation Programs;
and the various Peer Support Programs for students and teachers provide
much scope for optimism in enhancing student commitment, preparing
students for democratic citizenship and improving educational and social
outcomes for all students. The evidence of research is that punitive and
counselling approaches are tending to marginalize more and more students.
Much of the literature written for teachers concerning discipline in
schools revolves around questions of classroom management. While
necessary, classroom management procedures after the fact of disruption are
only part of the picture, In themselves, they do not represent a solution for
disruption in schools. The appeal of such approaches lies in their apparent
delivery of control. There is, however, a tendency to overlook those aspects
of school curriculum, governance and organization which contribute to
students’ alienation, failure, and inexorably to resistance. Moreover, these
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strategics do not enable teachers, policy makers or teacher educators to
address the issue of the increasing marginalization of students to the margins
of school life through the machinery of integration. Not only has integration
enabled segregation to prosper in Victorian education, but it also has
produced a new clientele for professionals to isolate within the mainstream.
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CHAPTER 14

Service Provision and the Acceptance of
Change: Integration Across the Life-Span

RON JOACHM
Division of Intellectual Disability Services, Queensiand

Whatever histoty people with an intellectual disability have is not so
much theirs as it is the history of others acting either on their behalf or
against them (Ryan & Thomas, 1980). In reality, persons with intellectual
disability have been treated very poorly by society throughout the ages, often
they were a source of wonderment, misunderstanding, fear, sorrow,
amusement and superstition. The Orientation Manual on Mental Retardation
notes as follows:

Scen as markedly differcnt from most people in appearance and/or
behaviour, intellectually handic~pped men, women and children
generally became part of a group of devalued persons recognized by
society as different or deviant. (National Institute on Mental Retardation,
1981,p. 1)

Service Aalivery reflected this attitude for hundreds of years. Many
would arwy- b t service systems still reflect this view. Most would concede,
howev:r, thy, significant developments have occurred. Nevertheless,
tremendous vigilance is required by workers in the ficld, both to ensure that
the progress made in scrvice delivery is not croded and that further
development can be promoted.

In appealing to the Massachusctts House of Representatives in 1848 for
support for public education for disabled people, Samuel Howe said:

Current Themes in Integration edited by Adrian F. Ashman
©1991 Fred and Eleanor Schonell Special Education Research Centre
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The benefits to be derived from the establishment of a school for this
class of persons, upon humane and scientific principles would be very
great. Not only would all the idiots who should be received into it be
improved in their bodily and mental condition, but all the others in the
state and country would be indirecily benefited. The school, if conducted
by persons of skill and ability, would be disseminated through the
country; it would be demonstrated that no idiot need be confined or
restrained by force; that the young can be trained for industry, order, and
self-respect; that they can be redeemed from odious and filthy habits, and
there is not one of any age who may not be made more of 8 man and less
of a brute by patience and kindness directed by energy and skill.
(Scheerenberger, 1983, pp. 103-104)

So here we have principles expressed over 100 years ago that would be
regarded as admirable today. However, there was clearly a gap between
philosophy and practice then, as there is now.

Throughout the 1800s and first part of this ceatury, institutions
flourished as people with an intellectual disability were seen as 8 menace.
Segregation was actively promoted; the institutional movement dominated
and, today, people with an intellectual disability continue to suffer from this
legacy.

Changes began in the 1960s as a result of a number of factors including
the growth of a parent movement, the experimentation, with and
development of, community-based services by that movement, the discovery
and exposure of institutional dehumanization on a vast scale, the impact of
the new concept of normalization and the class action suits in the United
States. During that time the United Nations General Assembly adopted a
declaration of general and special rights of “mentally retarded people.” The
concept of normalization began to permeate service provision and
importantly, governments began allocating increased resources. In most
States, however, institutions of substantial sizes organized along hospital
lines still exist despite efforts demonstrating the success of community
living. Full-time education for all is also far from a reality, with post-school
education and vocational schemes remaining underdeveloped.

In Australia, the Commonwealth Government, through the Disability
Services Act, signalled substantial changes to its funding arrangements with
greater emphasis on consumer participation, smaller facilities and services
based in the community. Indeed, in most Western countries, there is a
growing acceptance of the need to continue to improve and develop services
in accordance with the principles of social role valorization and the least
restrictive altemative.

The more recent advances include:

1. the passage of laws in a number of countrics and States which
provide for an education for all children regardless of disability;

2. the development of self-advocacy groups;

3. the organization of international confcrences where parallel and
mixed scssions are organized with people who have an intellectual disability;
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the use of small living environments in the community;

the development of educational programs in regular schools;

the progressive closure of institutions in a number of countries;

the provision of information services to people with an intellectual
disability in a format they can understand; and finally,

8. the development of mental retardation research centres in the United
States coverirg a broad spectrum of basic, clinical and applied study (Begab,
1984).

We are now in an era of intended reform, with a proliferation of new
educational technologies and new forms of residential facilities for people
with an intellectual disability. There is a similar sense of wanting to break
with a dark past as there was in the mid 19th century. Reform then, tumed
rapidly into repression (Ryan & Thomas, 1980).

There is a need for workers in our field to maintain constant vigilance so
that the gains that have been made are not lost and so that development can
be continued. Future progress is never assured. We can look again to the 19th
century where positive attitudes towards education emerged, but this failed to
mature into program development.

About what should we remain vigilant? The issues can be divided into
three areas: (a) administrative concerns; (b) concerns about data and
research; and (c) attitudinal problems.

Administrative Concerns

Most agencies have some underlying philosophical base (stated or unstated)
from which are built the various services offered to people with an
intellectval disability. Many people today would say that their services are
based on e theory of social role valorization and the least restrictive
alternative, or were at least moving in those directions.

The first concem raised is generally where either increased demand
and/or lack of resourcing forces providers to offer a service which is
inconsistent with the philosophical base. Examples of this include the
continued admission of people into institutions in virtually every State of
Australia and most overseas countries, the separation of children with an
intellectual disability into special educational establishments and the lack of
consumer participation in service planning, '

The second concemn relates to the administration of services when the
organization sets unrealistic goals for itself that cannot be met within its
resources. This also can lead to a watering-down of services, poor staff
morale, and a perception of failure which attaches to the clients.

The third concern becomes apparent in organizations which fail to take
proper care with their staff training programs which can ultimately lead to a
degradation of services. Present policies for integration will be in jeopardy
because they require broad training and experience which will not be
available while training courses are based on professional disciplines, rather
than on the problems of people with a disability and their families (Wing &
Olsen, 1979). Training and inservice courses are required that focus on the
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development of positive attitudes, practical teaching techniques, and effective
interpersonal skills. In the last case, we need to develop policies and
procedures that support the establishment and maintenance of good
interpemonalsldﬂsinbothstaﬁ’andcﬁems.mquamyofnfeofmewople
wesewedepmds.toalargeextem.onhoww—smffmpamm—interact
with the clients, and on how people with an intellectual disability themselves
interact with their environment. Failure to give adequate attention to this area
will threaten programs and future development.

Ryan and Thomas (1980) raised an important point in regard 1o training
whenﬂmysuggemdmatifcmismtgiventomecamm,mem is a danger of
planning for a future that will not be realized, and for a failure that will be
attributed to the supposed incapacity of the persons with a disability. The
recent introduction of a new postgraduate course by the Schonell Special
Education Research Centre recognizes the need to train professionals in a
multidisciplinary environment. This course is designed to explore the
conceptual and practical foundations of coordinated approaches to service
delivery to persons with disabilities.

The Commonwealth Government recently undertook a major review of
the Technical and Further Education (TAFE) colleges provision of services
to people with disabilities. This review made 28 recommendations
supporting the need for TAFE to provide a systematic response to the
training of people with disabilities. In particular, the review identified the
nead for coordination in policy development, course development, resources
provision, teacher training, links to external agencies and funding. The
review showed that while other organizations can provide specialized roles
there are no other generic training altematives 10 TAFE. Interestingly, the
reviewers clearly articulated the need for special courses and independent
living skills training. Within some states, Queensland for example, the TAFE
system has been slow to respond to the needs identified in the review. In part
this has been due to administrative arrangements giving colleges significant
autonomy and most have not sought to extend their services to provide
programs of study for people with disabilities. In this regard I would refer to
my earlier concems about staff training—there are very few teachers within
the TAFE system who have training to teach people with disabilities.

In considering administrative concerns any reference 10 integration
would be incomplete without discussing early intervention. The provision of
special education devclopmental units by the Queensland Department of
Education institutionalizes the practice of separating young children with
special needs from other nondisabled peers. Teacher training in this area has
been under-developed and approaches to integration, use of therapy
resources, involvement of families, interagency liaison and individualized
training have varied from centre to centre. In my opinion this inconsistent
approach has left fewer children integrated in preschools than otherwise
might have occurred.
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Concems about Research, Planning cnd Data

Progress in service delivery can be dramatically reversed unless adequate
planning for services is undertaken. Good planning depends upon the
availability of relevant data. In this country, little attention has been given to
the development of incidence and prevalence data as an initial basis for
planning. At a time when our society is plagued by too much information, the
field of intellectual disability is plagued by having too little information
readily available for the planning of programs, and of information so
scattered that it becomes difficult to gain access 10 it. One possible way in
which we might begin to resolve this problem of lack of data is to develop a
uniform data reporting system at a national level so that more rational
methods of planning can occur (Rowitz, 1985).

It is now becoming apparent throughout many countries that services are
having to deal with a much higher proportion of elderly people with an
intellectual disability than before. T would argue that the field is not well-
prepared for this development. Moreover, the field in Australia is ill-prepared
for the large number of students with an inteliectual disability who are, and
will be, finishing their education at a special school with little or no
vocational training or career options available. The potential problems that
might arise from this lack of service provision are worrying and unless they
are addressed, questions such as, “Well, why did we bother educating them?”
might emerge. It is not too difficult to imagine what the next step might be.

In the area of applied rescarch, Matson and Breuning (1982) reviewed
171 treatment studies and found that follow-up assessments undertaken some
period after the initial training had been completed were rarely included—
only six had 6 months or more follow-up data. They also argued that many
treatment and assessment strategies were being pressed into service with
insufficient, or in some cases, no empirical validation, This type of activity
can lead to inadequate or erroneous interpretation of data which may then
lead of conclusions similar to those drawn by Femald and others in
connection with the Eugenics movement.

Nirje (1985) referred 10 the problem which emerges when conclusions
are drawn about people with an intellectual disability based upon research
studies of institutionalized populations. Routine data collection and properly
managed applied research are essential to ensure that progress is not eroded
and that the path leads forward to progress rather than regress. Likewise, it is
impontant that workers do not “re-invent the wheel.” Developments in
successful methods of service delivery, in other Australian states and
overseas, must be communicated generally to people working in the field of
intellectual disability. Cooperation in the sharing of information at both of
these levels is most important to ensure that workers do not travel over
barren ground with an expectation of success.

Altitudinal Problems

Despite the development of community support groups, the Intemational
Year of Disabled Persons (IYDP) and increased media exposure given to
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people with an intellectual disability engaging in valued community activities
there yemains an enormous attitudinal problem in our field. The problem can
be directly traced to the history of service provision to people with a
disability which I outlined earlier. Beliefs held about capacity and incapacity
long ago still exist.

A 1984 issue of the Campaign for Mensally Handicapped Newsletter
reported that the American Government discriminated against Australians
with an intellectual disability in the issuing of visas to a number of people
who intented to travel to the United States to attend a conference. The
Australian delegation received a 14-day visa, while others who was not
labelled “handicapped™ and who went to the same conference were issued
with multi-entry unlimited visas. In the same issue of that newsletter was a
report on a Canadian doctor why “borrowed” five residents from a mental
handicap hospital to teach medical students how to give rectal examinations.

Elsewhere, numerous other examples abound relating to instances of
discrimination in regard to the living arrangements of people with an
intellectual disability, their education, work and play. Unfortuna. ~ ;, there
are public arguments amongst professional groups about the needs of these
people. In this respect, Bavin (1973) wamed that unless we provide an
intense professional network coupled with community involvement on a
large scale at the local and personal level, we shall fail in our aim of
improving the quality of life enjoyed by people with intellectual disability.
Social Role Valorization theory teaches us that in order to meet the
previously mentioned goals we need to find roles for people with intellectual
disabilities that are socially valued within the community. We also need to
link people with intellectual disabilities to others in the community so that a
network of valued relationships can be established.

To place and keep people in the community is relatively simple; to
provide them with full community membership is something else. Because of
the way services have developed in many countries, there is a belief that
people with an intellectual disability should live together. This attitude needs
to be seriously and continuously questioned because it has a fundamental
effect on the way funds are allocated and on the way services are provided.
We know that it is not always necessary for them *o live together as there
exist other options such as living alone, with family or with nondisabled
people. To adopt the earlier belief is to lock into a limited range of service
options which specifically excludes parents and families.

There needs 1o be a waming sounded about the attitudes adopted by
some union leaders in undertaking their job of protecting their members’
rights. Whilst recognizing that this is a primary function, union leaders need
to have regard to the effect their public statements have on community
attitudes, both toward members of the union, and toward people with an
intellectual disability. Union activities do not have to prejudice service
provision. When they begin to do so, administrators require both good
negotiating skills and powerful argument backed up by comprehensive data
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Examples of potential prejudicial comment have included reference to

the dangers of working with people with intellectual disability because of the
risk of contracting hepatitis B or being assaulted. Images conveyed by these
messages do not enhance the role of people with intellectual disability in our
society.
The final point I wish t0 make on attitudinal problems concems the
failure of some politicians, some workers in the field and some people in the
community, including parents, to question the use of institutional
environments. The evidence is now overwhelming against this type of
provision. Unless we continue 10 question the practices of institutions, and
indeed all of our service delivery, we will fail to provide more acceptable
altematives to those of the past and fail to progress.

Education and Training

In 1977, very little concerted effort had been applied to the educational
needs of children with a severe intellectual disability who were living in
residential care in Queensland. From the introduction of the Government’s
new caring profession in that year, a major thrust began to provide training
programs for all of the residents. Unfortunately, there was only a handful of
professionally trained staff available to provide the essential services and it
was decided to place these staff (teachers, psychologists, and therapists)
together into an activity block which housed the former school. Nevertheless,
the service plan recognized in a formal way that programs for youngsters
with a severe disability required a varicty of professional staff to enable
services to be delivered successfully. Later, the programs were run joinlly by
therapists, residential program officers, teachers and psychologists, and this
continues today.

Because of the low numbers of trained staff available at the institution
and because the view was held that as :nany youngsters as possible should
receive their education at a venue other than the residence, an intensive effort
was made to have a larger number of children placed in other (off-campus)
educational facilities. At one stage up 10 50 children were engaged in such a
program, invariably at schools run by the voluntary sector and not the
Department of Education. For those who were not able to obtain a placement,
a program was provided for them which was either residentially based, or
located at an Activity Centre on the campus. Because of the number of
children and adolescents and the staffing resources, many residents received
far fewer hours of a structured program than their entitlcment and right.

This situation had been highlighted earlier in an Australia-wide survey
into special education conducted by the Schonell Special Education Rescarch
Centre in the mid-1970s (Andrews, Elkins, Berry, & Burge, 1979). This
survey showed that children with an intellectual disability in institutions
were, by and large, being denied the right to education in almost ali
Australian states.

In recent years, however, a number of factors have come together which
have substantially redressed that situation. Using the State of Qucensland as
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an example, these factors include: (a2) the commencement of the severely
handicapped program of the Commonwealth Schools Commission, called
SHEPARD; (b) the commencement of a Schools Commission program to
provide funds to enrich the educational experiences of children in residential
care, called CIRI (these two programs resulted in part from the earlier
Schonell survey); (c) a commitment from the Division of Special Education
of the Queensland Department of Education toward providing educational
programs for children with a severe intellectual disability; (d) the gradual
integration of less handicapped children into the normal school environment
thereby providing more places in the special facility; and (e) a resurgence of
the parent movement in the form of the Queensland Parents of People with
Disabilities. Similar initiatives have occurred in other Australian states.

The increasing involvement of teachers in educating children with severe
intellectual disability has meant that teacher training received in the past is
not well-suited to the new demands. Unfortunately, the educational
institutions have been slow to respond 1o the changing needs of the country
with the result that there are few programs 1o equip teachers with the skills
and knowledge necessary to work with this group of children. This criticism
can also be applied to the education received by other professionals who
work in the disability ficld.

Because of the special needs of these children, panticularly in the area of
behaviour management, it is essential that staff receive both an increasing
theoretical input, as well as practical “hands on” experience before working
with children with a severe disability. A component of this training needs to
include how one works in an interdisciplinary team and the pitfalls which
may be avoided when working very closely with other professionals.

It is now recognized that no one profession can possibly hope to meet the
training and educational needs of children with a severe and profound
intellectual disability. Whatever venue is chosen for the educational/training
program, it is essential that the programs be planned, implemented and
evaluated by a team of professional workers not just teachers who
traditionally have been responsible for education programs.

Because of the variety of needs of the children, it can no longer be
assumed that the teacher should naturally control the learning and training
process. For a particular group of children, behaviour management might be
a primary focus; for another group, it may be mobility or communication
training. It is conceivable that other professionals may have the dominant
role to play for particular groups and at particular times. Perhaps
responsibility on these various occasions need to be shared by the whole
group of staff. What requires attention here also is the need for staff to be
part of a natural support group to avoid their own isolation in the workplace.

The overriding consideration for children with a severe intellectual
disability is to prepare them so that in their later years they will be able to
live as independently as possible in the community. This could require, for
example, programs to develop mobility, money handling skills, appropriate
social interactions and communication skills as well as skills in dressing,
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toileting, road safety and travelling, just to name a few. Perhaps the biggest
challenge, however, lies in creating a leaming situation in which the student
will be regarded as a valued person and where personal growth can occur in a
supportive and happy environment.

The complexities involved in developing a wide variety of skills in our
students require us to take a different approach to education than has been
adopted previously. For example, there is a need 10 move away from
traditional environments to the natural environment as the place in which to
train skills. This demands that the community becomes the “classroom.” It is
simply inefficient to teach community living skills in simulated settings.
This, of course, has implications for staffing, particularly in the provision of
sufficient staff to ensure that training and safety can be assured.

An issue directly related to efficient and effective training and education
is the difficult problem of having skills leamed, and reinforced, at home by
the parents and carers or in a residential setting. The latter is always more
difficult when there is 8 changing staff as a result of shift work pattems and
perhaps less personal involvement and commitment to the child’s progress.
This problem was highlighted by Cullari and Fergusson (1981) who argued
that the natural contingencies in the environment may not be strong enough
to maintain the program, There is a strong implication here and, indeed, a
challenge to trainers to exert greater efforts to ensure that new skills can be
practised out of school hours, This in tum raises a further issue.

It seems to me that there is little educational justification for the
programs for children with a severe intellectual disability to be discontinued
for lengthy periods of school holidays. There is no doubt that this break in
training causes skills to be lost which then require time to be devoted to
releaming at the beginning of the next semester or the next year. We all
know that these children do not have enough time to lcamn as it is and
interrupting training can only be regarded as inefficient, if not prejudicial.
Providing continuity in training, however, will require some adjustments in
our views of education especially if we adopt the position that children with a
severe disability should not be treated differently from other children as a
matter of course.

Conclusion

In the same way as people with more severe disabilitics have been the
last to move from Australian institutions into community living situations, so
it seems that they will be the last to be educationally integrated. At some
stage, however, we need to examine our attitudes toward people with severe
disabilities and cvaluate how these beliefs govern the allocation of services
and resources. If we hold a fundamental belief that all individuals in socicty
have equal rights to an adaptive and productive lifestyle, then this belicf
should determine the way in which resources are allocated to meet people’s
needs.

In making such decisions we must not allow ourselves to be sidetracked
by classification and labelling systems. The view expressed here is that it is
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more productive to start with the norm and depart from it as necessary, rather
than begin with the assumption that segregated services are required.

lnsmnmary.meeducaﬁonalmdsofcmlmmmdadxﬂtswimasevere
intellectual disability are complex. The critical matiers which need to be
addressed in this next decade are listed below.

1. The curricula offered to the trainers of children with severe
intellectual disabilities are in need of urgent appraisal and upgrading.

2. Educational administrators and teachers must accept that a broadly
based professional expertise needs to be brought to bear on the children’s
education, not simply at a consultative level.

3, A significant amount of the education of children and adults with a
severe intellectual disability should be provided in the natural environment
and not within traditional residential or training structures.

4. The extent to which the needs of these children and adults can be met
in less segregated settings than presently available requires canvassing on a
broad front.

In Australia, most State Governments are struggling with continuing
criticism about either inappropriate or insufficient service provision. As
public pressure continues to be applied, we must be vigilant to ensure that
pressure groups do not argue for services which are outmoded or,
alternatively, do not allow such services to be offered as some compensation.
A decade ago, Hardiker and Barker (1981) argued that it would be a mistake
to read into the changes during the 20th century a picture of evolutionary
progress; the steps to progress have been, and continue to be, steeped in
contradictions.

Just before closing, let me remind you of Marc Gold’s view of
intellectual handicap which places the onus squarely on us, not the client or
student. He argued that mental rerordation relates to a level of functioning
that rcquircs above-average traiinng procedures and superior assets in
adaptive behaviour on the part of suoty which are manifested throughout
the life of both socicty and the indi- idu:d.

All advances will remain contingznt upon society’s respect for the
inherent dignity of all people {Scheerenberger, 1983). Society consists of you
and me. The path 10 progress is up «0 Js.
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CHAPTER 15

The Integration of Students with
Disabilities Into Regular Schools in Australia:
Can it Be A Redality?

PAUL M. GANNON
The University of New Englkond, Northem Rivers

If we don’t measure how we are going, then we will never know if we are
getting there ...

introduction
Systems wide measure of infegration?

It is clear that despite all of the energy and resources dirccted at promoting
integration in Australia (i.e., the least restrictive but most appropriate
educational placement for each student with a disability), we are still not able
to demonstrate the extent to which this effort has been worthwhile. There is
no reliable and systematic assessment and placement process used
consistently across Australia to tell us if integration is a good or bad thing for
students, both disabled and nondisabled, and there never has been.

At least in other countries (¢.g., USA and England) each student
recognised as disabled is, by law, guaranteed an Individual Education Plan
(IEP) which, with annual review, can provide some estimation of the success
of intcgration (at lcast the effect of intcgration on students with disabilities is
knowable). In Australia we still lack such a systematic and accountable
assessment, placement and cducational planning system. We, therefore,
cannot even hope to make such an estimation,

Current Themes in Integration edited by Adrian F. Ashman
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The extent of integration in Australian regular schools remains unknown.
There may be a strong recognition of the need for integration, and some
effort made to achieve it, but there remains no valid and reliable means 10
confirm the extent of its existence. Logical analysis, isolated case studies,
and anecdotal evidence (the only type of evidence available) suggests, that as
a system wide phenomenon, integration in Australian schools does not exist
(Gannon, 1988; Human Rights and Equal Opportunity Commission, 1990).

Despite the clear support for the policy of integration it is most probable
that it is not occurring so that each student with a disability is being
appropriately educated in the least restrictive, but most appropriate, school
environment. In spite of 2 large effort to promote the placement of students
with disabilities into regular schools, it is still true that a very expensive
assessment and placement process exists to assess referrals and place
students away from the mainstream. Once a placement is made away from
regular schools little effont is made to review it on a consistent basis,
especially with the aim of placing the student back into the regular school
system., Few, if any, placements are likely to be made back to the
mainstream! Also, there exists a large body of both professional opinion, and
research, which indicates that the system is unreliable and is of little
instructional value (e.g., Algozzine & Ysseldyke, 1983; Galagen, 1985;
Glass, 1983; Jenkins & Pany, 1978; Martin, 1976; Tucker, 1980; Salvia &
Ysseldyke, 1985).

mmddequacyofihepfeseMa&esmnrmdpfacemenfsysfem

Generally the existing system is not concemed with providing an appropriaic
educational plan for any student who is not lcaming. It is primarily
concerncd with placement. It is largely unaccountable to, and docs little to
involve, teachers, parcnts and the students in the process of developing
recommendations for special placement. Even when a choice, regarding
mainstream placement, is given o parents or guardians of children who arc
disabled, it is mainly a “Clayton's” choice. Few, if any, extra resources arc
made available if parents choose to keep their child with a disability in the
mainstream. In most school systems the school principal has the first option
of refusing such applications, and a lengthy burcaucratic struggle follows if
parents wish to appeal the principal’s refusal. Also the ground rules for any
application for “mainstrcaming” are “stacked” in favour of the Principal
(Human Rights Commission, 1990).

Special schools stilll

A large, and still educationally unaccountable and separate, special education
school system exists to accept the siudents who are labelled by the present
assessment and placement process. This system has available to it proven and
effective ascessment and instructional systems, which remain largely unused
by it (c.g., Beck, 1982; Bickel & Bickel, 1986; Gersten, 1985; Goodman,
1085; Kavale & Glass, 1982; Morsink, Soar, Soar, & Thomas, 1986.
Stainback & Stainback, 1984; Tawney & Gast, 1984; Waxman, Wang,
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Anderson, & Walberg, 1985). That is, special education classrooms are
conducted much in the same manner as regular education classrooms
(Gardner, 1977; Milofsky, 1974; Morsink, Soar, Soar, & Thomas, 1986). The
only consistent difference between regulai and special education systems is
that special education has a more favourable staff—student ratio. Given the
similasities between both systems it is not surprising that special education
has had great difficulty ip showing that it is any more educationally effective
for students with disabilities than the regular education system (Martin, 1978;
Sarason, 1982; Tawney & Gast, 1984).

Other major impediments fo infegrafion

Both the assessment and placement, and special =ducational systems were
originally developed to cater for the requests to remove students from regular
schools and, therefore, are the antithesis of integration. Neither of them are
structured to support the return of students to the mainstream and therefore,
in this way, they work against integration.

It is not likely, given the sociological (Openshaw, 1988) and ideological
(Rich, 1990) impediments that exist in educational systems, that guidance
and special education bureaucracies have, or will, change much to suppont
integration on their own volition, It would be a mistake, Jowever, 10 believe
that self-preservation at the bureaucratic level is the main reason for very
little integration occurring. It is clear from studies in a number of areas (e.g.,
Hargreaves, 1984; Huberman, 1983; Purkey & Degen, 1985; Sarason, 1982;
Sparks, 1988) that there exists a more fundamental blockage to integration,
These studies make it clear thai even where top-down changes are mandated
in large educational systems (e.g., laws or bureaucratic mandates supporting
integration), little real change is likely unless it emanates from the bottom
(i.e., classroom ) level up as well.

It is also clear that little change to teacher attitudes and practice is likely
1o accrue from traditional inservice training strategies (Griffen et al., 1984;
Korinek, Schmid, & McAdams, 1985; Rosenficld & Rubinson, 1985). While
the impetus for integration continues to emanate from top level
administrative directives, or changes to Equal Rights Legislation, and fails to
support changes from the classroom level, the effort is doomed to fail! To
date the best arguments for achieving change from within classrooms have
supported strategies linked to ongoing processes and expectations of the
school. The key is to link traditional informational and/or rolc play inservice
with school based consultants who are able to provide the intensity and
continuity of effort needed to ensure classroom level adoption (Fullan, 1972;
Hulling, Hall, Hord, & Rutherford, 1983; Korink, Schmid, & McAdams,
1985; Kremer-Hayon & Ben-Peretz, 1985).

It is at the classroom where the main rejection of integration occurs.
While teachers are philosophically supportive of integration, they believe that
insufficient resources >xist for them to cope properly with students who have
disabilities (Clark, 1987; Parmenter & Nash, 1987, Walker, 1986; Ward &
Center, 1987). Lack of resources (¢.g., teacher skills, high teacher-student
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ratio, inadequate facilities) has always been the fundamental argument for the
exclusion of students with disabilities from regular schools. The other strong

comes from the parents of nondisabled students. Their an.nnent is
similar to that offered by teachers. That is, because insufficient resources are
made available, regular classroom teacher’s time will be taken away from
nondisabled students, and spent meeting the new demands of the
mainstreamed students who are disabled. Because it is not clear, however,
what teacher time is normally devoted to nondisabled students (even before
there is any integration), such arguments are impossible to substantiate. From
an empiricai point of view, however, the literature on streaming which has
been accumulating for many decades, exists to repudiate the argument (e.g.,
Briggs, 1984; Goldberg, Passow, & Justman, 1966; Newbold, 1977;
Wilhelms, 1958; Winn & Wilson, 1983). Unfortunately even in the face of
this evidence most parents, teachers and school administrators still believe
that streaming is advantageous for students!

it is clear that fundamenta! impediments exist to integration. The
educational system cannot demonstrate that, with integration, the existing
resources will be fairly allocated so as not to disadvantage students, both
disabled and nondisabled. While ‘his problem arose when segregation was
the goal (in the guise of streaming students on the basis of performance, not
disability), it is impossible to avoid when obviously disabled and nondisabled
students will compete, face-t0-face, for the resources in regular classrooms,
every day of the school year. It is clear that this issuc must be resolved if
integration is to work. It is also clear that measures taken to date have not
been successful.

If all of the research arguing strongly against streaming in regular
schools has not been sufficient (o convince toichers, parents and the general
public that streaming does not lead to better student learning, then why
should research supporting integration fare any better? A greater effort
s> uld be made o demonstrate that integration is widely beneficial. Some
vnycing and public accountability of the effort rust be offered. There must
e a face walidity fuor integration in terms of positive student leaming.

Alfit 408, expectarions and r.)alify

At the heart of the grassroots objection 1o integration is the fear that
insufficient resources exizt 10 cope wiih the perceived new demands of
main.: eaming. This traditional argument about ihe inability of regular
classrooms, #s they are presently structursd and resourced, to teach students
with disabilities, has not been rebuffed from the pubiic’s point of view. Yet
in public educatior, « minimum leve! of student leaming is not quantified,
and it is impossible to know whether the resources available are ever
sufficient or not. Requests for resources in educational systems are usually
made on the basis of political or industrial judgements and translate to an
allocation of resources based on the number of students, or type of disability
a student has—not, as it should be, on how difficult it is to teach certain
students.
"~
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This is the crux of the matter. Integration, while perceived positively
from a philosophical perspective (Australian Schools Commission, 1975;
Cohen Report, 1973; Doherty, 1982), is perceived from a practical
perspective as a negative phenomenon (Catlin, 1986). It is not seen as adding
to educational opportunities of students. It is seen by the majority (i.e.,
teachers, students and parents in the mainstream of education) as something
which will subtract from the existing opportunities. Even the students with
disabilities, the group for whom integration was originally meant to
advantage, cannot be shown in a practical manner that integration is
beneficial for them. It is not demonstrably clear that regular, or traditional
special education students, are, or will be, better off because of integration.
For integration to work it must be clear to the majority players (the students,
ihe teachers, and the parents from regular schools) and the minority players
(the students with disabilities and their parents) that integration will happen
so that there is at least no negative impact on them. It would be even more
advantageous if the impact of integration could be scen to be positive for all
concerned. While a large number of studies report the practical benefits of
integration (e.g., Kavale & Glass, 1982; Madden & Slavin, 1983;
Schiefelbusch, 1987; Sontag, 1982; Wang & Baker, 1986) translation of
these effects will not occur to the school system as a whole until procedures
exist to show that integration can provide practical benefits for all students.

Change To What, And Why?
Focus on each siudent’s performance in the curriculum

Maintaining a public and ongoing demonstration of the effects of integration
can only happen if in each individual case some ongoing planning and
evaluation is carried out which clarifies the effect of integration at the
individual level. While the present inadequate assessment and placement for
special education exists, no such planning and evaluation can occur.
Obviously, a fundamental change needs to be made in the existing
assessment and placement procedures. Identification, assessment and
placement of students should be made on the basis of achievement in the
curriculum, not on the present spurious sociological, ideological or disability
bases. Placement within the various options available in the educational
system should be based entirely on the degree to which a student leamns,
given the existing curriculum and teaching resources. Arguments for
assistance because of social disadvantage or a legal disability should not
count!

Unfortunately, at present in Australia there is no systems wide procedure
which is seen to provide an equitable support for all students having
difficulty in achieving the goals of the curriculum. This omission remains a
blockage to integration as I have defined it. To begin to overcome this
blockage, assessment in schools needs to become curriculum based, and
needs to occur on a regular basis. The most appropriate special educational
assistance given to students would then be decided on the basis of student
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performance in the existing classroom cusriculum materials (e.g., readers,
workbooks, texts, classroom social behaviour norms), given the existing
teacher skills and procedures. Such direct and regular assessments of
performance are more likely to be understood by parents, teachers and
students alike. Thus the entire process would be much more accountable than
the present procedures. It would be face valid and contain the reliability
inherent in task related criterion referenced tests (Beck, 1982; Deno, 1985;
Gemmann & Tindal, 1985; Ysseldyke & Thurlow, 1983). The cut-off
curriculum performance levels for deciding if special educational assistance
is needed would be decided on the basis of a cut-off which supports
assistance at the present level of funding for special education, so that the
ever present argument regarding funds can be neutralised (this does not mean
that cogent arguments do not exist, and should not be made, to increase
educational funding for students who are either disabled or nondisabled,
rather in this instance it is put aside to focus on a more urgent priority (i.e.,
determining an equitable, valid and reliable assessment and support process).
The final decision regarding the need for assistance and/or placement away
from a regular class would then be made by a group of involved people (¢.g.,
teachers, parents, the student) only on the basis of curriculum performance.

The present imbalance

Unfortunately for the process of integration, school systems have neither
changed their assessment and placement procedures, nor have they made
sufficient effort to ensure that the instructional expertise available in regular
schools matches the need created by the existence of mainstreamed disabled
students. Because regular school curricula are too biased toward the high
achievers in schools, teachers focus their efforts on understanding and
delivering programs that are insufficient even for the bulk of students who
already exist in the mainstream.

There is no deliberate emphasis in the regular school curriculum to
encourage interaction between disabled and nondisabled students. In fact the
opposite is true. Because of the competitive ethos that predominates in
schools (especially secondary schools) very little student cooperation occurs,
even between the nondisabled students (Johnson & Johnson, 1983). This is
unfortunate, not only for school students, but for Australia as a whole,
because research clearly demonstrates that cooperative learning programs are
likely to produce more learning than competitively based programs (Johnson
& Johnson, 1986; Parker, 1985; Slavin, 1984; Slavin, Leavey, & Madden,
1984). The only attempts made to accommodate integration seem to be
where nonaccountable, individual educational plans are being suggested for
students who have disabilities, and where resource teachers, spread thinly
and with little status and inadequate training, are expected to impart the
required skills for teaching students with disabilities to generally
unenthusiastic regular class teachers. Australian education authorities are
only committed to integration “as far as practicable” or *“while recognising
the needs of nondisabled children.” The Human Rights Commission (1990)
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in a recent discussion paper comments on these “hedging” statements by

saying that
Such clauses would not appear to deny a child with a disability access to
appropriate education, but the use of such clauses by education
authorities, even against the expressed wishes of parents, is pronounced.

Because of the inadequate allocation of resources, and the lack of

commitment o implementation of integration policies, special schools, in
segregated settings, remain a major focus of educational provision for
children with disabilities. (p. 34)

A pian for the fulure

The aim of this paper is to suggest a plan for the future that will attempt to
overcome the impediments to integration described above. This plan suggests
an educational system which focuses on achievement in the given curriculum
domains in regular schools. Assessmen. of students who require assistance—
special education—in this system would be based on how well they are
learning, given the resources normally available in regular classrooms, not on
the basis of an identified disability. The main features of such a system are
outlined below.

1. A hierarchy of educational service options with the top option being
the regular school curriculum. Each option away from this level will have a
curriculum which is set to achieve entry into the next less restrictive option.
Each option will contain the same curriculum domains (e.g., academic,
social, communicative, physical, independent living and vocational).

2. Placement decisions for each level of the hierarchy will be based on
student performance in the curriculum at the relevant level(s) of the
hierarchy, not on traditional disability caiegories. The decision will be one
made by a group of people which will include the parents, teachers and, if
feasible, the student involved. The guidelines regarding the levels of
curriculum performance required for special suppornt will be common for all
placement teams in the system and will provide for the present numbers of
students receiving special support.

3. A teacher preservice and inservice training strategy which focuses on
a problem solving approach to student leaming difficulties. This involves
developing instructional expertise across ability levels as well as the present
subject matter focus. The inservice training strategy should be achieved by a
school based teacher consultant (e.g., 3 resource teacher).

4, A school curriculum which actively teaches students interpersonal
social skills, how to help one another pursue individual goals and to
cooperate in achieving group goals.

The implementation of this plan is predicated on the assumption that the
ratio of funding available for specizt and regular education does not change.
However, what is implied in this, or any proposal for change, is that some
initial injection of funds needs to occur to provide for the extra input into
teacher preservice and inservice training. The rest of this chapter will be
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devoted to further explaining and arguing for the above components and how
they may work to promote integration.

Educational Service Options

Educational options within the public education system in Australia are
mainly based on a “Cascade” system. This system is set up to allow a free
flow of students both up and down the cascade of services. As explained
carlier, it is the assessment process used in Australia at present that defeats
integration using a cascade approach. While students flow down the range of
options there is little flow upward. Not only is the assessment an impediment
1o upward movement, the curriculum options are liable to be different at each
level and this difference will slow all upward movement. Once a student falls
out of a given curriculum level, and after a time in a different curriculum,
his/her potential to retum to the original curriculum is drastically diminished.

While maintaining a cascade of services, this present proposal is not
meant to be prescriptive in terms of the number and type of available
placement options. While the notion of integration suggests only placement
in the regular school, the final number and type of options should eventually
be a reflection of the sum of the individual assessments made in determining
what type of placement options are appropriate for individuals referred for
special support.

As suggested here, there are only three levels of placement, each with a
range of resource support. This is a compromise between what presently
exists and what should be possible with total integration (see Table 1).

Table1l.  Suggested Placement Options

Placement 1. Regular cass
2. Special class in a regular school
3. Hospital or residential placement

Levels of Support* 1. Inservice training course

3: Supplementary aides
*Suppert levels are determined by IEP review

Of these three levels, two are in the regular school environment. The
only difference between the regular and special class options should be that
the teacher-student ratio will be less. Placecment outside of these options into
the third option should only occur when, for legal reasons, the student is
precluded from them by advice/control from outside the education system,
(¢.g., when the student is under custodial care; or when s/he ic bedridden or
hospitalised under the agreed recommendation of a medical practitioner and
his/her parents).

Each level of placement has the same curriculum domains available.
Placement in each uption is dependent on 8 decision of an appropriately
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constituted group of “involved" persons after analysing the student’s level of
performance in each of the curricula areas.

Placement Declisions

Probably the most important change necessary relates to the way in which
students are placed in the available school options. At present the most
common process used is strongly professionally influenced, and based on
traditional, summative norm-based tests (although at least one state, Victoria,
professes to have done away with the professional bias). This process is
questionable on two grounds. Firstly, it has be shown to be largely unreliable
(Ysseldyke, Algozzine, & Epps, 1983) and secondly, it has little instructional
utility (Heller, Holtzman, & Messick, 1982). That is, summative and normed
tests provide little information that can assist teachers in instruction. On the
other hand curriculum-based assessment offers a more focused, valid,
reliable and instructionally useful alternative.

Placement of students is usually possible from two sources: (a) upon
entry into the education-] sy~tem once eligible school age is reached, or (b)
after problems have been determined in achievement in the regular school.

The second possibility can occur at any age. For both types cf entry,
formative curriculum-based procedures have been effectively used in a
number of real school situations (Blankenship, 1985; German & Tindal,
1985; Peterson, Heistad, Peterson, & Reynolds, 1985; Tucker, 1985).

The arguments for using formative curriculum-based assessments (CBA)
for not only placement but also instructicnal decisions as well, have been
made for some time (e.g., Brown, Mcnally, & Patching, 1983; Haring &
Lovitt, 1969; Howell & Kaplan, 1980; White & Haring, 1980; Ysseldyke,
Thurlow, & Christenson, 1983), however, it has not been until recently that
their feasibility has been strongly and extensively demonstrated across an
entire school system (Germann & Tindal, 1985; Tindal, Shinn, Walz, &
Germann, 1987).

The implementation of CBA in the Pine County Sctool district has
already been described in detail by others (e.g., Marston & Magnussen,
1985), however, it is important for the support of the argument being put
fortis here, to summarise scveral important features.

What Is CBA?

To put it simply, CBA is the process of measuring and evaluating students’
performance in materials that are in supply in the classroom and which
students constantly use in the process of leaming. Counting the number of
words read correctly in a timed (1 minute) test from a classroom basal reader
is a simple example of a curriculum-based test of oral reading. Tests of this
nature have been developcd by teachers to cover the entire primary and
secondary school curriculum (e.g., The Precision Teaching Project in Great
Falls, Montana).

-l
-0
ol



184 Gannon

How does CBA work?

CBA is not simply a “one shot test.” Test administration usually occurs over
a period of time (c.g., each day for 8 week) to establish a representative
picture of performance over both time, and a range of test items from the
same testing domain (e.g., different pages from the same basal reader, or a
different reader of the same readability). Whenever a teacher suspects a
student is not coping with the curriculum materials in the classroom the
process depicted in Table 2 is instigated.

The first step is for the teacher to monitor the sfudent’s performance
over, say a week, to determine if the performance is below the predetermined
cutoff for special education. Before outside assistance is called in, however,
the teacher must also be able to demonstrate using curriculum-based data that
the student has not improved given access to all of the resources (including
time) and skills available within the class (this level of skill and resource is
obviously going to vary from classroom 10 classroom). The placement team
is then constituted to determine which level of support is deemed to be
appropriate (i.c., the least restrictive) given the level and rate of the student’s
performance in the curriculum-based measures. In other words, the team
must determine which level of assistance will provide the greatest level of
learning, and at the same time remain closest to the regular class placement
with no extra suppont.

The placement team has available to it all of the options described in
Table 2. Once a student is provided with any of the options it is essential that
curriculum-based measures are ongoing so that it will be clear that the
instruction provided is being effective.

The implicit outcome of the above use of CBA is that data-based
instruction automatically becomes a feature of special education. That is, as
long as a student is being provided with special education the effectiveness of
the effort will be continually monitored, and the effort can be readily
changed when it is shown to be ineffective. Given such a heavy reliance upon
CBA it is important to understand that curriculum-based measures have been
shown to be technically adequate and eminently usable for the purpose just
described.

Validity and reliabiiity

It is clear that CBA procedures as described above are as technically
adequate as traditional testing procedures (Beck, 1982; Geman & Tindal,
1985) and, in addition, ."ey possess a face and content validity that
traditional tests do not. That is, CBAs are easily seen by nonexperts as being
relevant to student’s leamins, needs.

To what extent would txachers use CBA?

Where . .cse procedures have been used in everyday regular classroom
situations (in these cases the system was imposed on the teachers, that is,
they were not asked if they wanted to use it or not, they were made to use it),
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Table2. A Curriculum Performance Data Base for Special Education Support

Stage Activity

1. Teacher suspects The first solution to a performance problem should
a student in difficulty  be to offer the student a different teaching-icaming

approacy, Certainly the onus is on a teacher to
demonstr. tc that the range of instructional options
available t. him/her have been unsuccessful in
producing the desired performance gains before
requesting assistance, Curriculum-based measures
iaken over several days, using the range of
available teaching strategies in sequence, will
provide sufficient data for the placement team to

make a valid decision
2. Placement Team The Placement Team will be able to see the
called in to evaluate student’s level of performance, and determine
student’s (a) if the student is able to learn, (b) the rate s/he is
performance for able to learn, and (c) the teaching strategies which
special education produced the leamning.
support

3. Teacher receives:

6] R&qomce Teacher (i) The Resource Teacher is able to provide:

assistance
» Assistance Level 1 + Level 1 assistance (i.e., information and/or
(informational) materials)

» Assistance Level 2 » Level 2 assistance (i.e., direct teaching assistance
(in class modelling) with the aim of imparting the required know-

ledge and skill to the class teacher.

(ii) Outside (ii) In the cases where the Resource Teacher lact.s
Consultancy the necessary skills, but they are known to be
Assistance available, an outside consultant may be called in

to provide the skills for the classroom and
resource teacher.

4. Teacher receives an Where the skill is available, but the teacher time is
Aide 1o assist with not, a teacher aide may be employed to provide the
the particular student ~ “extra hands” that are needed.

for a given number
of hours per week

S. Special class All of the options available to regular class
placement within the  teachers are also available to special class teachers!
regular school
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68% of teachers after implementation said that the entire school district
should use CBAs, while only 20% said no to the same question (Marston &
Magnussen, 1985). Recently a similar response from teachers in some
Australian special schools were also shown 10 be supportive for CBA
(Stieler, 1989). A note of waming here is made by Fuchs, Wesson, Tindal,
Mirkin and Deno (1981). The results of their study reveal that teachers
should be carefully trained and prompted to be maximally efficient in
cumriculum based measurement. If they are not, then the common perception
of data based instruction taking 100 much time could become a valid one. In a
summary of the question of cost effectiveness, Deno (1985) maintains that
the total evidence clearly supports the overall advantage to the students and
classroom teachers of curriculum based measurement over traditional
nomative measures.

The evalu nion feam

The final requirement is that the curmriculum performance data should be
evaluated by a group of people who have been, or will be, closely involved
with the student on a regular basis (e.g., teachers and parents). In all cases, a
team, consisting of all the people who are involved in the measurement and
those who are likely to be affected by the final decision, should participate in
the evaluation and help form the final decision. However, as German and
Tindal (1985) point out, curriculum-based measures should remain the sole
data upon which any placement decision is made. Of course, a suitable set of
performance criteria need to be predetermined to guide the team regarding
their final decision. A suitable set of criteria may well be similar to the
standards adopted by Pine County (Germann & Tindal, 1985).

The introduction of CBA to guide placements in the school system
would mean not only changes to the procedures used to place students, but
also to teacher accountability for student leaming. Given the process
described in Table 2 it would no longer be possible to exclude a student from
mainstream programs simply because they were disabled. The onus would be
on the teacher to demonstrate that the rate of students’ learning is basically
what restricts their coping with mainstream programs. Given these proposed
changes to the school system, and the implied extra skill base required by
teachers, a change in teacher knowledge and skills is needed especially in
terms of teachers’ ability to use CBA. Also an upgrading in the regular
classroom teacher’s capacity to teach using a larger range of instructional
altemnatives would be obligatory. Even though Resource Teachers would
assist here in the long term, initially some wnput would be necessary in the
use of cooperative leaming strategies and social skills training. The effect of
such changes would be of benefit 10 all students not just those who are
disabled.
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Teaching Resources
Systematic data-based insiruction

The use of CBA as described in Table 2, and especially as prescribed for use
by teachers in special education, is known as systematic-data based
instruction. It requires teachers to follow a problem solving approach to
learning difficulties. To be successful at solving these problems requires that
a teacher (a) generates a performance profile of individual student leamning
over time (curriculum-based measurement), and (b) then systematically
evaluates students’ performances in the relevant curriculum areas against
exposure to a range of instructional procedures. Teaching continues in this
manner until students achieve the desired rate of leaming, and eventually the
curriculum aims (i.e., the leaming problem is solved). Many variations of this
basic model exist and have been shown to be efficacious (e.g., Fuchs, Deno,
& Mirkin, 1984; Fuchs & Fuchs, 1986; Wang, Rubenstein, & Reynolds,
1985; Waxman, Wang, Anderson, & Walberg, 1985; White, 1986).

Cooperative leaming sirategies

While it is clear that most teachers in both special and regular education
would need some training 0 develop skills in systematic instruction, it is also
apparent that curricula changes and teacher skill enhancement are necessary
in other areas before integration is widely possible. For example, integration
implies that students interact while they leamn, whereas the regular school
curriculum is competitively based. Few teachers are aware of the research
outcomes in cooperative leaming showing the advantages over competitively
based programs for both high and low performing students (e.g., Johnson,
Johnson, Warring, & Maruyama, 1986; Mevarech, 1985; Parker, 1985). Even
fewer teachers have the skills required to implement such programs.

Social skills fraining

Another potential area of the school curriculum apparently ignored by
curriculum planners is the area cf social skill development. Obviously the
ways in which people with a disability present and interact with others either
enhances or detracts from their chances of integration with nondisabled
students. While the evidence regarding the necessity of appropriate social
skill development in the lives of all children continues to increase, social
skills training remains ignored by curriculum planners (Cowen, Pederson,
Babigan, Izzo, & Trost, 1973; Gannon, 1983; Gresham, 1984, Roff, Sells, &
Golden, 1972; Ulman, 1957). Without appropriate social skills any students
is likely to suffer a lifetime disadvantage more personally damaging than any
learning disability. Certainly the process of supporting the interaction
between students who are disabled and nondisabled, will continue to suffer
as long as the training of social skills receives so little priority in schools. It
is clear from available evidence that social skills training should be as
essential a part of the regular school curriculum as reading and writing.

182

[ L



188 Gannon

The Resource Teacher

While the above resources mentioned above (and probably others) would
considerably enhance the process of integration, the most important resource
of all is the Resource Teacher. These teachers have existed in Australian
schools ever since the idea of integration gained a foothold. The Resource
Teacher was originally meant to provide the resources necessary for regular
classroom teachers to maintain the one, or maybe two, students with a
disability that would eventuate as special schools were disbanded. One idea,
predominant at the time was for the special school teachers to act as
Resource Teachers because they had the ability to teach children with
disabilities. It was always a poor idea and was not put into practice. Instead,
Resource Teaching has become a political football with a large percentage of
them having little or no skills to program and instruct mainstreamed students
with disabilities, and/or little or no ability to impart the skills that they have
to the classroom teachers who need them. Many school Principals see
Resource Teachers as an extra pair of hands to enable them to overcome
some, or other, of the deficiencies they see in their school structure. Without
a clear evaluation process 10 direct them to the students and teachers
requiring their help, and spread thinly across to many students or schools,
Resource Teachers can never have the impact they were intended to have.

For Resource Teachers to be able to provide teachers with the requisite
knowledge and skills to support the process of integration requires greater
definition of their role and an upgrade in their status and importance in the
school. Because these teachers must have a large number of instructional
skills at their fingertips it is important that they are good teachers. Good
teachers, however, are less likely to opt to be Resource Teachers as they
receive no more pay than regular classroom teachers and have a more
demanding job. They have to teach both the students who are usually more
difficult to teach (those who have difficultics leaming), and at the same time
teach the classroom teachers how to do likewise. The consultani teacher
model of a Resource Teacher, with its extra demands, is not likely to be
popular among experienced teachers unless it is given the status and income
that, in comparison, obviously accrues if they choose to become an
administrator. When a very experienced teacher who undertakes to train as a
teacher consultant and is given the same status and income as, say the deputy
principal, the position of resource teacher will become effective in the
manner it was meant to be. Certainly the role prescribed for t*- Resource
Teacher in Table 2 would be possible.

Summary

It is clear that integration is not a systems-wide phenomenon in Australian
regular schools. The predominating referral, assessment and placement
system, along with the special school system, seems to ensure that this lack
of widespread integration will persist. In addition, the predominant
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perception of integration is that philosophically it is acceptable, but at a
practical level it will never work!

The fears of teachers, students and parents in regular schools about
perceived disadvantages for nondisabled students, and the perceived lack of
resources is a distracting argument against integration. Differentiating
between students for instructional purposes has never been supported by
empirical study as being advantageous for students, The common perception
amongst the putiic and professionals, however, is that differentiation and
allocation (i.c., labelling and differential placement) is advantageous and
necessary for effective instruction (Carrier, 1986). This misperception can be
overcome by a systems wide change to the assessment for, and the special
support given, to students who have difficulty leaming. The resulting system
- should be both equitable, and also seen to be equitable. It should be a system
that continually monitors students in need of support, and provides the
support in the least restrictive way. An individually focused, formative,
curriculum-based assessment is offered as a more equitable and responsive
system than the one which at present predominates in the Australian school
system. In addition, the introduction of a local, accountable, and personaily
involved assessment team is proposed to monitor and justify the support
given by the system.

A redirection of the resources at present wasted in the education system
(e.g., the present assessment and placement effort) is necessary if integration
is to be given a chance of working. It demands « movement towards fostering
systematic data based instruction, social skills training, cooperative leaming
and 8 more experienced, skilled and highly regarded Resource Teaching
position.

Conclusions

Integration can work! It can live up to the promise of providing a better
education for students with disabilit’'es. It can also provide a richer
educational experience for students who are not disabled.

It can only do this, however, if the school system becomes more
instructionally focused. Schools are meant 10 be for students. They are
supposed to be places where students leam. Unfortunately, we as a
community, politicians, and the professionals involved in schooling all
interfere to pull teachers away from this instructional/learning focus. We
place too many distracters in the way of both students and teachers. The
effective schools literature (e.g., Murphy, Weil, Hallinger, & Mittman, 1982;
Murphy, Weil, Hallinger, & Mittman, 1985) is beginning to describe how
schools can amass resources t0 support a more instructional focus.

Students go to schools to leam. Teachers go 10 schools to teach. If the
resources available for schools cannot be directly linked to these two foci
then they probably are not relevant (e.g., the present assessment and
placement procedures are irrelevant and an enormous waste of resources that
should be redirected). If we ar= going to succeed with integration we must
maintain an instructional focus. We must be able to show, in every case, and
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in an ongoing manner, that sufficient support is being provided for students
who are disabled to learn in the least restrictive manner and to ensure that
their nondisabled peers are not disadvantaged by the effort. While the system
I have described in «is chapter may not be perfectly able to do this, it
certainly has been demonstrated to be feasible, and to be much better than the
system that it should replace.
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