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ABSTRACT 

Inclusion is a controversial topic in educational circles, especially at the 

secondary level where the academic focus is so strong. In contrast to eiementary school, 

where the students are involved in CO-operative groups and integrated curricnlum with 

homeroorn teachers, secondary students achieve more independence, and their focus is on 

academics with the goal of graduation. In this environment, rnany educators have 

difficuIty visualizing how students who cannot do the required work - in fact who cannot 

even read - can be included in this setting and achieve worthwhile, realistic goals. 

The purpose of this case study research was to examine three inclusive high 

schooI settings and, through interviews and observations, gain a rnulti-perspective fkom 

al1 participants involved in the process. The goals of this study were twofold: to discem 

the factors necessary for successfil inclusion, and to develop a mode1 of inclusion for 

educators based on these factors. 

A case study method was utilized to bound the study within the high school 

environment. To provide multi-perspectives on the inclusion setting, data were obtained 

tiom three students with special needs in three different high schools, their 

parents/guardians, "regular" classroom teachers, "regula. students, teacher assistants, a 

special education CO-ordinator or special education teacher, an administrator, and a 

guidance counsellor. The research project began with a pilot study, and led into the main 

research project which spanned an 8-month period fiom September 1998 to A p d  1999. 

The data collection method was prirnarily interviews, supplemented with observations 

and document analysis. 

Research findings suggested that, although there is not one correct way to 



implement inclusion at the high school IeveI, there were factors to be considered under 

the headings of knowledge, skills, and attitudes which could lead to successful inclusion. 

A mode1 of inclusion for the most responsible environment, based on these factors, has 

been presented. Six practical applications stemmed from the case studies: clarimng 

perceptions and definitions; appropnately utilizing the teacher assistant; promoting self- 

determination of the adolescent with special needs; recognizing the benefits of inclusion 

to peers without disabilities; recognizing the benefits of inclusion to educators; and 

understanding the change factors necessary for inclusion to become a reality. 
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Introduction to the Research Question 

The wise teacher has a vision that is not limited to seeing a child with a disability 

and a child with no obvious disabiiity but two children who each have gifis which 

complement each other. Yes, a child with profound disabilities has a gift that only 

another child c m  discover and allow to contribute to the community - even if it is 

only a srnile. (Mackan, 199 1, p. 93) 

Background to the Question 

The trend towards including dl students in their neighbourhood schools represents 

a philosophical change that is part of the educational refom movement paramount since 

the 1980s in North America (Asante, 1997; Edgar, 1987; Winzer, 1993). The differing 

national organization stances conceming acceptance or rejection of the inclusion policy 

are summarized by Lipsky and Gartner (1 997), and this disparity in policy "reflects the 

unique characteristics of the organizations, including their constituencies, historical 

experiences, and ideology" (p. 180). 

In Alberta, w e r o u s  policies and documents have also been developed to address 

the education of students with special needs. Alberta Education has recently undergone 

restructuring and is now known as Alberta Learning, but since the documents were 

written when the department was 'Alberta Education', this name will continue to be used 

throughout this paper. Alberta Education, in its policy, EducationaZ PIacemen t of 

Students with Special Needr (Policy 1.6. l), specifies that "educating students with special 

needs in regular classrooms in neighbourhood or local schools shall be the first placement 

option considered by school boards, in consultation with students, parents/guardians, and 

school staff' (Alberta Education, 1997). Similarly, The Alberta Teachers' Association 

policy 17.A.5 states: 

The Alberta Teachers' Association believes that integration of students with 

special needs should be into the most enabling environment; environments less 

inclusive than the regular classroom may be more appropriate options for some 

1 



students with compiex or severe learning andhr behavioral needs. (1 999) 

In addition, In the Balance - Meeting Special Needs Within P u b k  Edzlcation 

notes that "inclusion is just one of a range of educational options" (Alberta School Boards 

Association, 1997, p. L7), and the School Act decIares, in its prearnble, that "the best 

educational interests of the student are the paramount considerations" (Province of 

Alberta, 1988, p. 9). An objective in a document, fi-om the Premier's Council on the 

Status of Persons with Disabilihes, asserts that by "the year 2000, al1 children will have, 

as their right, access in their home cornmunities, in the neighbourhood schools, to the 

same quality of education which is available to a11 other students" (Alberta Education 

Special Education Branch, 1995, p. 1). It seems apparent that these organizations al1 attest 

to the philosophy of equality and participation for al1 students while respecting individual 

rights and dignity. What is not clear, and what often stimulates heated debate, is the best 

method of achieving this philosophy through the most appropriate placement for students 

with special needs. The literature review that follows will provide the reader with a flavor 

for the differing definitions of inclusion and how these definitions impact upon education 

for students with special needs. 

Purpose of the Studv 

The purpose of tliis study was to examine the inclusion option at high schooI by 

gaining a multi-perspective fiom al1 participants involved in the research. The goal of the 

study was to discern the factors necessary for successfùl inclusion in search of an 

effective service delivery model for educators, This research took the form of three case 

studies, gathering data from selected key players within three different high school 

settings to "catch the complexity" (Stake, 1995, p. xi) of the cases. The data which were 

generated were analyzed, and the insight reflected will enable parents, educators, and 

students to become better infomed about each of the selected participant's perspectives 

within the inclusionary environment of his/her high school. The experiences of the 

individuals in these case studies may, then, be useful to advance our understanding of the 

inclusive model of service delivery. 

My interest in this research has been grounded in my personal experiences 



working with students with special needs at the high school Ievel. To be open to the data 

generated, it is necessary for the researcher to put aside presumptions while observing and 

leaming (Stake, 1 995). 

Bracketing of Presuppositions and Beliefs 

Essential in qualitative inquiry is the need to bracket one's presuppositions and 

beliefs. Van Manen (1997) explained that, as researchers, we must "corne to tems with 

our assurnptions, not in order to forget thern again, but rather to hold thern deliberately at 

bay" (p. 47). Van Manen (1997) argued that instead of trying to forget or ignore what we 

already know, we should "make explicit our understandings, beliefs, biases, assurnptions, 

presuppositions, and theories" (p. 47). Manning (1997) explained that respondents in the 

research have a right to "understand the lens" (p. 103) which the researcher uses to 

analyse and construct the data. Because of my history and experiences with segregated 

special education classes and with hi& school, as 1 approached this study, 1 was sceptical 

about the inclusion of students with specid needs in high school. While 1 agreed with the 

basic philosophy of inclusion and belonging, I had some reservations and concems about 

b w  inclusion could realistically be put into practice in high school. ft was crucial, then, 

that every effort be made to face these biases and presuppositions and put forward my 

lens so that 1 could then, as a researcher, "attain the genuine and true form of the things 

thernselves" (Hammond, Howarth, & Keat, cited in Ray, 1994, p. 1 19) and seek the 

beginning of knowledge (Ray, 1 994). What follows is my story of rny life experiences as 

it relates to this study. 

My S tory 

In retrospect, I'm not entirely sure when m y  story really begins! Was it with m y  

memory as an adolescent, joining in the laughter and &king when it was discovered 

that a peer, who we referred to as "retarded," collected dead flies in her geometry case? 

That is my f is t  real memory of, and close expenence with, an individual who was very 

obviously different fi-om the rest of us. 1 remember how my compassion and sympathy for 

her was coloured by rny egocentric adolescent need to belong to my peer group. Was it 



my experience as a parent volunteer working on reading skills with three students in the 

hallway when one mischievous grade one child tied the others' shoelaces to the leg of his 

chair. I will always remernber the look on both their faces - 1 can only imagine the look 

on mine - when he tried to stand! Did my story begin with rny experiences, over 2 years, 

as a teacher assistant with prinaary students in a segregated classroom: 

the fhstration of picking up those math blocks yet one more time with a 

student who took every chance he could to spread thern over the floor? 

the pride and joy of watching Our students remember their four-word iine for 

the Christmas Concert? 

the emotion at a students' birthday party when he, overcome with emotion, 

kissed me on the forehead? 

Perhaps my story began when a family mernber was diagnosed with brain tumors, 

and, as a result, experienced related cognitive delays and extrerne social skill dificulties, 

and with the rnany discussions with her mom and other famiIy members to try and 

explain this child's bizarre thoughts and behaviors. It could be that my story really began 

on the first day of my new teaching career. After my expenence as a teacher assistant, 1 

was bound for university to become a teacher. University did not prepare me for the end 

of that first teaching day carrying one child out under my ann as she screamed obscenities 

at me and spit on my shoe, while helping another dong as he nemously covered his ears 

and cowered because of the noise. My story that day ended in tears! Those tears 

resurfaced one year later when I accompanied that same bbspitting7' child to Our teacher 

assistant's wedding and watched the complete joy on the student 's face as her favorite 

adult walked down the aisle. 

My work in the classroom with students with specid needs continued for 10 more 

years, and my story unfolded M e r  a s  1 remember: 

searching fiantically among the stacks of paper being sorted and tied for 

recychg, for a cnicid occupational therapy report 

watching the first of our students fiom the segregated class graduate fiom high 

school, proudly wearing her gown and beaming across the stage. 

gasping as one of the students tripped on the stairs, in his enthusiasm to get up 



on that stage and collect his award. 

playing for a week in Disneyland with 12 students from the segregated 

classroom and al1 the teacher assistants, as cuImination to a year of fiindraising 

and hard work. 

As I broadened my experiences in the high school beyond the segregated 

classroom, my story continued into new depths. 1 remember the gales of delight from our 

first student to be fuIly included at the high school, as he paticipated in his very favorite 

social studies class. Perhaps one of rny most poignant chapters in my story is watching 

one of my students die, and always rernernbering his words: "I'm going dom,  Mrs. 

Stewart." 

It would seem that, with any story, one cannot quickly pinpoint a begiming. 

Instead, al1 of the memories, experiences, and people shape the story. The segregated 

settings for the majority of my teaching career are a critical aspect of my story, and ones 

that continually cause reflection. As my career and story have unfolded over the years, 1 

have corne to believe in the importance of offering choice for families, with respect to the 

optimum education for their children and a 'ccontinuum of services" (Vergason & 

Anderegg, 1992, p. 45). As 1 continue my career, it is important that I do not let my 

segregated training and experience interfere with each child's best interests. A poem, 

modified from Pastor Niernoeller, spoke to me deeply 

First they came for the "Black man." They said he was a menace to society, a 

drug dealer, a school dropout, very violent to al1 humanity- But 1 was not a Black 

man. 1 said no thing, and did nothing.. ... 
Then they came for the welfare mothers. They said they're lazy, overweight, 

have too many children, a drain on society. But 1 was not on welfare. 1 was not a 

woman. 1 said nothing, and did nothing. ... 
Then they came for the eldedy. They said they were using too much of our 

federal dollars. They had too many needs, a drain on society. But I was Young. I 

said nothing, and did nothing .... 
Next they came for the disabled. They said these people had nothing to give to 

society, that they were ill, diseased, another drain on society. But 1 was not 



disabled. Again, 1 said nothing, and did nothing .... 

Then they came for me. They greeted me with big smiles, smiIes that 

represented approval, for by my silence, they knew 1 was one of them. And 

together we began pIanning who we7d go for next! (Asante, 1997, p. 69). 

My experiences, described above, have formulated my biases and have colored 

my lenses. However, it is with openness that 1 approached this research study to discover 

the "Iived experiences" (Merriam, 1998, p- 4) of hi& school cornmunities in the inclusive 

setting. I may change my philosophy on inclusion as a result of my research - 1 may not, 

but that is not the purpose of this research. 1 do recognize and acknowledge that "deep 

change involving one's understanding of what is true and one's regard for what is worthy 

is especially diEcult7' (Paul, Duchnowski, Morse, Christensen, & Martinez, 1997, p. 

241)- My challenge as a researcher was to rem& open and aware of my lenses as 1 

exarnined these indusive settings, trying to discem the factors necessary for successful 

inclusion and then to formulate a mode1 of inclusion. 

Nature and Intent of the Study 

It must be clear that the purpose of this research was not to evaluate the three 

programs and schools where the students with special needs were included. Rather, the 

ernphasis of the study was to openly examine and explore the programs surroundhg three 

students with special needs to discem the factors necessary for successful inclusion. This 

open examination of d l  aspects of the inclusive settings enabled me to look at the rich, 

fidl experiences and "project the joys as well as  the pains" (Patton, Blackboum, & Fad, 

1996, p. vi) experienced by the participants in the research. 

Through the use of a case study method based on interviews, observations, the 

researcher's journal, and documents such as the Individual Program Plan and work 

samples, three hi& school inclusive settings were examined. This s tudy presented the 

complexity of the single case through the multi-perspectives of the participants involved 

in the settings (Snow & Anderson, 199 1). These participants included three students with 

speci al needs in three separate high school settings, their parentdguardians, teacher 

assistants, teachers, "regular" students, a counsellor, a special education co- 



ordinatodspecial education teacher, and an administrator. By recognizing and preserving 

these contradictory views, or "multiple realities" (Stake, 1995, p. 12) in the research, the 

key players wilI gain an appreciation of others' perspective within the context of the 

study, and the educator, parents, and students will gain an understanding of al1 

perspectives. 

Tt is not my intent to persuade or seIl readers on inclusion for al1 students. Instead, 

1 agree with Lieberman (1992), who argued that we must "let each case be judged on ifs 

own merit" (p. I4), and Kaufhan, interviewed by O 'Neil ( 1 994/95), who recognized the 

merit of decisions being "made on a case-by-case basis - not forced" (p. 9). Et is my aim, 

though, to describe what inclusion means for al1 involved in this research study, by 

understanding "what the other wishes to accomplish" (Eyolfson, 199 1, p. 26). it is my 

desire to provide information which can be useful and practical in helping parents, 

students, and staff, to develop effective modeis of service delivery based on "research 

groundm in real practices of classroom teachers" (Taylor & Parmar, 1993, p. 5). 

Deficitions 

It seerns h y  and ironic ... that most people spend an exorbitant amount of time 

trying to distinguish themselves as unique and different while al1 that a person 

with a disability wants is to be just like everyone else. (Patton et al., 1996, p. 3) 

Sîudents with special needs, as defïned in In  the Balance - Meeting Special Needs 

Within Public Education, refers to 

(i) students being in need of special education because of their 

behavioral, communicational, intellectual, learning or physical characteristics; or 

(ii) students who may require specialized heaith care services; or 

(iii) students who are gifted and talented. (Alberta School Boards Association, 

1997, p. 11) 

For the purposes of this research project, the phrases, "students with special needs" and 

"students with exceptionaiities" wiII be used interchangeably. Each student's specific 

special needs will be explained and discussed through hisher story. 



The definition of inclusion, for the purpose of this paper, is taken fkom Gartner 

and Lipsky: 

Inclusion means providing to al1 students, including those with significant 

disabilities, equitable opportunities to receive effective educational 

senrices, with supplementq aids and support services as needed, in age- 

appropnate general education classes in their neighborhood schools, 

toward the outcome of preparing al1 students for productive lives as full 

members of  society. (1 996, p. 71) 

In addition, the Special Education Council of The Alberta Teachers' Association 

adds another component to the definition by stipulating that "inclusion is the process of 

educating students with special needs in regular classrooms in neighborhood or local 

schools with same-aged peers without special needs on a part or full-time bais" (1 998, 

p. 1). S tudents who are included, then, become full-time, participahg members of that 

particular class. These definitions will provide a fiame of reference for the reader, 

although each high school setting will be different Specific details will be provided 

through the stories. 

The following chapter will provide the reader with a review of the literature 

pertinent to inclusive education. This will be followed, in chapter 3, with a discussion of 

the methodology used for this research. Chapter 4 will cover the results of the research 

and will highlight three major categones that have emerged Erom the data ânalysis. 

Chapter 5 will suggest practical applications and a mode1 of senice delivery stemmhg 

fiom the results noted in chapter 4. Chapter 6 will present the conclusions generated fiom 

the research- 



CHAPTER 2 

Li terature Review 

Special education is undergoing a major paradigm shift, fiorn the traditional dual 

system of education which evolved in the 1970s (Fuchs & Fuchs, 1994), to a unified 

system of delivery which merges regular and special education (Andrews & Lupart, 1993; 

Epanchin, 1997; Evans, 1997; Zdol, 1 997; Lupart, McKeough, & Yewchuck, 1996; 

Reynolds, Wang, & Walberg, 1 987; Salend, 1994). The resulting inclusive mode1 of 

senice delivery is now being irnplemented in a variety of ways with varying degrees of 

success. The philosophy of hclusion has necessitated numerous "changes in educationd 

thought and practice" (Andrews & Lupart, 1993, p. 1). The Alberta School Boards 

Association (1 997) stmck a task force to investigate these very changes. To prepare 

myself appropriately for this study, 1 traced the special education story, ending with a 

review of inclusion, and the current models supporting inclusion. 

Story of Special Education 

Meyen proposed that special education is "between stones," with the old story 

being the "tirne-honored foundation of grounding beliefs and assiunptions" (1995, p. 30). 

This old story was rooted in ~ i l î u r a l  attitudes with respect to the obligations and 

responsibilities perceived by society (Winzer, 1993). Winzer chronicled the progression 

of attitudinal change with respect to special education practices. An Old W d d  attitude 

surrounded by "superstition, myth, and fatalisrn" (Winzer, p. 8) was replaced with a 

of reform" (p. 771, and this reform movement was a major influence on specid 

education in North America. WÏnzer explained that developments in Canadian special 

education were c%ghtly bound" (p. 78) to those in North Arnerica Gartner and Lipsky 

(1 996), however, argued that &ere were differences in the reform movement between 

Canada and the United States, in regard to educational developments, assurance of 

individual ri@, educational structures, and local delivery systerns. 



The Old Story 

Medical model. 
By the close of the nineteenth century, societal attitudes were based upon the 

medical and deficit models, giving justification to expanding the institutions for students 

with special needs (Lipsky & Gartner, 1997). The medical mode1 and its "fix on 

pathology" (Deno, 1970, p. 229) viewed the problems of learning, behavior, and 

socialization as being inherent within the child, and remediation was understood in terms 

of treating the disease (Wolfensberger, 1972). The deficit mode1 presupposed deficiencies 

in al1 areas, and remediation by a specialist in a special setting was deemed necessary. As 

a result, there was a "lengthy period of institutional segregated education for persons with 

disabilities" (Karagiannis, Stainback, S., & Stainback: 1996, p. 18). This attitude canied 

well into the twentieth century, with the specialist still being viewed as a crucial 

component for the child with disabilities. 

Eugenics movement. 

The early twentieth century gave way to the eugenics movement which, combined 

with the medical model, '%elped to entrench the dehumanizations of persons with 

disabilities" (Karagiannis, Stainback, S., et al., 1996, p. 1 9). Psychologists were now 

beginning to favor the theory that intelligence was hereditary, and viewed mental 

retardation as the "principle factor in suc h social1 y repugnant conditions" as alcoholism, 

prostitution, and dmg use (Winzer, 1993, p. 290). Mass IQ testing produced great 

numbers of individuaIs perceived by the general public to be criminals and a menace to 

society. Disability was viewed as a "curse fiom on high" (Asante, 1997, p. 47) and the 

disabled as deviants (Biklen, 1977; Wolfensberger, 1972). Wolfensberger fbrther 

explained that deviants were often considered by a society as sub-cultures or less than 

human. BikIen (1977) suggested that this deniai of full human statu inhibited individu& 

fkom becoming fully participating mernbers of their communities, and provided the 

rationale for continued segregation and other practices, such as sterilization, isolation, 

restraining, and aversive conditioning. To illustrate the dehumanizing effect of 

institutions and societal attitudes, Bogdan and Taylor (1 982) presented the life stones of 



two individuals who were former inmates of institutions. These autobiographies, told in 

the individuals' own words, provided the reader with "a more holistic view of people" 

(Bogdan & Taylor, 1982, p. 17), which the authors hoped would help readers better 

understand the attitude of society at that time. 

Separate schools and classes. 

Separate schools and classes evolved, and "the educational community and 

society as a whole were proud of their facilities for students with special needs" (Pijl & 

Meijer, 1994, p. xi). Russo, Morse, and Glancy argued that whether these placements 

were construed as being "intentional or unintentional discrimination," the end result was 

''to remove the disabled fiom the social mainstrearn" (1 998, p. 8). Ferguson (1987) 

suggested that "what rernains constant is the category of exclusion" (p. 53). Biklen and 

Bogdan (1 977) defined this exclusion as handicapism: "a set of practices that promote 

unequal and unjust treatrnent of people because of apparent or assumed physical, or 

mental disability" (p. 206). Bogdan and Knoll (1995) explained that, when using the 

handicapism paradigm, "a person with a disability is seen not as a client or recipient of 

special seMces but, rather, as a member of a traditionally discriminated-against minority" 

(p. 695). Handicapism continues to underlie prejudicial attitudes, stereotypical views, and 

discrimination in society today with regard to individuals with disabilities 

Civil rig,hts movement. 

The civil rights movernent had a major impact on society's attitudes towards 

segregation of minority groups. As a result of this socio-political perspective, students 

with disabilities began to receive increased attention (Ferguson, 1987; Karagiannis, 

S tainback, S., et al., 1996; Lipsky & Gartner, 1997). Special education leaders, such as 

Reynolds (1962), Dunn (1 968), and Wolfensberger (1 972), began advocating for students 

with special needs to be leaming in more normalized environrnents with their peers. 

Howe and Miramontes (1 992) posited that these attitudinal changes occurred "largely out 

of an awakened cornmitment to the ethical requirement that al1 individuals should be 

provided with access to a decent public education" (p. 1). Bodgan and Taylor (1987) 



suggested that the time was nght for a move away f?om the "sociology of exclusion" to 

the "sociology of acceptance" (p. 34), where service providers began integrating those 

who would othenvise be excluded. The prernise for the sociology of acceptance, 

according to Bogdan and Taylor (1 987), was the recognition that al1 individuals, 

regardless of their disabilities, form close relationships with people. Little and Weber 

(1 99 1) provided their explmation of this twentieth century phenornena as a change in the 

focus of responsibility for the individual with disabilities. Custodial responsibility, 

emphasizing social caring, was replaced by educational responsibility, which advocated 

universal education and social integration. Karagiannis, Stainback, S., et al. (1996) 

explained that, for the first time, segregated institutions, schools, and classes were being 

challenged by large groups of people. Pressure by parents, courts, and legislation resulted 

in the enactment of the Education for All Handicapped Act (1975) in the United States, 

which defined the educational rights for children with disabilities. 

In Canada, there was no equivdent law, however, Section 15(1) of the Canadian 

Charter of Rights and Freedoms (1 985) supported "the right of everyone to an education" 

(Alberta Education Response Centre, 199 1 a, p. 2), and the Canadian Charter of Rights 

and Freedoms (1 99 1) stated that each person has the nght to "equal protection and equal 

benefit . . . without discrimination based on race, national or ethnic origin, colour, 

religion, sex, age, or mental or physical disability" (Communications Branch, 

Multiculturdism and Citizenship Canada, 199 1). Kehoe (1 998) argued that the "concept 

of the right of children with disabilities to access public education is now well embedded 

in law" (p. 3). In the western world today, as a result of the least restrictive environment 

concept, 'ke are faced with a large diversity of organisational models, expertise and 

experienca in the attempts to reduce segregation in education" (Pijl & Meijer, 1994, p. 

xi). However, Meyen (1995) point out that, despite the changes that have occurred in 

special education policies and practices, there remains an underlying assumption that 

disabilities are inherent within the individual. This belief continues to guide our practice, 

but must be questioned as we write the new story of special education, with inclusive 

education and the most enabling environment as its h m e  of reference. 



The New Story: Inclusion 

Meyen (1 995) advocated that the new story with "emerging conceptualizations of 

disability, assessment, and instructional programming" would cause educators to "think 

and act differently in the future" (p. 30). In these formative stages of the story, inclusion 

is ofien a topic of heated, passionate debate which is emotionally, rather than 

intellectually charged (Lieberman, 1992). It seems that you are either "torah'y for full 

inclusion or you are against inclusion" (Edgar, 1987, p. 75), dependent upon your 

orientation, philosophy, experiences, definition, or entry into the special education story. 

In fact, Wilmore wrote, "everyone seerns to have not only an opinion, but a strong 

opinion" (1994195, p. 60) about the inclusion of children with special needs into the 

regular classroom. Beninghof (1 997) viewed the "proliferation of jargon" (p. 5)  as a 

determinant in sparking debate, and recognizes the need to clan@ definitions with 

fkiends, colleagues, and family. Aefsky (1 995) agreed that a "commonality of language 

among educators will allow school staff to begin building communication bridges with 

parents" (p. viii), instead of barriers. The literature review that follows will provide the 

reader with a flavor for the multiple meanings attached to the three tems: integration, 

mainstreaming, a d  inclusion- 

Intemation. 

Integration is a term that has a host of meanings. Little and Weber ( 1 99 1) referred 

to integration as the "de-institutionalization-cum-integration movement" (p. 8 1). Sailor et 

al. (1 989) defined integration as the "physical placement of students with extensive needs 

on regular school campuses" (p. 4). Aefsb  (1995) extended the definition to include 

some participation by the student with special needs in some activities with peers who are 

nondisabled. Andrews and Lupart (1993) argued that integration represented a 

"phiIosophical shifi to promote education for handicapped students in the least restrictive 

environment" (p. 34). Beninghof (1 997) explained that, for many, integration implied 

inclusion in a few classes. Kauhan et al. (1 975, cited in Alper, 1996) described three 

types of integration which were the basis for rnainstreaming: temporal, referring to the 

physical placement; instructional; and social. 



Mainstreaming, also roo ted in the concept of Ieast restrictive environment and 

nonnalization, becarne prevalent in the late 1 970s and 1980s (Salend, 1994). Sarason and 

Dons (1 979) viewed mainstreaming as: 

a concept powered by value: Every effort should be made to allow a 

handicapped child to be an integral member of his peer age group and only 

when this is not possible should one employ the least restrictive 

alternative- (p. 379) 

Sarason and Doris contended that the difficulty with mainstreaming arose with each 

individual school's interpretation of the need for a least restrictive setting. Salend ( I  994) 

provided the following definitions of mainstreaming: "inclusion;" "spend any part of the 

school day with regular class peers;" "social and instructional integration;" and "carefully 

planned and monitored placement of students" (p. 1 1). Smith (1 997) provided the ERIC 

system definition of mainstreaming as progressive inclusion and maintenance of 

exceptional students in classes and schools with peers, with provisions for special needs 

to be met within these environments. Robichaud and EMS' definition, cited in Andrews 

and Lupart (1 993), focused on placement for the population with mild handicaps in 

regular ciasses. Several authors cited the importance of academic skills and emotionai 

readiness as a prerequisite to mainstreaming (Bradley & S witlick, 1997; Ellett, 1993; 

Eyolfson, 199 1 ; Falvey, Givner, & Kimm, 1995; Friend & Bursuck, 1 996). Integral to the 

concept of mainstreaming was a continuum of services which allowed choice for 

placement dependent upon the stiident 's capabilities or needs (Alper, 1 996). The 

underlying basis for the definition of mainstreaming appeared to be the provision of a 

continuum and least restrictive alternatives when students with special needs could not 

function in the regular class (Aefsky, 1995). 

The literature (Cole & Meyer, 199 1 ; Hunt, Farron-Davis, Beckstead, Curtis, & 

Goetz, 1994; Mchtosh, Vaughn, Schumm, Haager, & Lee, 1993; Sobsey & Dreirnanis, 

1 993; Zigmond & Baker, 1 990) showed that integration and mainstreaming have failed 

some students with special needs. In these cases, the teacher's perspectives of the least 



restrictive environments have been reflected in practices which tended to segregate, 

seclude, and isolate students. A typicd response to students with special needs has been 

to remove the problem (York, Doyle, & Kronberg, 1992, p- 1). Despite the challenges in 

promoting pïactices, rnainstreaming and integration models have been "valuable steps in 

the evolution of effective education" (Friend & Bursuck, 1996, p. 15). The literature 

emphasized inclusion as a practice to encourage belonging and acceptance and revealed 

two difTenng definitions: full inchsion for al1 and conditional inclusion based on a 

continuum. 

Full inclusion. 

The position, held by advocates of full inclusion, for a restructured, unified system 

of education designed to meet the diverse needs of al1 students full-time in the regular 

classroom, was based on a philosophy of '%elongingy' regardless of  the nature or severïty 

of the disability or whether the students could meet the traditional curriculum or not 

(Andrews & Lupart, 1993; Elliott-Stevens, 1990; Evans, 1997; Friend & Bursuck, 1996; 

Idol, 1 997; Karagiannis, Stainback, W., & Stainback, 1996; Lipsky & Gartner, 1997; 

Pearpoint, Forest, & Snow, 1992; Sailor, Gerry, & Wilson, 1987; Thomas, Walker, & 

Webb, 1998; Villa & Thousand, 1995a; Wang, 1996). Kunc (1 992) articulated the 

importance of belonging in "The Need to Belong: Rediscovering Maslow 's Hierarchy of 

Needr. " when he stated: "elonging is one of the central pillars that has been missing 

fiom our educational structures for a long tirne" (p. 29). York, Doyle, et al. (1992) argued 

that "belonging is the ba i s  for self-acceptance, and esteem becornes the base for 

achievement and contribution" (p. 8). Alper (1 996) explained that "fùll inclusion includes 

physical integration, social integration, and access to normalized educational, 

recreational, and social activities that occur in school" (p. 3). 

Inclusion was M e r  defined as the acceptance and value of diversity within the 

commURity (Asante, 1997; Forest & Lusthaus, 1989). Inclusion, Asante posited, is not an 

invitation to allow others in, rather, it is the "recognition that we are 'one' even though 

we are not the 'same'" (1997, p. 36). Stainback and Stainback (1 992) adopted the term 

inclusion because it comrnunicated a 'keed to be included in the educational and social 



life of their neighborhood schools and classrooms, not merely placed in the mainstream" 

(p. 3). Bradley and Switlick (1 997) have defined a fully inclusive school as maintaining 

"an open door policy to al1 students regardless of abilities and disabiIitiesW (p. 7). York, 

Doyle, et al. (1 992) challenged individuals to define inclusion for themselves as a process 

for making inclusion persona1 and relevant. Only then, when personal visions of inclusion 

are clarified, York, Doyle, et al. argued, could "inclusive educational practices become 

real and meaningful" (1992, p. 3). Key to these definitions of inchsion was a practice 

encompassing the education of dl students in regular classes, with their chronological age 

peers without disabilities, as the "only tnie 'lest restrictive envir~nrnent"' (Wilrnore, 

1994/95, p. 60). 

Although the Alberta School Boards Association argued that the "phiiosophy of 

inclusion is being ernbraced" (1997, p. 6),  Idol (1997) cited reasons why many teachers 

resisted inclusion. She explained that, h m  past practices and lack of expenence and 

knowledge, classroom teachers were accustomed to referring students with special needs 

to the "specialists" who could better care for their needs. Ln addition, with the 

increasingly large class sizes, teachers did not have the time to focus their attention on the 

student with special needs. In many cases, teachers lacked the training to work with 

students with special needs and did not feel competent to provide for diverse needs. 

DepIeting resources often resulted in a lack of avaiiability for training, personnel, or 

material. Pearpoint and Forest (1997) added fear of change, fear of new responsibilities, 

and fear of what was not understood, to the list of reasons why teachers were reluctant to 

include al1 students in th& classes. Most educators appeared willing to have students 

with disabilities in classrooms, however, they adhered to a more conservative defini tion 

of inclusion (Kauffman, interviewed by O'Neil, 1994/95). 

Conditional inclusion based on a continuum. 

A more conservative definition of inclusion recognized the need for individuah to 

be involved and belong, but emphasized a '''coiitinuum of placements,' based on the 

nature and severity of the handicap" (Shanker, 1994/95, p. 20). K a u h a n ,  interviewed by 

OYNei1 (1994/95), argued for the continuation of choice in senices for the following 



reasons: different instruction was needed for different children and the regular classroorn 

may not be the best place to provide many types of instruction at one time; separate 

programs did not necessarily equate with segregation; and we "ought to celebrate a 

diversity of places where we leam and work and play and have friends" (p. 10). This 

continuum of educational placements has histoncally been predicated on the cascade 

model, which featured "more diverse regular classroom placements and fewer specialized 

segregated placements" (Andrews & Lupart, 1993, p. 650). 

The cascade mode1 and the least restrictive environment came under criticism by 

advocates of full inclusion because they implied "progressive exclusion" (Little & Weber, 

199 1, p. 1 O), and any placement other than the regular classroom signified exclusion. 

Taylor (1988) cauhoned his readers to view the least restrictive environrnent concept in 

its historicd context because 'ïke concepts that guide us today can mislead us tomorrow" 

(p. 5 1). Perhaps, if our thinking about the student's environment centered around the most 

enabling environment instead of the least restrictive environrnent (Alberta Education 

Special Education Branch, 1995; Elliott-Stevens, 2 990; Witkin & Fox, 1 W2), then the 

cascade model could still be a useful guide for providing educational opportunïties for 

children with special needs. In this definition, inclusion becarne one of the many services 

and placements to be seriously considered within the range of seMces provided for the 

student with special needs (Aefsky, 1995; Alberta Education Special Education Branch, 

1995; Alberta School Boards Association, 1997; Alberta Teachers' Association Special 

Education Council, 1998; Brown et aI., 199 1 ; Dettmer, Dyck, & Thurston, 1996; Fuchs & 

Fuchs, 1994195; Murray-Seegert, 1989; Salend, 1994; Shanker, 1994/95). 

These two inclusionary camps, full inclusion and inclusion based on a continuum, 

seerned to agree on the critical aspects of inclusion noted by York, Doyle, et al. ( 1  992): 

attending neighbourhood schools, being in regular education classes with age-appropriate 

peers, having individualized, relevant leaming goals, and being provided with the 

supports necessary to lem.  "Without these supports inclusion becomes no more than 

warehousing" (Alberta School Boards Association, 1997, p. 17). Debate continued, 

however, on practices and placement of students with special needs, and the direction of 

inclusion, either full or partial, remains essentially unresolved (Christensen & Dom, 



1 997)- Fnend and Bursuck (1 996) argued that there were four themes which ran through 

the inclusion debates: philosophical issues, social issues, economic issues, and 

instructional issues. These issues in the inclusion debate must be recognized and 

addressed to ensure that the education of the students is not placed secondary to 

philosophy and policy. As Aefsky (1995) explained, "special education is not a place. It is 

the provision of support services to help students leam" (p. 13)! 

This attempt at definition illustrates the necessity for clarification of tems before 

beginning any dialogue surrounding this topic. By this point in the discussion it is clear 

that there was not consensus in the literature regarding terminology. in fact, there was 

sirnilarity and overlap in definitions. For example, although mainstrearning generally 

targeted students with mild disabilities and inclusion targeted al1 students ulth 

disabilities, these concepts were sirnilar. Alper (1996) explained that both were rooted in 

the "extension of civil rights" (p. 12), were directed at placing students in same age 

classrooms, and shared common elzments of implernentation towards normalization. 

Similarly, the least restrictive environment thread ran through the definitions. 

Author's definitions. 

To provide a context for this work, I offer my own defitions, which have their 

basis in the literature reviewed and my past experiences. Integration, as the first step, 

involves the physical placement of students fiom separate schools and other institutions 

into neighbourhood schools in separate classrooms. Social integration occurs in some 

option classes and at cornmon school times, while instruction occurs mainly in the 

separate class. Mainstreaming involves a move towards regular classroom placement for 

an increased amount of instructional time, for students who have mild disabilities but can 

still be successfil with the academics. Inclusion is a philosophical belief based on the 

practice of providing educational experiences for d l  students in their neighbourhood 

school, with opportunities for students to be educated in regular classrooms. hclusion is 

not a program or strategy, rather an undedying assurnption or belief that al1 individu& 

are valued and belong. When a school or division operates fiom an inclusive stance, 

students are taught in the most enabling environment which supports "the educational 



needs of al1 students" (Napier, 1995, p. 33). For a school to practice a model that supports 

al1 individuds, there are requirernents to be addressed: 

A case-by-case decision is necessary to determine how the inclusion belief 

will be actualized. 

Support for this model is necessary at the home, school and division level. 

A child's educational program does not mean that every minute of the school 

day is spent in a regular class. A continuum of services and placements must 

be offered. The child's environment is not expected to remain static. 

Individualized and small group instruction may occur within the most 

enabling environment. 

Neither readiness nor ability is a precursor for including a child in the 

classroom. If the most enabling setting is the regular class, then the material 

will be modified and adapted as required. 

The setting may not always be in the regular class with peers. Education also 

occurs in the community, home, library, or 0 t h  areas in the school. 

To reiterate, inclusion is a belief, value or way of living together. Taylor and 

P m a r  (1993) suggated that inclusion " is also about the vexy human stones of 

experience, change, difficulty and, most fiequently forgotten, success" (p. 41). Our goal 

as educatos is to explore al1 options and provide the optimum educational experiences 

and opportunities for students. The final section of this chapter wili examine stories of 

inclusion, at the secondary level, cited in the literature. 

Models of Inclusion at the Secondary School Level 

Salend (1 994, p. 10) cited a 199 1 Report to Congress indicating that, by the time 

students with disabilities reached the junior high and high school ages of 12 to 1 7, 19% 

were educated in the regular classroorn compared to 4 1% of elementary aged children. 

Smith (1 998) cited a 1995 Report to Congress indicating slightly higher numbers: 49% of 

children aged 6 to 1 1 were in regular classrooms compared to 30.2% of children 12 to 17 

years of age- In an Alberta Education Response Centre (1992a) report, 63% of elementary 

aged children were reported as full-time in regular classes, compared to 37% ofjunior 



high and high school aged children. The Alberta report included children classified with 

both severely handicapping conditions as well as those in the mildhoderate category. 

These reports illustrated that, the older the student, the greater the chances for a more 

restrictive, less inclusive setting. 

Once students reached the secondary level, inclusion became increasingly difficult 

to implement (Ellett, 1 993; Lieberman, 198 1 ; Schumaker & Deshler, 1988; 1994/95). 

Some of the reasons cited by these authors included the widening gap of ski11 level; the 

lack o f  proficiency in using higher order thinking skills and strategies necessary at this 

age; teacher accountability measured through diploma exarns; the necessity of teacher- 

centered instruction; and the structure of the secondary classroom, which does not pennit 

small group teaching or allow for much contact between teacher and student. Shapiro- 

Barnard (1998) provided a rationde in defense of inclusive high schools, explaining that 

there were skills that al1 students needed to leam in high school, including students with 

spend  needs. Thesc skills gained during high school included acquinng habits of 

Iearning and working, such as inquisitiveness, diligence, critical thinking, and 

collaboration; learning basic academic skills such as reading, writing and mathematics; 

and learning content area howledge about the worid. When realistic expectations were 

put upon students with special needs, Shapiro-Barnard (1 998) posited, these students 

have the ability to l e m  these same skills. Brandt (1 994/95) commented that many 

educators "are being pulIed in one direction by their values and aspirations and in the 

opposite direction by pressing realities" (p. 3). Despite the difficulties encountered with 

secondary inclusive education, the literature does contain s tudies based on a variety of 

rnodels. 

Full Inclusion 

The following studies ihstrated cases where students were hl ly and totally 

included in the reguiar classes in high school, for their entire day. 

Heron and Jorgensen (1994/95) explained the importance of training teachers for 

diverse classroorns, and highlighted strategies and modifications that might be useful. 

Jorgensen (1 994/95) and Jorgensen and Tashie (1996) noted three necessary program 



components in a füll inclusion classroom: collaborative planning; using overarching 

"essential" questions to guide curriculum development; and planning cumculum 

backwards fiom the expected outcornes to the detailed lesson plan. Jorgensen (1 994/95) 

cautioned that, before rnodifjhg curricu~urn, it was necessary to discern whether the 

student couId participate in a portion of the Iesson without modification, and then to take 

a careful look at the modifications needed for full participation. Jorgensen (1998) 

provided samples of curriculum units and lessons that have worked for teachers at the 

high school level in an attempt to "genninate the seeds of creativity" (p. 108). 

Thousand, Rosenberg, Bishop, and Villa (1997) presented their interpretation of 

the Circle of Courage mode1 as an alternative paradigm for inclusive schooling. The 

Circle of Courage was derived fiom traditional Native American educational philosophy. 

In the Native American culture, the main reason for existence was to educate and 

empower youth. To produce courageous youth, Native Arnericans fostered development 

in four dimensions: belonging, mastery, independence, and generosity. Over the years, 

Villa and Thousand (1 995a) questioned educators, parents, and community mernbers 

about their goals for public education, and respondents' answers typically fell into the 

same four categories that pardleled the above-mentioned dimensions. These common 

beliefs for student outcomes were seen as important and meaningful, botfi for children 

labelled with special needs as well as for those who did not have a label. Thousand et ai. 

(1 997) argued that the impact of adoptirig the Circle of Courage paradigrn and the 

outcomes of belonging, mastery, independence, and generosity, would benefit educators 

as well as al1 students, 

Alberta Education Response Centre's (1992b) Integrated Serwices Review. 

YeZZowhead SchoolDivzkion No. 12 detailed the steps involved in the change process 

required to move towards a more inclusive school division. This process, the authors 

explained, began in 1986 at the central office level with a review of their segregated 

approach, which culminated into an inclusive education Board policy in 199 1. The 

authors suggested that change towards a fülly inclusive environment took time because 

people's belief systems were being challenged and attitudes were difficult to change. 

Despite the challenges, the researchers cited a feeling of success with this more 



inclusive setting for elernentary students with special needs. In the Executive Surnmary 

(Alberta Education Response Centre, 199 1 b), the authors explained that a unique 

secondary mode1 was required to address the "different culture and the different needs" in 

a hi& school (p. ix). Key issues surrounding inclusion at the hi& school level, cited by 

the author, included: preparation for life (the responsibility of the school to adequately 

prepare these students with appropriate living and working skills); individualized 

instruction (ensuring that students could proceed at their own pace in a non-threatening 

environment); record-keeping (graduation requirements and assigning grades); additional 

training and support (appropri ate training and in-class support is necessary); and 

involvement (secondary teachers must have the opportunity to be involved in the 

decisionmaking process to define a mode1 at the secondary levei). 

The Kaleidoscopic Delivery Model, conceived by Forest and cited in Little and 

Weber (199 l), established the regular clastxoom as the base for planning, placement, and 

programrning. This approach viewed the regular classroom as the sole placement, with 

support added in varying levek of intensity and expertise, dependent upon the student's 

n e d s  and abilities. 

Fox and Ysseldyke (1 997) used a study of an atternpt at full inclusion with 

students in middle schooi (grades 6 - 8) to explain why implementation in that setting was 

not successful. Reasons included lack of sufficient resources, lack of active leadership, 

lack of ownership for the students, inability to share and communicate in the process, Iack 

of training, lack of sense of vision, lack of parental involvement, and lack of promotion of 

social acceptance of the included students. 

Responsible Inclusion in the Most Enabling Environments 

The following examples are categorized using Schumaker and Deshler's (1 994/95) 

tem, responsible inclusion, as  educators and researchers searched for "improved ways 

to deliver, manage, and monitor instruction so that th& classes of academically and 

behaviorally diverse students find learning to be a more exciting and rewarding 

experience" (p. 5 1). The Alberta Teachers' Association Special Education Council 

(1 998) highlighted two key concepts towards ensuring a most enabling environment: an 



environment most appropnate to the learning and behavioral needs and one that was 

closest in proximity and nature to that of other students. Witkin and Fox ( I  992) 

suggested that using the t e m  "most enabling" would shift the focus ont0 making the 

learning environment more facilitative, to enable individuals to achieve regardless of the 

disability. 

The folIowing studies, representing the most responsible inclusion and the most 

enabling environments, have been categorized as collaborative, resource room, and 

ecological models. 

Collaborative models- 

The collaborative model of inclusion emphasized an interdisciplinary tearn 

approach. An interdisciplinary team model could take on a number of different formats: a 

team consisting of a number of individuals; a team-teaching environment; or peer 

tutoring. 

In Dawson Creek, British Columbia, a teacher research project was conducted by 

Taylor and Parmar (1993) to explore the collaborative model being practised at South 

Peace Secondary School. In th is  school population of 650 students, there were 1 1 "Iow- 

incidence, high-cost" (p. 5 )  students, and al1 but two were included regularly with their 

peers in classes and activities. S igni ficant factors, identified by the authors, which 

contributed to the division's successfil inclusionary policy, involved: 

clear, shared vision accepted by al1 

an appropriate structure as a fiamework 

effective collaboration both formdly and informaIIy 

effective htegration assistants 

a changing school culture 

in-services for staff and students 

enhancement of social integraion 

suitable placement, programs and evaluation strategies 

transition planning beginning seriously In grade 1 1 

pullout available, but greatly reduced. 

23 



The South Peace Secondary School model alIowed for exceptions to inclusion 

based on either the severity of disability (two students were not included due to medical 

or behavioral concems); or choice (6 1 students attended an altemate, outreach-type 

school). Students with disabilities, in this inclusionary high school, were in regular 

classes for two or three of their four classes each semester. In the remaining time, they 

were registered in life-skills classes and enjoyed "relaxation time in the comfortabIe 

Company of others with similar abilities" (Taylor & Paxmar, 1993, p. 3 1). 

Although these authors explained that major obstacles to inclusion did not exist in 

their school, they did outline their concerns about: 

the lack of existing examples which could provide observable, practical 

models for school leaders 

the anxieties and concerns by teachers and parents as students moved f?om a 

segregated to inclusive model 

paraprofessional issues of absenteeism, difficulty adapting to the model, and 

hiring qualified assistants 

organizational aspects such as the shortage of time for collaborating, planning 

and materials preparation 

preparation for the fkture. 

This model illustrated the effectiveness of the team approach in providing educational 

opportunities for al1 students. 

Napier's (1 995) story highlighted a district in Quesnell, British Columbia, which 

involved school and division office personnel in addition to parents, support groups and 

communïty agencies, on their beginning journey toward a more inclusive, enabling 

environment for children. This district developed as their mission statement, "every 

individual student wouId be provided the opportunity to experience the most enabling 

environment" (p. 29). As a result of this process, the district now advocates a "fûll- 

service neigtiborhood school" (Napier, 1995, p. 35) to provide the most enizbling 

environment. Critical components of the Ml-service school inchded: 

accepting al1 students in the catchent area 

providing educational programs in the most enabling environments available 



collaboration 

recognition of the importance of the classroom teacher and the classroom. 

School-based teams were viewed as the "within-buiiding problem-solving" (Napier, 

1995, p. 37) units, who collaborated to provide the most enabling environrnents. 

The Alberta Education Special Education Branch report (1 9 9 3 ,  on a varïety of 

programs for students with special needs, highlighted Grimshaw Junior-Senior High 

School in the Peace River School Division. This school tried to provide the most enabling 

environrnent for its students with special needs through collaboration and CO-operation of 

staff. Grimshaw provided a range of options for students, based on their individual needs 

and abilities, social and academic readiness, and available support. The general outcome 

of tbis enabling environment, evidenced by teachers' comments, has been increased 

tolerance and acceptance by the student population towards students with special needs. 

Villa's (1 995) moving account of inclusionaiy efforts in Vermont, for a young 

man narned Bob, was based upon the teamwork and collaborative efforts of al1 

individuals involved with Bob's education. Villa attributed the success of this example to 

the time and effort expended in building supports for Bob in the school, through 

teamwork and planning. 

Forest, Deeley, and Pearpoint (1992) outlined one girl, Carla's, high school 

experiences in an Ontario high school. In her first year of high school, Carla required an 

enabling environrnent that consisted of a reduced courseload and major cumculum 

modifications, and this was achieved through collaborative efforts between home and 

school. Carla gradually increased her course load to the same number as other students, 

and incorporated a work experience placement into her tirnetable. Carla's goals in classes 

focused on functional skills within the context of the regular class setting. 

MacKinnon and Brown (1994) reported on a study of the attitude and behavior 

changes of 57 teachers at two schools (grades 7-1 2) when inclusive prograrnming was 

initiated at a rural and urban school. MacKinnon and Brown found that developing teams 

and CO-operative strategies at the secondary school level reflected a move away from the 

bureaucracy of a traditional hi& school to more adhomatic methods. MacKimon and 

Brown argued that adhocracy and diversity were linked to offer a flexible structure in 



which inclusion may work. 

The value of collaboration and CO-operation was discussed in a paper by Tralli, 

CoIombo, Deshler, and Schumaker ( 1996). Tralli et al. presented the Strategies 

Intervention Mode1 (SM) to accommodate students with special needs in the regular 

classroorn, The strategies in the S M  fell into three categories: 

leaming strategies interventions focusing on teaching specific instructional 

strategies 

content enhancement routines, which are instructional routines that make 

content more accessible to al1 students 

empowerment interventions which aim to empower the students in guiding 

their own learning and relationship building. 

Tralli et al- described the efforts of two secondary schools in the United States to 

implement this model, based on instructional and collaborative strategies. Their findings 

illustrated how a content focus typical of secondary teachers, and a strategy focus typical 

of special educators, could blend to produce educational benefit for students- 

Components of team teaching between regular and special educators were 

outlined through Keller and Cravedi-Cheng's (1 995) story of a shared voice of inclusion 

in teaching science- Powell (1997) explained how the special and regular educators were 

CO-teaching in a New Jersey high school. Powell noted that these shared teaching 

strategies were particularly helpfbl in hi@ school English and Social S tudies classes- 

Another accourit, by Ferguson, Meyer, Jeanchild, Juniper, and Zingo (1 992), described 

how the drama teacher and the special education teacher provided support to a student 

with disabilities. In this account, Ferguson et al. identified three crucial supports needed 

for success h l  "fuI1 leaming rnembership" (1 992, p. 226): teaching support (instnictional 

assistance); prosthetic support (always required to diminish the impact of the disability - 
it never fades); and interpretive support (interpret directly or indirectly on behalf of the 

student with disabilities). 

A further tearn-teaching example came out of a New York grade 9 English class 

(Mahony, 1997), where an English teacher and special education teacher were teamed. 

Alternative methods of evaluation via portfolios were explored. In addition, Mahony 



(1 997) recognized the diversity of students and the critical need for differentiating 

instruction for leamers. In a study by Dyches et al. (1 9961, the perceptions of 20 students 

with exceptionalities at the junior high level were examined, Inclusive core classes 

teamed a subject area teacher and special education teacher or resource intern to provide 

instruction to regular students and students with exceptionaIities. Researcher findings 

indicated that students who would normally have been pulled out for instruction believed 

they had benefited fiom this inclusion model. Barry (1 994195) illustrated the value of 

team teaching with a regular educator and specid educator in a grade 8 class. Bany 

suggested team teaching as a way to address "the time and energy it takes to translate 

theory into practice" (1 994/95, p- 6). 

Lovey (1 995) descnied the vital role of a teaching assistant in the regular class, 

with students who had sensory or physical difficulties. At the high school level, Lovey 

recognized the need for maintenance of strategies and interventions that began in 

elernentary school for most of these children. The key to an effective collaborative tearn 

approach, Lovey suggested, was open communication between the teaching assistant and 

the teachers. 

Staub, Spaulding, Peck, Gallucci, and Schwartz (1996) used a case study 

methodology to research an inclusion program at a junior high school, where "typically 

developing students" (p. t 94) supported students with disabilities in the regular education 

classes. The student aide program was implemented in a junior high school that was 

struggling with the inclusion issue. Research findings pointed to three program factors: a 

committed school community, a supportive principal, and careful planning. The authors 

outlined promising outcomes for the students with disabilities and the student aides who 

participated in this inclusion model, as well as  some issues and concerns. Overall, 

though, the researchers explained that, in this junior high school, this student aide 

program mode1 was supportive of positive outcomes for al1 students. 

Resource rnodel. 

Karge, McClure, and Patton (1995) examined collaborative models within a 

resource room setting, for meeting the needs of students with disabilities in middle and 



junior high schools. Karge et al, concluded that some f o m  of a collabmative mode1 was a 

feature of resource rooms participating in their research. The researchers cautioned 

readers on the necessity of clearly laying out teacher's roles and expectations to maximize 

benefits in the collaborative resource model. 

A study, cited by Smith (1 997), made reference to a resource mode1 where 

students in the "A Team," spent some of their time included in the classroom but had a 

portion of their day allotted to a resource period, where they could get help with areas of 

difficulty. The "A Team" was one of three grade nine teams in the school, consisting of 

core teachers, a special education teacher and a teacher assistant. Smith's findings 

revealed that the variety of meanings and teachers' perspectives of inclusion within this 

tearn resulted in inconsistencies in expectations for students with specid needs. He 

reinforced the need for a consensus within the team about the acadernic and socid goals 

of students with disabilities, to ensure belonging and participation to the fullest. 

Eco1oe;ical model. 

The ecological model stemrned fkom Lewin's (1935) work, when he defined 

behavior as a fùnction of the interaction between an individual and the environment. 

Bronfenbrenner (1 979) conceptualized the behavioral interactions as the relationship 

between a stnictured nested environment consisting of the microsystem, mesosystem, 

ecosystem, and macrosystem. The system's model, Bronfenbrenner (1 979) explained, 

extended beyond the imedia te  situation to incorporate the many facets of an 

individual's life and the relationship between these facets. 

The microsystem referred to the immediate, innermost of the environments. 

Bogdan and Knoll (1995) explained that in this behavior setting, "people engage in face- 

to-face interaction" @. 688), and it included the school, classrooms, cafeteria, home, and 

neighborhoods. 

Bronfenbremer's (1979) second level, in this nested modet, was known as the 

mesosystem, which recognized the interactions among the various microsystems. Bogdan 

and Knoll (1995) suggested that this was a way of explaining the effect of one part of a 

person's life on every other aspect of life. The mesosystem took into account the linkages, 



for example, between home-school, class-class, or regular-speciaI educztion class. 

Bronfenbrenner also acknowledged the outside influences and demands in an 

individual's life as "those he may never enter but in which events occur that affect what 

happens in the person's immediate environment" (1979, p. 7), and he referred to these as 

the ecosystem. Murray-Seegert's (1 989) ethnographie study cited exarnpIes of these 

rather distant but influentid elements, including parent's work situation, child care issues, 

federd and state/provincial agencies, school administration, the school district, sibling or 

peer expectations in other schools, church dernands or the teacher's home life. 

Finaliy, the system was bound by even more distant elements such as cultural 

beliefs and values, the economic system, racial/ethnic/class stratification, the educational 

system and the political-legal system that affected the behavior of an individual (Murray- 

Seegert, 1989). Bronfenbrenner (1979) referred to this outermost ring as the 

macrosystem. Bodgan and Knoll (1 995) explained that this outermost ring was the 

"fürthest removed from the individual's immediate experience" (p. 689)- For this 

research, an understanding of the interaction of the systems was important, but the 

foundation for structuring the research was based primarily on the microsystem (the daiiy 

interactions of the chiId with speciai needs and other individuals in hisher environment) 

and the mesosystem (the interactions between the microsystems). 

Several authors have predicated their studies based on the concept of investigating 

enWonments to understand problems and relationships, and plan interventions, as 

another model to accommodate the diverse needs of seconday students (Friend & 

Bursuck, 1996; Murray-Seegert, 1989; Sdvia & Ysseldyke, 1995; Ysseldyke & 

Christenson, 1993/94). Based on the ecologicd model, to enhance leaniing required 

identifj4ng students' needs within the context of  their environments and using the 

environment to increase learning, in contrast to just placing an individual in an 

environment regardless of the resulting impact on the student. 

Murray-Seegert (1 989) emphasized the reciprocal relationship evident in 

ecologicd theory between context and human behavior, and identified the mesosystem as 

having the "most direct effect on the development of social relations between disabled 

and nondisabled students" (p. 145). In her year-long study as a volunteer in an inner city 



school, Murray-Seegert obsmed the social relationships between students who were 

severely disabled and those who were nondisabled, through the school's Interna1 Work 

Experience program. At the conclusion of the year, her tindings supported the benefits of 

structured social interactions to both students with disabilities and those without 

disabilities. 

Friend and Bursuck's (1996) IhTCLUDE strategy was predicated on 

Bronfenbrenner's (1 979) ecological theory and had two main assumptions: interaction 

between the student and hislher environment resulted in how the student performed; and 

most students could be accommodated in the regular classroom if their leaming needs and 

the demands of the environment were carefully analyzed. n i e  steps in INCLUDE (FrËend 

and Bursuck, 1996, p. 2 1-30) are as follows: 

1 = IdentiQ classroom environmental, cumcular, and instructional demands 

related to classroom organization, classroom groupings, instructional materials 

and methods. 

N = Note student leaming strengths and needs in academic, social-ernotional 

development and physical development. 

C = Check for potential areas of student success in view of instructional dernands 

and find activities which build on these strengths. 

L = Look for potential problem areas within specific instructional contexts and 

identify potential mismatches. 

U = Use information gathered to brainstorm instructional adaptations to eliminate 

or minimize the mismatches identified. 

D = Decide which adaptations to implement. 

E = Evaluate student progress and strategy effectiveness. 

Friend and Bursuck posited that, through the use of this strategy, c~assroom teachers 

could make reasonable accommodations for students with special needs in the regular 

classroom. 

Shea and Bauer (1997) applied a social systems perspective, based on 

Bronfenbrenner's (1 979) ecology of development, to address the developmental and 

leaming needs of children with special needs. In this ecological perspective, Shea and 



Baua (1997) posited, the "individual is seen as developing in a dynamic relationship with 

and as an inseparable part of the settings in which the individual functions over her or his 

life span" (p. 5). 

The studies described on the previous pages suggest that al1 students should be 

included in their schools and classes as much as possible, Alberta Education's policy 

regarding placement of students with special needs reiterates the idea that "most 

Albertans agree that students with special needs must be full participants in school and 

society" ( 1997, p. 1). It is encouraging to read about the innovative methods used to 

ensure the final goal of belonging and acceptame. 

This literatufe review has provided an histoncal fiarnework for inclusion and has 

attempted to present the issues surrounding inclusion, which will serve as a foundation 

for the research. Inclusion at the hi@ school level was gradually being seen as a viable 

transition option for students who have been included in regular classes in eIementary 

school. The literature illustrated that, where inclusion was successfùl, the hi& schools 

involved had adopted a school-wide vision or philosophy of belonging. Using a compter 

analogy, in those schools, inclusion was the "default" setting and other options for the 

students sternmed fkom that place. In the studies cited, where inclusion was not 

successful, past practices of referral to specialists, and the teacher's lack of practice, 

experience, knowledge, training, and feelings of cornpetency, and attitude were noted as 

determining factors. 

In summary, Deno's message fiom the seventies needs to continue to serve as a 

strong reminder that it is imperative to keep the individual's needs foremost: 

The top item on special education's agenda should be how it c m  move 

h m  where it is to where it wants to go without again abandoning children 

whose needs are different to over-whelming concem for the dominant 

majority. There rnust be a way. (1 970, p. 229) 

This chapter has provided an o v e ~ e w  of the literature related to the history of 

special education; definitions of mainstreaming, integration, and inclusion; and the 

varying models of inclusion at the hi& school level. This knowledge has helped the 

researcher gain a more complete understanding of the past practices in an effort to better 



understand the current directions, as revealed by this research. Chapter 3 will present a 

discussion of the research methodology. 



CHAPTER 3 

Conceptual Framework and Research Paradigrn 

The research question sets the parameters for the type of research that wilI be 

conducted. Qualitative research, specifically a case study method, was chosen to examine 

inclusion at the hi& school in order to address the question: What are the factors 

necessary for successful inclusion? Three case sldies were used to provide the reader 

with a description of inclusion at hi& school. Research participants included a tearn of 

about seven individuals, in addition to the student with special needs, for each case study. 

To explain the conceptual framework, this chapter h a  been divided into four sections. 

The k t  section will define qualitative research and then discuss the conceptual 

framework of the case study method, that provides the fiamework for this research. A 

methodology section will outline the steps foIlowed towards the completion of this 

research. A section on data analysis will follow. The final section will discuss validity, 

reliability, and ethical considerations of the study. 

Understanding Qualitative Methodolow 

Qualitative research is an umbrella term covering many forms of inquiry within a 

natural context as a means of understanding and explaining social phenomena (Memarn, 

1998). Manning (1997) explained that quditative research must be purposefil, 

contextual, and plausible, and these three criteria can be best met in the naturd context of 

the classroom. Qualitative research advocates agree that qualitative research is not dnven 

by theory, is not hypothesis testing, nor does it set out to produce genedizations 

(Memarn, 1998; Peshkin, 1993; van Manen, 1997). Instead, qualitative research is best 

understood through an inductive, theory-generating method of inquiry which evolves 

fiom the study (Merriam, 1998). Although qualitative research is not dnven by theory, it 

is clear that a theoreticd or conceptual framework ''underlies dl research" (Merriam, 

1 99 8, p. 48). This conceptual fiamework, achieved through the literature review, allows 

the researcher to set the timits around the research and to probe the research question. 



When applied with accuracy and sensitivity, these traits of qualitative research provide 

the opportunity for the lived experiences to be observed and interpreted. According to 

Meniam (1 998), tnie observation and insightful analysis and interpretation can only 

happen when the researcher can put aside biases and presuppositions to replace his or her 

own perspective with the insider's perspective. 

This research can be understood through the combination of three Spes of 

quditative research. First, three case studies, employing interviews, observations, the 

researcher's journal, and document review, were conducted. In addition, ethnography was 

utilized to study the high schooI culture. Finally, the tradition of phenomenology ensured 

that the data analysis involved rich description, to provide in-depth detail about the lived 

experiences of the participants in the case studies. 

Phenomenology 

This research is consistent with the phenomenological philosophy, defined by van 

Manen (1997) as the "study of lived experience" (p. 9). In this phenomenological 

research, the researcher attempts to "understand the meaning of events and interactions to 

ordinary people in particular situations" (Bogdan & Biklen, 1 992, p. 34) within the 

inclusive setting at high school. Phenomenology, "a school of philosophical thought that 

underpins al1 of qualitâtive research" (Memam, 1998, p. 1 S), emphasizes the 'wofound 

insight and comprehension of something's/one's essence" (Lincoln, cited in Manning, 

1 997, p. 97)- This interpretive understanding of human interaction results IÏom meaning 

constructed through the researcher's multiple experiences in the social environment 

(Bogdan & Biklen, 1992), as researchers strive to become reflective. 

In becomuig more reflective, Boostrom (1994) outlines changes that occur in the 

researcher's perspective, "being an almost inert receiver of visual and aura1 stimuli ... to 

being perceptually interactive, consciously responding to and shaping perceptions" (p. 

53). Interpretation, then, involves working with the observations to explain or develop 

new concepts, elaborate on existing concepts, provide insights, c1ariQ complexities and 

develop theory (Memam, 1998; Peshkin, 1993; van Manen, 1997). In keeping with the 

phenomenological philosophy, the researcher's task is to interpret and provide meaning, 



in an attempt to flesh out what it rneans to live the expenence, 

Ethno-graph y 

Ehography is usually employed by anthropologists to study and describe culture. 

Culture refers to the attitudes, values and beliefs that structure the behaviors of the 

individuals within a specific fiamework (Bogdan & Biklen, 1992; Meniam, 1998). This 

case study is set within the culture of the classroom and school, and frames the research 

findings in a social, historical, and temporal context (Fraenkel & Wallen, 1993). 

Knowledge of this context is crucia1 to the interpretation of the resuIting data. 

Case Study 

The case study is becoming more prevalent in educational research and cases of 

interest are typically people and programs (Memam, 1998; Stake, 1995; Yin, i 994). The 

analogy of a case study to a b e l ,  as described by Yin (1 993), is appropriate- Lnitially, a 

topic is broadly defined; multiple sources of evidence from a vast amount of data are 

gathered; decisions are made to modie questions and designs and, eventually, a directed 

focus in the work results Eom carefùl observation and interpretation. For this research 

inquiry, the case study method within the cultural setting seemed to be the best way to 

obsewe inclusion at high school to "deal with real human beings and actual human 

behavior" (Wolcott, 1973, p. xi). The components of the case study include being a 

bounded systern, instrumental in effecting possible changes, particularistic about the 

focus of the study, descriptive in the finished product, representing multiple realities, 

understanding the role of theory, and performing a pilot study. These components will 

now be discussed with specific regard to this research. 

Bounded system. 

Qualitative research advocates who discuss case studies agree that the key 

definhg characteristic of the case study is a bounded system involving a single unit in an 

integrated system (Memarn, 1998; Stake, 1995). 

In this inquiry, the boundaries are the rural high school setting that delirnits the 



research and forces the researcher to focus specifically on the inclusion process within 

this bounded system. The participants in these case studies were specifically selected to 

ensure a multi-perspective from the stakehoiders- The students with special needs were 

al1 involved in inclusionary practices to varying degrees prior to this study. ïhis research 

was also limited by time, as observations, interviews, and data collection occurred over 

an 8 month period fiom September 1998 to April 1999. 

Instrumental. 

This research fdls within the realm of "instrumental case studies" (Stake, 1995, 

p.3), as the students with special needs within the school milieu being studied could 

influence inclusionary practices and future research (Merriam, 1998). It is this 

researcher's desire for the lmowledge and insight gained through these case studies to be 

instrumental in providing a multi-perspective view, so educators, parents, and students 

can acquire understanding about inclusion fiom many perspectives. 

Particularistic. 

These case studies focus on a specific, particular phenornenon (Merriani, 1998). 

AIthough Bogdan and Biklen (1992) explah that it is an artificial act to study only one 

specific aspect of the integrated whole, it is necessary to limit each case shidy specifically 

to one student with special needs at one high school, so the researcher c m  respect and 

capture the details of each particular case (Fraenkel & Wdlen, 1993). By its nature, case 

study research can suggest to the reader what to do or not to do in similar situations and 

illuminate a general problem while examining a specific instance (Merriam, 1998). The 

interpretation of the data gained fiom these specific case studies, bounded in hi& school 

settings, may reveal useful knowledge with respect to inclusion for readers in similar 

situations. 

Descriptive. 

The eflectiveness of a case study's finished product is dependent upon its rich, 

thick description, which cornes fiom in-depth observations and a complete and literal 



analysis of the entity (Merriam, 1998). The description is holistic and is acquired through 

immersion in the naturalistic setting of the case and the openness and astuteness of the 

researcher to really listen and to observe al1 aspects of the interactions within the setting. 

Nothing was viewed as trivial or unimportant in a situation, and a11 observation 

details were carefully recorded, in an effort to "penetrate the surfacey' (Eisner, 1998, p. 

34) and understand the deeper structure that goes beyond the behavior. To avoid the 

researcher's bias in this description, it was crucial for the researcher to continually 

bracket presuppositions, self evaluate, and check perceptions with the participants 

throughout the research process. In this inquiry, classroom and school activities were 

obsened on a regular basis to help gather information which provided the nchness of the 

description, necessary to 'paint a portrait7' (Fraenkel & Wallen, 1993, p. 392) of the 

inclusive setting. 

Multiple realities, 

Beczuse the case study format honors multiple reaiities (Denzin & Lincoln, 1994; 

Manning, 1997; Stake, 1995), it appears to be the best rnethod of obtaining in-depth, 

intensive information fiom a multi-perspective. The researcher's task, then, was to 

incorporate the routines, problems, and meanîngs in individuals' lives (Denzin & Lincoln, 

1994) into the end product that best depicted and portrayed the case. 

Inteniews with educators, parents, and peers were conducted to seek information 

and gather data about perceptions of the lived experience of inclusive education. These 

interviews were taped and îranscribed. The Instructional Environment System-II (T'ES-II) 

(Ysseldyke & Christenson, 1993/94) was used as one tool to enhance systematic 

observation in efforts to gain a multi-perspective within the inclusive setting. 

Theory. 

A critical component in qualitative research is the role of theory. Memarn (1 998) 

conceptualized the theoretical fisvnework of a study as a set of interiocking -es. The 

outer fiame is comprised of the body of literature or disciplinary orientation; the next 

fiame is the problem statement that draws fiom the larger fiame; and the innermost frame 



consists of the exact purpose of the study. In these case studies, the body of literature 

reviewed on special education and inclusion comprised the outer fiame. The problem 

statement derived fiom the literature pointed specifically to the difficulties of 

implementing inclusion successfiilly at high school, and, the imer-rnost fiame delineating 

the exact purpose of the study, was the question: What are the factors necessary for 

successfiil inclusion at high school? 

In qualitative research, the researcher enters the study with a theoretical 

orientation that forms the structure for the study, and then the inductive nature of the 

research shapes or modifies the existing theory. Ellis (personal communication, 1997) 

explained that theory is necessary for "conceptual sophistication when reflecting on 

findings and their possible meanings." 

Pilot study. 

Prior to undertaking the main research project, a pilot study, simulating the 

setting, was conducted over a 3 month period fkom June 1998 to September 1998. The 

pilot study involved a student with special needs, who was included in the reguIar 

classroom on a part-tirne bais. 

This study allowed the researcher to gain experience in observing and 

interviewing. Stake (1995) explained the importance of trying out questions to ensure that 

they get at the heart of the matter, and to help the researcher learn to focus on what the 

interviewee is really saying. Yin (1 994) reminded the researcher that pilot studies are 

useful for either detecting inadequacies or helping to articulate the case study design. 

These inadequacies quickly became evident to the researcher during the interviews with 

the student with special needs and her mother. For example, even the physical placement 

of the tape recorder was an important detenninant, as appropriate placement helped 

control voice qudity and resulted in cIarity that was crucial in the transcription process. 

Data analysis skills were enhanced through the practice of the pilot study. These 

skills included the actual physical formatting of the page, with type on one side and blank 

lines on the other to allow a space for accurate interpretation of the data- 

Observation skills were also improved through the opportunity to do a pilot study. 



Initially, the researcher found herself taking a consultative role, evaluating the 

instructional methodology being observed. It was difficult to observe openly through 

these evaluative lenses! 

Finally, through the pilot study, the researcher leamed about the protocol 

necessary for participating in research in a school. The principal of the school wtere the 

pilot study was undertaken felt that protocol had not been followed when the researcher 

contacted the parent k t  regarding her possible involvement in the pilot study. The 

principal felt that he should have been consuited first, before the parent. These reflections 

demonstrate how usefül the pilot study c m  be in ensuring that the main research project 

runs smoothly, 

Methodolom 

f articipants 

Three students with special needs, attending different rural schools, were selected 

as participants for the main research project In discussion with staff, students were 

selected if they met the following criteria: 

They had a designated speciaI need as identified by the Alberta Education 

fimding criteria for severe disabilities. Severe disabilities eligibility requires 

th2t a student must have a severe physical and/or a severe-to-profound mental 

handicap that necessitates additional supports to accommodate the student in 

school. The three students with special needs in this research were cognitively 

higher functioning with bordedine, average, or above-average intellectual 

ability and were able to handle the curriculum with modifications and/or 

adaptations. More details on the students will be provided in chapter 4. 

Students with special needs were full-time participating mernbers of a ciass. 

Full-time membership was achieved when students were placed on the class 

&tendance list for a specific class, attended regularly fkom the beginning of 

the semester, and were expected to participate in the class to some degree. 

Students with special needs, and their schools, had been involved in 

inclusionary practices prior to the year of the research. P io r  membership in an 



inclusive setting was determined to be an important aspect of this research. It 

was felt that pnor membership might ensure familiarity, for the participants, 

with the inclusive philosophy and process. 

The selection process began through persona1 contact with known staff in the 

three schools, to detemine whether there might be students who fit the criteria. Once 

prospective students were identified, the principals of the schools were contacted, by 

telephone, and meeting dates were established. With principals, the research was 

outlined, according to the letter included in Appendix A. A request was then made for the 

principals to contact the parents and the prospective students, and have them make 

contact with the researcher. Once this line of communication was established, the 

researcher set up meetings with each of the students andlor parents. The purpose of this 

meeting was ro: (a) explain the research and ask for involvernent; (b) discuss the critena; 

(c) confinn interest; and (d) discuss issues of confidentiality. These initial meetings took 

place in the homes of two of the students and at the school of the third student. Al1 three 

initial contacts were interested in participating in the study and signed the consent form 

included in Appendix B. Al1 three students remained involved throughout the entire 

school year while data was being cornpiled. 

To achieve a multi-perspective of the inclusion process, numerous stakeholders 

who worked with the students were also participants in the study. These stakeholders 

included an administrator, special edvcation CO-ordinator or special education teacher, 

guidance counsellor, classroom teacher, teacher assistant, parents, and peer for each of the 

case studies. Once authorization had been obtained by the school administrator, the 

parent, and the student with special needs, then contact was made individually with each 

of the other participants and meetings were established, as describeci above. Consent 

forms were signed and discussions were held regarding the optimum tirne for the 

researcher's observations in the classroom, and i n t e ~ e w s .  

Interviews 

Twenty-one i n t e ~ e w s  compnsed the prirnary data for this research- The 

interview questions were developed through the review of the literature and careful 



consideration to the content of the questions. These sets of questions varied somewhat for 

the participants and are included in Appendix C. 

Pnor to the interviews, each participant was informed of the general purpose of 

the study, matters relating to confidentiaIity and anonymity, and the interview procedure, 

involving taped responses and transcription. Before the actual forma1 interview, a period 

cf time was set aside to establish rapport with participants. This was accomplished by 

meetings, as described in the above section; the researcher's visibility through 

observations in the classroom; and informal conversation in the staff rooms of the 

schools. Each participant was interviewed once, formally, using the questions in 

Appendix C to guide the i n t e ~ e w .  The intent of these semi-structured interviews was to 

encourage participants to describe their inclusion experiences. These interviews took 

place in a number of locations within the school and/or the participants' homes. 

Subsequent interview questions and discussion emerged f?om participants' responses to 

the initial questions, and these responses were reflected in the transcripts. These initial 

i n t e ~ e w s  were from one to two hours in duration. Dirring this time of the initial 

interview with the students with special needs, they were requested to choose a pen name 

to ensure confidentiality. Each interview was tape recorded with the participant's 

approval, and transcribed by the researcher immediately folIowing the interview. The 

tight tirnelines helped ensure that the data remained fkesh, and that the researcher caught 

the subtle nuances from voice intonation and voice level that aided in the interpretation of 

the data. An initial data analysis occurred following confirmation with the participants 

regarding the accuracy of the analysis and interpretations. Appendix D contains a s m p l e  

of two of these transciipts. 

In addition to this formal procedure, a regular classroom teacher in each of the 

case studies was interviewed a second time, using the TIES-II Teacher Record. The 

Teacher Interview Record provided the researcher with additional information, from the 

teacher's perspective, to better understand what it was like to have a student with special 

needs in the classroom. 



Observations 

In addition to these interviews, the case studies incorporated the tradition of the 

ethnographic practice of observation and fieldwork- After contact had been made with the 

school administrator, an initial assessrnent was conducted in the school to look at existing 

structures, boundaries and environments: physical; economic, social, and cultural; and 

human. Bogdan and Biklen (1 992) provided the framework for these observational 

questions, which are presented in Appendix E. Following this general inventory, the 

researcher focused the observations specifically on the student with special needs in 

hidher classrooms. In each case sîudy, students were observed in most of their classes 

one tirne, but more fiequent observation occurred in the classes where the researcher had 

targeted the teacher for interviewing. Contact was made with participating teachers to 

determine the logistics of the observations. Some factors included: (a) introduction of the 

researcher; (b) the les t  intrusive place in the classroom to observe; and (c) the most 

appropriate class to observe. For example, in one math class, the teacher determined that, 

since students were writing an exarn for the entire math cIass, it would not be approprkte 

or beneficial for the researcher to observe. 

In consultation with the teachers, it was decided to introduce the researcher as a 

person from the University who was observing classes to gain an appreciation of what 

occurred in hi& school classes- The researcher was also introduced as a teacher who had 

taught in a high school and was gaining ideas for teaching methods. The researcher 

usually remained in one place for the initial observation, either at the fkont or back of the 

room. From this vantage point, the researcher was able to capture the nuances of the 

teacher-student interactions, observe subtle peer-to-peer responses and reactions, and 

capture the tone and atmosphere of the classroom. During subsequent observations, the 

researcher moved freely about and was able to look carefûlly at students' work and to 

hear and see the student's interactions. The length of observation time varied, however, 

the researcher usually tried to ensure her presence in the classroom for the entire block to 

rninimize distractions. Extensive field no tes were recorded during the observations, and 

these notes were later expanded upon, to fïesh out the content, as soon as possible 

following the observation. 



Joumals 

The researcher kept a journal to record experiences throughout the research. These 

journal entries varîed fiorn initial "ah-ha!" moments where a construct or theory began to 

emerge, to musings about a component of the research proceedings, to fnistrations about 

a particular aspect of the research. Appendix F contains a sarnpling of two entries frorn 

the reseôrcher's journal. 

Participants were asked to record the experiences they perceived as critical 

incidents. Although participants were entfiusiastic about being involved in the interviews 

and observations, they al1 declined to keep joumals. This could be related to the 

arnbiguity of the content of the joumals or the time factor involved in keeping a journal. 

Documents 

Report cards, Individual Program Plans, and student files were reviewed to add to 

the data colIection and provide background history. A block of time was dedicated, in 

each of the cases, to collecting this data. 

Method of Analysis 

Category Construction 

To help andyse the data and locate comrnon categories, the researcher followed 

the format of category construction as explained by Memiam (1998). According to 

Memam, category construction involves "caphuing some recurring pattern" (p. 1 79) 

evolving fiom the text and involves the step-by-step process, naming the categories, and 

the number of categories chosen. 

Step-by-step process. 

This initial phase of the analysis began with the readings of the first transcript and 

continued through al1 subsequent data collected fiom i n t e ~ e w s ,  observation field notes 

and document collection. To manage the data, the transcriptions were typed on the lefi- 

hand side of the paper, and the right-hand side was kept fiee to allow space for the notes, 

comments, observations, and questions. The comments and notes were grouped together 



once this s e t  of data was reviewed, and a separate running Iist was kept. Memam (1 998) 

explained that this process was analogous to sorting items in a grocery store. This same 

process was repeated for each of the remaining sets of data collected, and the groupings 

extracted were put on a separate list and also added to the master list. Merriam noted that 

the master Iist reflects the recurrent patterns in the study, which become the "categories or 

themes into which sübsequent items are sorted" (p. 18 1 ). The research findings were 

returned to the participants for verification throughout this process. 

NamSng the categories. 

Memam (1998) suggested that the names of the categories can corne fiom the 

researcher, the participants, or the literature. In these case studies, the categories of 

knowledge, skills, and attitudes, were named by the researcher, reflecting what was seen 

in the data. Merriam provided guidelines to determine the efficacy of categoriti: 

Categories should reflect the purpose of  the research. In these case studies, the 

categories of knowledge, skills, and attitudes reflect the factors that were detmined,  

by the researcher, to be important for successful inclusion. 

Categones shouid be exhaustive. NI data that were deerned important to the study 

were placed in one of the three categories- 

Categones should be mutually exclusive. Each unit of the data appeared to fit into 

only one af the categories. 

Categories should be sensitizing. The naming of each category was sensitive to what 

was in the data. 

Categories should be conceptually congruent. The same level of abstraction 

characterfzes al1 three categories: knowledge, skills, and attitudes. 

Memam <1998) cautioned that the number of categories should be manageable and 

would be determined by the data. Merriam wntinued that fewer categories would allow 

for greater ease to communicate research findings to others. 

This level of analysis resulted in three key phrases or categories being selected, 



that applied to al1 t h e  case skidies: knowledge, skills, and attitudes. A mode1 of 

inclusion linking the three categories was then formulated, and these categories and 

models will be explored in chapter 4. 

Validity, Reliability. and Ethics 

The researcher holds real power through the research process, of turning "other 

people's lives into texts" (Panza, cited in Newkirk, 1996, p. 14), and research is 

"concerned with producing valid and reliable knowledge in an ethical manne? (Meniam, 

1998, p. 198). For this reason, inquirers must be competent so that their data can be 

judged tmstworthy, believable, and important (Guba, 1 9 8 1 ; Merriam, 1 998). According 

to Merriam (1 998), theonsts such as Lincoln and Guba argue that qualitative research is 

based upon different assumptions about reality and should consider validity and reliability 

from a different perspective. Lincoln and Guba (1985) suggested using the tenns tnith- 

value and credibility for interna1 validiS> applicability and eansferability for extemal 

validity; consistency and dependability for reliabilitr, and confirmability and neutrality 

for objectivity. In the following section, these terms will be discussed. 

To ensure validity and reliability in research, the investigation must be conducted 

in an ethicd manner (Merriam, 1998). The final portion of this section will explain the 

ethical considerations pertinent to this research. 

Interna1 Validity 

When research findings match reality, then intemal validi ty is achieved (Memam, 

1998). Lincoln and Guba (1 985) posited that reality is achieved through human's mental 

construction of the inquiry process. Because humans are the pnmary data collection and 

analysis instruments, interpretations are accessed directly through hurnan obsemation and 

interviews. A qualitative researcher is concemed with the question, "1s my interpretation 

credible?" Memam (1998) presented six strategies to enhance interval validity, and this 

research utilized five of the strategies, including triangulation, member checking, long- 

term analysis, peer examination, and addressing the researcher's biases. 

Trimgdation occurred to allow the researcher to confirm the data and establish 



credibility, through multiple sources of data and multiple methods of data collection- Data 

were collected fiom a total of 2 1 interviews with participants, seven per case. The 

participants interviewed in each of the case studies held parallel job descriptions. Data 

collection also involved multiple methods to secure an understanding of the inclusive 

setting. In addition to the number of people interviewed, data were also collected through 

numerous observations in the school and classrooms, the researcher's journal, and a 

review of student documents/artifacts to confim emerging findings, 

Member checking was done continually throughout the analysis process. As each 

of the levels of analysis was concluded, the participants were asked to review the 

transcripts to ensure accuracy of the interpretations. Participants were also asked to check 

for accuracy of the observation summaries. 

Long-term observation at the research site involved gathering data at each case 

study site over the course of one school year. This prolonged engagement is necessary 

until, as Mertens and McLaughlin (1 995) have explained, the thernes and examples are 

repeated. It is hoped that this research which occurred over eight months, will hlfil this 

requirement of increasing the validity. 

Peer examination occurred throughout the research. Confidentiality was 

maintained as the researcher conversed with coHeagues on the findings emerging fiom the 

data analysis. One colleague, in particular, was extremely helpful in looking holisticdly at 

the data and providing the researcher with insightfil comments. 

The researcher clarïfied her assumptions and biases at the outset of the study and 

made every effort to continually bracket her presuppositions so as to look through clear 

lenses at the research question and data. Because of her segregated classroorn 

background, the researcher made an extra effort to reflect on her past experiences and be 

aware of how her background and experiences might impact on her interpretation of the 

data. 

External Validity 

External validity refers to the applicability of the research to other situations. 

Lincoln and Guba (1985) explained how the nature of the controls of intemal validity 



makes clean generalizations difficult. Memam, cited in Stake (1 999, proposed four 

reconceptualizations of generalizability which included working hypotheses, concrete 

universals, naturalistic generalizations, and user generalizations. 

Working hypotheses takes into account the local conditions and results in 

generalizations based on these conditions. In these case studies, the local conditions of 

each of the hi& schools and each student's special needs were taken into consideration 

and became the working hypotheses or basis for generalization. 

Instead of searching for abstract universals through generalizations, Meniam 

discussed the need for concrete universals by studying each case in particular detail, and 

comparing it to other cases to discover how ". . .the general lies in the particular" (Cited 

in Stake, 1995, p- 2 1 O). In this research, each of the case studies was analyzed separately 

to discover the particular detail within each setting. The three cases were then compared 

to each other, not to evaluate, but, rather, to discover any generalities arnong the studies. 

The third way of viewing external validity, discussed also by Stake (1995), was 

naturalistic generalization, Stake defïned naturalistic generalization as those 

generalizations embedded ir, the experience and intuition of people. Each individual will 

generalize the findings of this research based on hisher own experiences, bac kground, 

and biases. 

The fourth conceptualization of external validity was reader or user 

generalizability, which extends beyond the experiences and intuition of naturalistic 

gerrerdization. In user generalizability, the onus is on the reader, not the researcher, to 

generalize the findings to his or her own situation. While reading this research, educators, 

parents, and students will generalize segments of the findings discussed in chapter 4, to 

their own situations in schools. 

Merriam (1 998) outlined three strategies to enhance the possibility of the results 

generalizing in any of the ways described above. This study attempted to use aH three 

strategies including providing rich, thick descriptions, establishing typical or modal 

categories, and using multi-sites. 

Rich, thick description will be presented in chapter 4. The researcher attempted to 

provide enough description, through participants' comments and observations, to allow 



the reader to determine whether hisher own situation matched the research setting. 

Typicality (or modal categories) was estabkhed through a thorough review of the 

literature and the models of inclusion. The researcher's summary of the situations of each 

of the students with speciaI needs at the beginning of chapter 4 should help the reader 

rnake cornparisons with hisher own setting. 

The third strategy, using multi-sites, was achieved in this research. Three case 

studies at three different sites dernonstrated the diversity of the phenornenon of inclusion 

at high school. The reader should have an adequate sampling of students with special 

needs to look to hisher own expenences for comrnona~ities. 

Reliability 

Reliability addresses the question of consistency. "How can 1 be sure that the 

findings would be repeated if the inquiry were replicated with similar participants?" 

Because qualitative inquixy is not based on a single reality and hunan behavior cannot be 

isolated, there is ".. .no benchmark by which to take repeated measures and establish 

reliability in the traditional sense" (Memiam, 1998, p. 205). Lincoln and Guba (1985) 

argue that a substitute cnterion for reliability is "dependability" (p. 299). To ensure that 

the results are consistent and dependable, Meniam (1998) suggested three techniques: (a) 

investigator position; (b) triangulation; and (c) an audit trail. 

Merriam (1 998) felt that it was important for the investigator to explain his/her 

assumptions and theory and describe his/her position in relation to the group being 

studied. The researcher, through her story in chapter 1, attempted to demonstrate clearly 

her position and experiences related to inclusion at high school. The basis for selecting 

the students with special needs was described earlier in this chapter, while a thorough 

description of the students with special needs wilI be presented as an introduction to 

chapter 4. 

Triangulation was another technique suggested by Merriam (1 998) to strengthen 

reliability as well as intema1 vaIidity. This technique has been described in an earlier 

section of this chapter. 

Leaving an audit trail was the third technique no ted by Memiam (1 99 8) which 



helped to establish reliability and dependability of the study. How the data were collected 

and the categones or themes derived was descnbed in detail at the beginning of this 

chapter. The audit bail should expIain to the reader how the researcher arrived at her 

resul ts. 

Obiectivity 

Lincoln and Guba (1 985) defined objectivity as confirmability of the data. 

Techniques for assessing confirmability are similar to those described above by Merriam 

(19981, an audit trail and tnmgulation. These have been discussed in detail and will not 

be dealt with here. The third technique, noted by Linco!n and Guba (1 985), was the 

keeping of a reflective journal. Entries fiom the researcher's joumal can be found in 

Appendix F. 

Through ~ ~ O ~ O U S  and systernatic rnethods of data collection, analysis and 

reporting, the reader will be attempting to fit what is recorded with what actually 

occurred. If the descriptions are thick and rich enough, then the reader will be able to 

transfer fkom one context to another and apply the research to his/her own situation. By 

attending to and considering this data, as researchers we are fiilfilling Our "ethical 

obligations to minirnize misrepresentations and misunderstandings" (Stake, 1 995, p. 109). 

Ethical Considerations 

The ethical standards set b y the University of Alberta were followed, providing 

for informed consent and protection of the participants fi-orn h m .  Participants were 

informed of the nature of the research through a letter and meeting. They were advised of 

their rïght to withdraw at any time without penalty or fear of losing anonymity. 

Anonyrnity and codidentiality were maintained at al1 times. Participants' actuaI 

names were not used, and they were asked to choose pseudonyms. The specific names of 

the school sites do not appear in any printed matenal. 

Written consent of the participants was obtained before beginning any data 

collection. Written consent of the appropriate school officiais was also acquired before 

the study began- 



This chapter has provided a detailed description of the methodoiogy and issues 

related to data managerneot and analysis for these case studies. By taking the time to 

consider al1 issues and pursue an appropriate path, the research seemed to progress 

smoothly, and an abundance of data was generated. In chapter 4, the findings will be 

discussed, 



Results of the Study 

This research, involving three individual case studies, was undertaken to explore 

and examine the inclusive experiences surrounding three adolescents in rural, Alberta 

high schools. Seven interviews and numerous observations were conducted in each of the 

case studies, to provide the reader with differing perspectives fiom the participants. The 

data generated were analyzed and formed the basis for defining the factors required for 

successful inclusion at the high school IeveI. 

This chapter will begin with an introduction of the three students with special 

needs: Kristy, Brahma, and Mike. The participants for each of the case studies will be 

presented, followed by a discussion of background information and a description of the 

state of inclusion for each of the students with special needs at hisher high school. These 

adolescents have chosen pen narnes to ensure anonymity and maintain confidentiality. 

Case studies are presented in no particular order. 

As defined in chapter 2, inclusion means &Il-tirne membership in a reguIar class 

or classes with peers. Varying degrees of inclusion will be noted in these case studies, 

with Kristy included for two grade 10 subjects in each semester; Brahma included in 

grade 11 and 12 classes for al1 of his courses; and Mike included in grade 12 courses for 

al1 blocks of his day. The final section of the chapter will explore the categories that have 

emerged fiom the data: knowledge, skills and attitudes, as the factors necessary for 

successfÙI inclusion, 

Introduction to the Case Studies 

Case Study 1, Kristy's Story 

Participants. 

Seven semi-structured interviews, nine formal observations and a senes of 

informal observations were conducted f i o n  September 1998 to April 1999 to generate 

data for Kristy's case 

teacher assistant who 

study. Interviews were obtained fiom Kristy; Kristy's mother; a 

worked Kristy in her inclusive classes; the Foods teacher; a student 



in the Foods class; an administrator who taught English to KrïsS; the special edücation 

teacher in charge o f  the segregated class; and a guidance counsellor. Observations were 

conducted in Kristy7s English, CALM, Foods, and Work Expenence classes. 

Background. 

Kristy, a 16-year-old fernale, lives at home with he: parents and siblings. She has 

attended rural schools in the same community since kindergarten. Kristy has spina bifida 

and spends her day in a wheelchair. She requires assistance for al1 persona1 care and when 

transfemng fiom her wheelchair. Kristy operates her power wheelchair independently, 

using a joystick, but requires some supervision, when maneuvering ramps, to ensure her 

safety- Kristy has limited use of her lefi hand, but her right hand is quite fünctional, and 

this is the hand she uses to write. 

Kristy presented to the researcher as an engaging young wornan who enjoyed 

adult Company and conversation, and enjoyed being part of the group. Kristy was quite 

verbal, speaking with a husky voice. She was able to participate in conversations about 

her family, fkiends, school activities, and her preferences about her favorite teachers. 

When she accompanied the researcher to dinner, Knsty demonstrated very appropriate 

sociaI behaviors: she read the menu, ordered her meal, and had good table and eating 

A review of Kristy's cumulative records indicated that she is functioning in the 

borderline range of ability, with specific disabilities in the visual processing area. In her 

grade 9 school year, Kristy's Gates MacGinite Reading Test indicated a vocabulary grade 

equivalent of 7.3; comprehension grade equivalent of 3.7; and total reading ability at a 5.6 

grade equivaient. A KeyMath Diagnostic Test, done at the same time, showed a grade 

equivalent of 4.1. 

Kristy's elementary school years, fiom grades 1 to 6, were spent in a fully 

inclusive setting that accomrnodated her challenges as the result of her spina bifida. 

Kristy's mother was clearly pleased with the response fiom the elementary school 

towards accepting Kristy into their school: 



'Oh 1 think that S jrisr wondetfirl', and I jzist about fell off my chair ... T h g  

ivere verypro-i>itegration...they went out of theii- way to make things 

possible and ifthere iras ever a problem, I meair. die wozildget pi-ioi-ity. I 

don 't think yoii '1lJ1zc-i airother school Iike rlzat. 

Because of this safe, secure environment and the uncertainty about school selection for 
,' 

grade 7, Kristy repeated grade 6 at the elementary school. 

Kristy's transition to junior high meant a change in schools and a change in 

philosophy of inclusion at her new school. Kristy's mother explained that in the junior 

high school, Kristy "has tofit in more thaiz they wi(lfit in for her ". In grade 7, Kristy was 

involved in most of the grade 7 core courses, but her mother stated that Kristy was 

becoining fiustrated and falling behind in the work. For her remaining years in junior 

hi& then, Kristy was placed in a segregated classroorn with some integration into 

language arts and option courses. Kristy followed dong with her sarne-age peers and 

made the transition to her local high school. 

State of inclusion at Kristv's hi& school. 

The high school was located in the same area as Kristy's previous school, so she 

was able to ride the same bus, resulting in a move, Iogistically, that was not drastic for 

Kristy. There were approximately a thousand students filling the halls of the school and 

about 60 of these students had special needs- Twenty of the students with special needs 

were taught in two segregated classes, and the remaining students were included in the 

regular classes with careful tirnetable arrangement and course selection by the parents, 

special education coordinator, and the counsellor. There were about 80 staff in this 40- 

year-old school, including 1 O teacher assistants who either worked in the segregated 

prograrns or with students in the regular stream. Originally buiIt in the sixties, the school 

has undergone six renovations andor modernizations- The school was built on two leveIs 

with a ramp and stairs accessing the second level, which housed a large cafeteria, the 

business wing and some classrooms. The main Ievel contained four hallways Ieading to 

the various "ings" of the school: Vocational/Fine Arts, MathKcience, 



English/SociaVDrarnafCareer and Technology Studies, and the hvo gymnasiums. The 

location at the south end of the t o m  in the recreational area allowed students quick 

access to the baseball diarnonds, football field, swimming pool, arena, curling rink, and a 

large open field for garnes, cross-country skiing or picnics. 

The school day began at 8:55 and was broken into four 80 minute time periods 

(which will be referred to as 'blocks' for the remainder of this chapter). There was one 7 

minute break in the moming and another in the afiernoon, and a 45 minute lunch break. 

As a major bus transfer site, when school was dismissed at 3:25, there were 

approximately 37 buses carrying 800 students away fiom the school, While the majority 

of the buses gathered in the transfer site, the buses transporting students with special 

needs loaded students at the fiont of the school due to safety and supervision reasons. An 

exception to the regular school day was staff meeting days and "early dismissal" once a 

month where classes were shortened to about 60 minutes each and students were 

dismissed at 2:25 pm. 

The school offered a wide course selection including fine arts, second Ianguages, 

physical education, and an assortment of career and technology studies classes. In al1 

schools in this research, core subjects were available at the following levels: 14-24; 13- 

23-33; and 10-20-30. The 14-24 sequence is the least difficult set of courses which leads 

to a high school diploma and entry to the work force. The 13-23-33 sequence is usually 

for students planning to enter colleges, technical, or trade schools, while the 10-20-30 

courses are the most difficult and are intended for university-bound or special 

college/technical program students. 

This high school was in its early stages of inclusive education. In previous years 

there had been a few other students included full-time in the regular class: a couple of 

students with physical disabilities and another student who presented with 

communication deficits and low cognitive skills. Students with Iearning disabilities were 

also accornmodated in the regular classes. The rnajority of the students who were 

functioning at Kristy's level, however, were typically placed in the segregated 

classrooms, where the focus was on living and vocational skills. 



D u ~ g  the time of this research, Kristy was in her grade I O year, the first year of 

high school. Knsty's semester one tirnetable was determined through consultation with 

Krïsty, her mother, the special education coordinator and the special education teacher. 

After working with Kristy for one semester, the teacher assistant had input into the 

second semester schedule. As a result of the discussions, Kristy's tirnetable was 

structured to include two to three grade 10 courses per semester, cornbined wlth a 

placement in the segregated special education classroom in the school for two blocks per 

day. The original goal for these classes was for Kristy to complete the work that she could 

and to get to know other students in her classes. The focus in the segregated class was on 

finctional daily living and working skills- 

In the first semester, Kristy was involved in work experience every day, CALM 

(Career And Life Management) every second day and Foods 10 every second day. For her 

Work Experience block, Kristy worked with a teacher assistant, performing assorted 

clerical work on an "as needed" ba i s  for the office, sock sorting and matching for a 

senior citizen's home, and working on a resume. In CALM, Knsty sat at the front of the 

roorn with her teacher assistant beside her, and worked mostly on her owm. Dunng 

observation of this class, very little group interaction was noted between any class 

members. Most students worked on their assignments independently. The teacher 

assistant provided support for Kristy in the classroom by rewriting hornework 

assignments, modieng course material, and reviewing and clarimng concepts. Kristy 

legitimately passed the fina1 exam and was awarded credits for this course. In the Foods 

lab, Kristy partnered with a peer, w h ~  worked with her in the kitchen station that was 

adapted to accornmodate Kristy's wheelchair. The teacher assistant provided support to 

both Kristy and her partner as they prepared the same food as the rest of the class. 

Homework was modified by the teacher assistant: quantity was reduced, and sections 

where answers could be found were highlighted. Tests were 'open book7 and read to 

Kristy, with the teacher assistant scribing the answers. Kristy did not receive credits for 

this course. 

Kristy's second semester included an English 13 course and a Cosrnetology 

course every day. In her English cIass, Kristy sat at the fiont of the room beside the 



teacher assistant for the lectures but observations revealed that Kristy joined in group and 

cooperative activities with the rest of the class. Knsty worked on the same English 13 

cumculurn, but the teacher assistant again modified and adapted the work, as required, 

for Knsty's understanding and abilities. None of the tests were open book, the teacher 

assistant scribed the answers for the wrïtten sections, and Knsty completed the multiple- 

choice questions on her own. Kristy was also given additional time to complete the tests. 

Knsty did not receive credits for English 13 because she did not write the final 

examination. The goal for Kristy in Cosmetology was to gain an understanding of the 

theory and participate in the Iabs to the best of her ability. With teacher assistant support, 

Kristy found answers fkom the text for worksheets. "She rnostly does this on her o w i  artd 

does a very good job " (Teacher assistant). Lirnited peer interaction occurred with Kristy 

occasionally joining the group in the lab for hair care and nail care. Kristy did not achieve 

credits for this course, 

Ln summary, throughout her grade ten classes, Kristy \vas supported through 

helpful teachers and teacher assistants, who modified and adapted the material for her. 

Although achieving course credits was not an original expectation or goal, Kristy did earn 

hl1 credits in CALM and partial credits in Foods, because she demonstrated that, with 

appropriate supports, she was able to legitimately pass the courses. Other supports for 

Kristy included the placement of her locker close to the segregated classroom so she 

could access help fiom the staEwith her lock combination and moming routine. Kristy 

aIso ate Iunch with the students fiom the segregated classroom in the school cafeteria and 

joined the class on their many outings. Kxisty's persona1 needs included monitoring for 

safety in her wheelchair, personal care issues related to her spina bifida, and assistance 

with social skiiIs. 

Case Study 2, Brahma's Story 

Participants. 

To gather data for Brahma's case study, seven semi-structured interviews and 

eight foxmal observations were conducted over one sernester fiorn February to June 1999. 



The interview participants included: Brahma; Brahrna's foster mother; the English 

teacher; a peer in the English class; the teacher assistant who worked with Brahma; the 

guidance counsellor, and the principal. Observations were conducted in Brahma's 

English, Drama, and Foods classes. 

Background. 

Brahma, an 18-year-old male, has lived in rural Alberta with his foster family for 

10 years. Brahrna was diagnosed with Autism in grade 5, which, his foster rnother noted, 

partially expIained his strong need for structure and routine and his deficits in 

communication and social skills. 

Brahma presented to the researcher as an intelligent adolescent with bright eyes. 

He came up with his pen name, "Brahma," without hesitation, and proceeded to explain 

to the researcher where he had heard the narne before. Although intelligent in some of his 

comrnents, Brahma demonstrated an irnmaturity by giggling loudly and for a long time 

when a comment struck him &MY. Brahma enjoyed talking about computers but tended 

to perseverate on that topic. Brahma seemed to enjoy the dimer and school play outing 

with the researcher. Although he did not outwardly demonstrate his appreciation, Brafima 

ate his meal enthusiastically and was enthralled by the school play. Brahrna did not 

initiate conversation and he was slow in responding, but his brief answers were generally 

on topic. Brahma spoke candidly about his lack of fiends, but stated that, most of the 

time, he enjoyed his own Company slnd did not need to have lots of fnends coming to his 

house- 

A school cumulative file review indicated Grade 8 Canadian Test of Basic Skills 

scores at the 99" percentile (grade equivalent: 1 1) for reading decoding and vocabulary; 

56" percentile (grade equivalent: 8) in reading cornprehension; 99" percentile (grade 

equivalent: 12) in math concepts; 96" percentile (grade equivalent: 10) in math 

computation; and 93d percentile (grade equivalent: 10) in mathematics problem solving. 

These scores support Brahma's score in the high average range on a test of cognitive 

ability completed in the same year. A psychiatrie diagnosis of Autism in 1996 suggested 

language deficits in cornprehension; difficulty with social interactions, abstractions, and 



organization with resulting confusion and agitation. Brahma's Individual Program Plan 

focused on developing coping skills to deal with his idiosyncratic, perseveration 

behaviors; promoting independent functioning; and encouraging Brahma to accept 

constructive criticisrn. 

Since coming to live with his new foster farnily in grade 4, Brahma attended 

regular classes on a full-time basis. His elementary/junior high school, prior to high 

school, educated students fiom Endergarten to grade 9, which meant that Brahma did not 

have to transfer after grade 6 to a junior high school. 

Brahrna7s foster mother stated that his elementary/junior high school was 

supportive and proactive: 

The school wus very tviIIing to accept him and actzra/(v ... tlrere were a fav 

belzaviors that were more off than they are now, and rlrey were ~viZZitzg to work 

with hirn and we had close contact and it tvorked out all right. They started a 

ckess chrb tu get him into some erfraa~wictdar activities. (Brahma's foster 

mother) 

Supports for Brahma in elementary'junior high school included a teacher assistant 

to keep him on-task and focused; modification of the quantity of work and the time 

required to complete it; a scribe for class lectures; and a consistent social skills training 

program. 

State of inclusion at Brahrna's high school. 

Brahma moved to high school with a number of the sarne peers who had attended 

classes with him in his previous school. The high school was situated in a residential area 

in the northem section of the t o m  and shared comrnon ground with a middle school. 

There was a large park across from the school giving an open, country feeling. The school 

was built in the early fifiies, but recently underwent major renovations, including the 

addition of new classrooms, restnrcturing of old classrooms and spaces, and 

modernization of laboratories. The school boasted a cleanliness that the students appeared 



to appreciate and respect: hallways were fiee of garbage; lockers were fiee fiom dents and 

marks; and classroorns were well maintained. Registration in this rural community school 

was around 325 students in grades IO to 12, with three of these students identified as 

having special needs. AI1 students with special needs were fully included in the regular 

Stream with peers. There were 25 staff, including hvo teacher assistants who assisted 

students as required. 

To accommodate a Fine Arts option, classes began at 7:30 and ended at 4: i 5, but 

students who were not involved in Band attended four 80 minute blocks, begiming at 

8:30 am and ending at 3:2 1 pm, There was a 7 minute break behveen each of the moming 

and aftemoon blocks, and students and staff had an hour-long lunch break. The majority 

of the students at the school either walked or drove, but there were three buses carrying 

about IO regular passengers to and fkom the school. Brahma was one of these bus 

students. 

For a smdler high school, there was a wide selection of courses, including the 

various streams in the core courses; Physicd Education and CALM; Second Languages; 

Fine Arts; Work Expenence and a host of Career and Technology studies courses. 

Students were expected to carry a maximum credit load for each grade with no spares in 

grade 10; one spare d u ~ g  the year in grade 1 1 ; and one spare per semester in grade 12. 

Brahma's course Ioad and timetable were individually constructed to accommodate his 

needs and encourage his successfil completion of high school. 

The inclusive experïences for this high school centered around students who were 

able to complete their high school diplornas. Students with leaming disabilities were 

educated in the regular classes. Students who were cognitively lower functioning, 

however, went to a different school; but the school mentioned that they would try to 

accommodate other students with special needs if parents chose this route. 

The high school goal for Brahma, his foster parents, and the school was 

graduation with a diplorna. To help achieve this goal, Brahma's schedule was set up to 

include four years of high school and allow for only three blocks of the day in classes and 

one block a day to work with the teacher assistant. In semester one of this year, Brafima's 

schedule included the following courses: Social Studies 30, CALM 20, and Math 30. The 



researcher was not involved with Brahma during semester one, so cannot comment on 

Brahma's participation in these classes, Brahma's semester hvo schedule consisted of 

English 30, Drama 20, and Foods 1 A, a grade 10 level class. On the days when he was 

observed in his English ciass, Brahrna always arrived on time and without the teacher 

assistant. He sat at the fiont of the class and rarely interacted with his peers. In fact, he 

seemed oblivious to them at times and rnildly interested in them at others. Brahma 

participated in al1 aspects of class: discussions, although his responses were on-target, he 

took longer to foxmulate bis answers than many of the other students; written tasks, often 

requiring teacher prompts to remain on-task; and oral reading activities dernonstrating 

fluency in reading and an ability to follow along with the rest of the class. The course 

content was not modified for Brahma, however, some provisions were made: the teacher 

gave him extra time to finish assignments and write tests and exarns; a classroom scribe 

gave Brahma a copy of the notes fiom each class, and the teacher prompted Brahma to 

remain focused and on-task. 

During Drama, Brahma was a full participant and attempted al1 of the requested 

tasks. The room \vas covered with motivational and inspirational posters, and the 

environment was accepting and caring. Since routines had been estabiished and 

procedures set, the teacher assistant no longer accompanied Brahrna to this class, either. 

In the Foods class, Brahrna was partnered with another student in the class, and the two 

worked in a station with another pair. Each pair worked independently in their half of the 

kitchen. Brahrna and his partner worked at a slightly slower pace, resulting in his partner 

cleaning up on occasion so that Brahma could catch his bus at the end of the day. 

Observation revealed that the teacher provided appropriate prompts and utilized 

questioning strategies to assist Brahrna and his partner with the completion of their 

recipes. She maintained a positive class environment through her sense of humor and 

reIaxed attitude. 

During the daily study block right after lunch, a nurnber of strategies and study 

skills were used. The teacher assistant worked with Brahma to ta&-analyze material and 

organize his daily schedule so that the work did not appear ovewhelming. She also 

reviewed, re-taught, or clarified concepts as required, and then provided Brahma the time 



to finish work begun in class. The teacher assistant worked hard to help Brahma 

understand how the concept was relevant to him so that he could connect matenal in a 

meaningful way. Given these provisions, Brahrna was generally able to complete the 

tasks and assignments required for cIasses. He has been successful with a11 of his high 

school courses to date, except Keyboarding. Although Brahma thoroughly enjoys the 

Intemet and chatting and emailing, the atternpt to teach him keyboarding skills has not 

been successful. Brahma is currently in his third year of high school and will graduate in 

June 2000. 

A further accommodation for Brahma was the option of writing the 33-level 

exams in Sociai and English despite his registration in the 30-level courses. In regard to 

these classes, one teacher assistant felt that, although the material was difficult and the 

Pace was too fast at the 30-level: "the stuclents are more fo~-givirzg and zlnderstanding of 

Brahrna S behaviors ... the 33 S [however] would not be as sociatly accepting". For these 

reasons, Brahma registered in the 30-level classes where he was able to utilize his strong 

verbal skills and reading ability, but wrote the 33-leveI exams which required more 

concrete, less in-depth abstractions or synthesis of material. 

Case Study 3, Mike's Story 

Participants. 

The data gathered for Mike's case study were generated fiom seven semi- 

stnictured i n t e ~ e w s  and four fonnal classroom observations fiom September 1998 to 

January 1999. The interviews were obtained fiom Mike; Mike's mother, the teacher 

assistant who accompanied Mike to the majority of his classes; the special education 

coordinator; an assistant adrninistrator; a Social Studies teacher, and a fiiend of Mike's. 

Observations were conducted in Mike's Social Studies and Math classes. 

Backmound- 

Mike is a 17-year-old male who lives with his father. He has lived in the same 

community al1 his Iife, attending one school for grades kindergarten to nine and his 



current school for grades 10 to 12. With the exception of one year in a special needs 

kindergarten, Mike has been fully included for his entire schooling and will graduate in 

June 1999 with his diplorna. 

Mike presented to the researcher as an enthusiastic, energetic adolescent. He was 

articulate, and asked questions re1at~:ed to the research and his part in it. He was motivated 

to complete school, and shared w i h  the researcher that he was involved in his own srnall 

business, which he would pursue upon completion of high school. Mike explained that he 

was in his last year of high school, and was looking fonvard to graduation. 

A review of Mike's school cumulative records indicated that he had average 

cognitive abilities. His grade 8 Canadian Test of Basic Skills corroborated this finding. 

His scores in reading vocabulary were at the 92nd percentile (grade equivalent: 10); 

reading comprehension at the 32nd percentile (grade equivalent: 7-6); and math skills at 

the 1 4 ~  percentile (grade equivalentt: 6-7). His diagnosis of spastic diplegia (cerebral 

palsy) suggested lower body restricEions and loss of balance, resulting in falls; and some 

limitations in fine rnotor skills and organizational skills resulting in the need for a scribe 

or use of a laptop computer for al1 wrïtten work, 

In grades 1 to 6 ,  Mike receiued help through a teacher assistant and therapy 

assistant to counteract the effects o f  his cerebral palsy. He was given assistance learning 

to use the computer, doing his range of motion exercises to maintain and strengthen his 

leg muscles and ensunng his safety as he maneuvered fiom place to place. In his junior 

high years, Mike continued to be induded in the regular classes with minimal teacher 

assistant tirne as he had becorne proaficient on the computer and could take his own notes. 

He received help from a therapy assistant for physical therapy exercises and warm-up 

exercises prior to physical educatiom classes. 

State of inclusion at Mike's hi& school, 

Mike's high school was a 20-year-old building that housed approximately 1 

thousand students and 80 staff, incluiding 10 teacher assistants, who worked both in the 

segregated classes and with the students who were included in the regular classes. Of the 

thousand students, about 75 had been designated as having special needs. There were 



segregated classes for students with mild mental delays, and these students were 

integrated into the regular classes, depending on their abilities and interests. The 

rernaining students were included in the regular classes through careful timetable 

scheduling and consultation with administration, the special education coordinator and 

the counsellors. The school was located at the north end of the city, surrounded by 

subdivisio~s and a golf course. There was an open field beside the school used for 

outdoor activities- A large student parking lot was located beside the school, and, in 

addition, about 29 buses transported 600 students to and from the schoo1- The school had 

a theatre attached, which was used often by the public and resulted in increased expssure 

to the school. Since being built, there have been additions of two portables and a 

modernization of the vocational spaces. The first floor of the three-story school housed 

the majority of the Career and Technology Studies classrooms and laboratories, the 

gymnasiums, classrooms, offices and the cafeteria. A large foyer with student lockers and 

benches was located just off the cafeteria where many students congregated to talk, eat 

lunch, and just hang out. Classrooms and accompanying laboratories, the library, and the 

Fine Arts' roorns were on the second and third levels. An elevator was available in the 

school, for use only by students with mobility problems; however, Mike used the stairs to 

get to the other levels of the school. 

This school also operated on a semester system, with four 80 minute blocks per 

day. There was a short break in the morning and afternoon and a 45 minute lunch break. 

Similarly to the other hÏgh schools, Mike's school offered a variety of courses and 

selection within courses. Courses included: core courses available on many levels, 

Modem Languages, Fine Arts, Physical Education, CALM, Work Expenence, and an 

assortment of Career and Technology Studiec (CTS) courses- Along with the usual CTS 

courses, this school offered Electro Technologies, Forestry, Robotics, and Wildlife. 

This high school's experience with inciusion, like Brahms's, centered around the 

student's ability to graduate with a diplorna. There were segregated classes for students 

who were lower fûnctioning cognitively and required more hands-on learning and work 

experience, and would graduate with a certificate of achievement. 



In semester one, Mike took Social Studies 33, Information Processing modules, 

Math 33 and Work Experience. Mike sat at the front of the room in his Social class with 

the teacher assistant beside him. During observations, he was noted to participate fülly in 

al1 aspects of the class: 

He S definitely irzvolved in the class. he takes part in the disczlssiorl ... ?te is quite 

knowledgeable about czrrrent events, about things that are happenirzg - many of 

the isszles that ive 're talking about are political. economic and he 's really 

interested in rhat and he willingi) volzrnteers to bring in new ideas and make all 

kinds of connections ... Ire probably vohlnteers i l z  the top 10% of stzrdents 

volzrnteering ideas. (Social S tudies teacher) 

Mike was obsen-ed in his Math class, where he sat between a fiend on one side 

and the teacher assistant on the other side at the beginning of a horseshoe shaped row of 

desks. He participated in class discussions and provided answers. He interacted freely 

with the teacher, who seemed to provide an atmosphere of acceptance for al1 students. In 

this class, he was involved prïmady with his fiend who sat beside him. In these core 

classes, the teacher assistant took class notes and scribed for Mike. She also assisted him 

in organizing his matenal and hirnself. A laptop was accessible to Mike, but he chose to 

have the teacher assistant scribe the notes while he listened in class. At home, Mike used 

his cornputer for al1 written assignments. Mike stated that his writing was not legible: " I 

can sign my narne and 1 can 't even sign my last name. 1 can. but I don 't think it S right! " 

Mike was extremely proficient with cornputers, so attended his Information Processing 

classes and his Work Experience placement independently. 

Consultants were available for Mike, if needed, for occupational and physicd 

therapy, but he chose not to use these services: 

l f1  truly thought. $1 didn 't have so rnrich on rny mind, and all I had to think about 

was walking, 1 could do that. But 1 want to get fiont point A to point B, rvhether 1 

gotta roll to get there or walk or whatever. (Mike) 



Mike utilized the extra time allotted him for tests and exams and was happy to have this 

tirne: "1 have whatever I need If1 need an extra 3 hozws to do a diplorna eram. il S mine. 

dzich is nice! And fhere 's no pressure" (Mike). 

Analvsis of Data 

As the data in each case study were reviewed and analyzed, it became clear to the 

researcher that the defining characteristics of inclusion at the high school level were 

based upon the three broad categories of knowledge, skills, and attitudes. Inclusion was 

most successfil when knowledge, skills, and attitudes were interwoven as part of the 

educational experience. The characteristics within each strand will be explored in the 

remainder of this chapter, supported by quotations fiom participants' i n t e ~ e w s  and notes 

fiom the researcher's observations. 

Knowled.ge 

The Canadian Oxford Dictionary (Barber, 1998) defined knowledge as an 

". . .awareness or farniliarity gained by experience" (p. 787). The Cumculum Standards 

Branch of Alberta Education, as outlined in the Program of Studies for high school Social 

Studies, explained that knowledge ". . .takes into account the histoiy of our community, 

the nature of a democratic society, and an understanding of the social, political, 

technological and economic environrnents" (Alberta Education, 1990, p. 3). Fullan (1999) 

defined knowledge creation as ". ..the ability to generate and leam new ideasn (p. 15). 

Fullan fiirther specified that knowledge creation was an ongoing, change process. 

Knowledge is comprised of knowing the facts and knowing the reasons for our 

actions, including Our values (Alberta Education, 1990). The facts, according to Alberta 

Education (1 990), include knowing the parts of the information that applies to specific 

situatiocs. In these case studies, the educators, parents, and peers suggested that they 

required facts related to the specifics of the definitions or meanings of inclusion, an 

understanding of the school policies and procedures, and information about the student 

with special needs, including his/her abilities, disabilities, program expectations and 



goals. The second aspect of knowledge, understanding the reasons for our actions, was 

explored, based on the educator's, parent's, and peer's knowledge of hisher own 

abilities, preferences, education and training. The issues related to knowledge in these 

case studies determined how individuals responded in and reacted to the inclusive 

settings- 

Knowledge of the Definitions of Inclusion 

The participant's definitions of inclusion, reflected in this research, dernonstrate the 

confusion surrounding the topic: "inclrision rvasiz 't a tvoi-d tlzat ivas even arortnd in tlze 

first segment of q v  career. Yorr know, stzdents ivlzo iveren 't achieving . . . there was no 

notion tu investigate andfind ozrt wlzy rlzey IL-eren 't able to Zeanz " (Social Studies 

teacher). In the research, the rneaning of inclusion has been defined and explained by 

participants through four qualifiers: continuum of services, ability of student with special 

needs, individualization for students with special needs, and the nght to belong. 

Continuum of services. 

The need for a continuum of services offered in the inclusive setting was expressed by 

at least one individual in each of the case studies: 

1 would define inchsion as an integration of a special needs stzrdent irzto a 

regrrlarprogruin. And I woztZd corrsider there to be degrees of ilzclusion. 

(Counsellor) 

1 don 'r agree with whole inclrtsion. I'm not an advocate. I've Zived it. 

Another person rnight thrive on it and it 's okay, bztt inclusion needr to be 

case to case. There 's just no way it can be whole and complete. (Special 

education coordinator/teacher) 

1 think it depends zpun the stzrdent. I think each case has to be assessed. I 

think it has to be on a case-by-case basis. (English teacher) 



1 t h k  nzy definition of irzclr~sion rwrdd be as mtdi  as possible having 

thent in the mainstream physicnll,: iiz teriils of class space and faking as 

rnrtch i-egzhr-program as they car1 with srrppor-r and assistance as needed. 

(Administrator) 

I think, again. it depends on the kids. fol- me the balance tvotrld be a 

m Lrture. 1 'zn not szti-e that foi- a full dav a special needs cizild rzecessar-iiy 

benef;tsf.om being bz a regilar classroorn all day long. (Counsellor) 

As noted by these quotations, a continuum of services was viewed as vital for some 

individuals when defining inclusion. The programming aspects, for children with special 

needs, in a11 of the schools involved in the case studies, supported the comments noted 

above. Two of the high schools provided both segregated and integrated settings for 

students. A11 three high schools provided a continuum of educational services for students 

with special needs. 

Student's ability. 

Other participants defined successfùl inclusion based on the student's ability to do the 

work presented in class. Al1 of the teachers intewiewed were of this opinion: 

When ïï child with special needs is in orlrer classes rvitlz the regrilar 

program kids and they can have sorne sort of - accomplish sornething, 

that's a good thing. But, to have kids itz, in matric classes where yozt know 

that - if k j t s t  a waste of tirne. Yozr feel thatyotu time is wasted ... because 

in a d~ffereet type of class. thar studenf cozdd actualiy be leanting 

sornethi~g. 1 o h  dotz 't believe . . . thar fidl incltrsion is necessarily the 

srnartest and most practical way to go. 1 Zike instead, this other alternative 

where, when there S an option class that c m  be hatzdZed But kids that 



don 't seem to have the capaciy, whetlter physicall)' or metztdy. to place 

them in thm sitzratioiz seems a waste of tirne and energv. (Foods teacher) 

Mi: perception of Utclirsioiz is tiying to - 1 hate to use the 1i.01-d 

nzairtsti'earn - but at one time that w-ot-d was zised - take stzïdeizts ,LAO may 

have some altemative iteeds iri  education and try to pzrt tlienz bit0 a 

regtrlar classroom - atz average classroorn. (English teacher) 

To have a stzident Nzcltrded in a clms w h e e  tl-ey couldn 'r begitz fo master 

the course marerial or get something out of it oi- riizdei-stand it. tlzerz 1 

do& idzetlzer I cotild npport it. (Social S tudies teacher) 

As well as the teachers, two of the three teacher assistants had strong feelings 

about the need for students with disabiIities to be able to do the work in the regular 

classes as the defining factor for inclusion: 

As long as the ability is tliere. fhen Ithink that they shozdd have the 

srrpport ro get tlzrozigh. 1 think it shozrld beJt to what they 're able to 

accomplish and whot tlzey 're able to do. It madv not be the ri& thing for 

that child in a f i d  time regular classroom. I think it may be more of a 

punishment to that stzrdetit ifit S sornething tlzar they con 't do. Ifthe 

student S ut. say a grade 6 level, I wozrldn 't advise putting him in the 

grade 12 classroom even though il's the same peer group becazise you 're 

erpecting too rnzlch of that child. He 5 incapable of learning fhat. I think it 

jrrst accents the dzJ2erence for him and 1 think it mukes him more 

segregated Ni a sense because he feek that rnrrch more diferent rhan his 

peer grozip. (Teacher assistant) 

Ifn student is to be inchded, they have to be capable of doing some of the 

work. And getting sornething out of it. rather than j u t  socializatio~t. I 



th Nlk they need to have more of the merrtal skills, too. than Jist the 

sociaZization. (Teacher assistant) 

This same view was expressed by some other group members in two of the case 

studies: 

As long as they cari keep zp rt'ith the class. The kid has to be Nr the 

appropriate place for- their ability intellectuaZI,:. Becatrse it 's jr rs c too 

frtrsh-ahg for them and they feel that tlrey 've failen. (Mike's mother) 

FVe have some sttidents rho  are inclzrdedphysicaZZy, btrt for- the mosi part. 

they m u t  be able to handle the materia/ being tarrght i r z  the ciassr-oom- 

(Special education coordinator) 

i think that with the EMD 's [educable mentally delayed], their actrral 

individcral pr-ograms at the high school are so diverse, so mrrclz loiver thnn 

the regular srream. that I think it wozrld be almost impossible ro teach 

them in the same classroom. ( Administrator) 

And then the opportzrnity for them. for someone like ml- aampZe to 

participate in other classes 17she 's capable of doir~g that. M q ~ b e  beirzg 

ptrlled out and rvorked on some ski/ls that were appropriate ro her needs 

at that t h e  may have helped more than Q i n g  to sort ofrnodlfi a nzap of 

Canada for her that had no meaning for her. (Counsellor) 

Two of the students with speciaI needs in these case studies were required to 

complete the same work as their peers to obtain credits towards their high school 

diplorna. Mike and Brahma, together wiîh their parents and school staff, were Iooking to 

graduation at the end of high school. In Kristy's case, instead of being expected to 

complete the course requirements for credit, staff expected Kristy to participate in the 



class and cornplete a portion of the work that the teacher assistant modified for her, It 

seemed to corne as a surprise to staff and Kristy's mother, that Kristy was able to 

cornplete the requirernents of her CALM and a good portion of her English 13 course, 

and she was able to achieve course credits. Knsty's English teacher explained that "she 

shorrldJ~zish rvith nu ciz~ficzt~~. P. 

One of  the students with special needs, Mike, ais0 felt that, in order to be 

included, students should have the ability to do the sarne work as peers: 

IncZtision is the abi@ to work at a normal siîtratiorr trnder normal 

circzmrstances ztp to the same graditzg crtr-ve. f i o u  're tu be inclztcied i r r  

i~zclrrsive edzrcariorr. J-ou shotrZd be corn irtg pretty close to, to eveq.bo& 

else; othenvise yotr i-e itz the rvr-ong class- (Mike, student with special 

needs) 

During the times of observation, Mike demonstrated this involvement and ability, 

especially in his Social Studies class. He vofunteered answers to many of the exam 

questions being reviewed in class, and he participated enthusiastically in the open 

discussion on China, having his hand up a total of 10 times during the thirty-minute 

discussion. His teacher Iater confided that Mike was one of the six major contributors to 

discussion in the Social class. 

Mike explained the danger of including a student when ability was not present: 

It depends on the state of the individz~al. Inclzrsion ifthe person is capable 

enough and whatnot, yeah,fine. Bztt sornetirnes inclusion tvill harm the 

individual irnmenseij. They rnay be stntggling with the strbject or the 

entire idea and it 's not doing them any good. (Mike) 

Many of the educators interviewed shared sirnila philosophies of inclusion based 

on ability. This philosophy rnay stem fkom their own individual backgrounds and 

experiences. A s  one counseIlor stated, "Most of tis are in art age where, when we werzt 

throtrgh university there were no - even generai special edttcation cozrrses". These 



educators seemed to agree on the concept of having a student with special needs in the 

regular class if the students could dernonstrate that l eming  had occurred. 

IndividuaIization. 

The recognition of the need to individualize for students who were included, 

regardless of ability, was a philosophy shared by fewer participants: 

lncltisiorz means tafizg a stzrderit that has some f o m  of disabilih. rvhether 

it 's mental orph~?sicai, and irrcltrnilig them in a regrlar- classroom, aizd 

Iraviilg t/zern atternpt to do rt~hat eveg-bo& else is cioing, b~ir  also 

specialize it so they 're not doirzg e x a c e  the same tJzitzg (Teacher 

assistant) 

As much as possible to have them N I  the mainstrearn pjzvsicaUy in terms of 

class space and taking as mirch regtilar program as they need wiîh 

support and assistance as needed. (Administrator) 

IIrchisiorz is a strrdent with special needs who is inclrrc-led in a regular 

program. szrficientZy szipported and the program adapred to their needs. 

Segregation is a program total[v apai-tji-orn the r-e,oziZarproagrmn with 

on& special needr sttrdents and teachers who t e ~ c h  special needs and 

practica[Lv no integration or itdusion with other- srudents. Sometimes 

even NI a d~flerent location or a replar school tvith the segi-egated 

program itz a separate witzg. (Brahms's foster mother) 

Like, there tvozild be the person and there - a teachei- or someone to help 

the person there. (Peer) 



These participants (a teacher assistant, adminisbator, mother, and a peer), al1 fiom 

different case studies, recognized the need to include al1 students through the provision of 

supports necessary for success. 

Belon.g;ing. 

Yet another definition of inclusion for some participants was the sense of 

belonging, in either a physicaI or psychological marner, Physical inclusion dealt mainly 

with involvement of the student in the actual classroom: 

... that the stzidenrs are involved and can be part of tlze stzrdies. (Peer) 

... having stzrdents who have special tzeeds in the classroom arzd creating 

an environment d e r e  they can firnction ... so that there shozild be as little. 

the fact that they are special needs stzrdents slzotrld not be obvioiis.. . 

giving thern or allowing thern to jiincrion, in the classroom and hopef iIZy 

there wozrldn 't be the aww-eness from the other stzdertts rhar t h q  ivere 

special needs. As much a part o f  lhe class as possible- (Social Studies 

teacher) 

WelZ, Igriess it would be jmt  like, sort of Iike an fiztegration kind of tlring. 

Sort of like when yorr have special needs sttrdents and th e-v 'ci be a part of 

tlze class instead of in a sepegated class- (Braha)  

D woirld be rea- neat $those stzrdents cozrld be more, more connected to 

the school activities. (Social Studies teacher) 

Well, inclusion is, Igzress 1 ivozrld see that more in the options where she 

cozrld just be part of the grozrp and. sort of do some visiting with her 

$+ends and yozr know, as weZl as 2r-y and work throzigh the crafr. (Kristy's 

mo ther) 



Other participants felt strongly that, although the physical component of inclusion 

was important, the psychological component was even more crucial: 

It carz be a phpical Ilting, iit cari be an ew l t  ~r-itere rr-e take strdents ~~-izo 

leat-rz ilr difSeï-eizt ways and place them in a mairlstr-eanr elzvii-ontnerzt. But 

pr-obabty an empizasis of mirze is t/zepsychological irzclrisiorr. Tltat ki& 

feel a part of the sclzoot commtini~, more than the plysical placement - 

tlzat t h q  feel safe, semire. T&at they 't-e happdv, tizat they Te Ieari~irzg and 

they 't-e leaming fiom a psychological and emotiona l state. I th ink that 

mosr of orrr kids are doing okay. I think thai they are Ntclnded nnd t h q  

firicl a iiiche, rheavjînd a place - someplace rvhei-e they feel dzey have beetz 

incltrded - they do belortg here. (SpeciaI education coordinator/teacher) 

I tirirtk irzclrrsion is the sertse of betonging to help them w.itizirt themselves 

persona/& -for acceptance and self-esteem. And as iveU to hei'p them rcith 

a seme ofbelonging in ilze commtrniv. (Special education 

coordinator/ teacher) 

As long as the kid feels safe. I think 1 have a real big problem with 

inclzision tvhen ir S done by parents, tvhen il's dorze by advocates and tltey 

i-ealZy lzaven 't Zistened to what the kid wanis. (Special education 

coordinat or/ teacher) 

The fact that she S happy doing what she 's doing there. 1 think thar 's the 

main ihing - is keeping K happy. (Teacher assistant) 

The students with special needs in these case studies, when observed in their 

classes, seemed to have a sense of wellbeing that supported the comments noted above. In 

his D r m a  class, Brahma was participating in the assignment of leaming a new dance. He 

seerned to find the dance step sequence difficult to leam at the expected pace. It was 



evident that Brahma was rehearsing the steps in his head and talking himself through the 

dance sequence- However, he was still a few steps behind his partners. Brahma's peers 

were supportive and encouraging, and Brahma appeared to feel cornforrable and safe in 

the class to be involved in this rkk-taking activity. 

Brahma's experience in his Foods' class was an interesting one to obsewe. He and 

his partner were involved in making sloppy joes and salad. Only one partner was 

requested to get the supplies from the main station, while the other partner remained in 

hisher station. Brahma was the partner to get the food supplies, and he was very 

methodical. As a result, he  was the Iast person to get the supplies. By this time, Brahma's 

partner was beginning to cornplain that it was taking too long and that Brahma had 

forgotten the hamburger, but his partner did not volunteer to help or begin to make the 

salad. Once the ingredients were finally in their kitchen, Brahma began making the sioppy 

joes wfiile his partner made the salad. There seemed to be some hostility or fiutration 

fiom the partner initially. "Corne on, Brahma, hrrrry zp! " was heard numerous times 

h m  his partner. Brahma responded by pulling at the rnaterial on his jeans and displaying 

facial tics. However, by the time the two boys had completed their meal, they were 

talking and joking. Because their food had taken so long to prepare, Brahrna's partner, 

who did not catch a bus, ended up finishing the majority of the dishes. He did not 

compfain about this or Say anything to Brahma as he Ieft the cIass. The boys had 

obviously worked out their differences before this class, and their responses and reactions 

refl ected a sense of ease and comfort wi th each other. 

In one of the Foods' classes, Kristy and her partner were observed making 

perogies. The ease of interaction as they prepared the recipe was evident. Her partner 

would ask Krïsty questions as they progressed through the recipe. "Do yozi X ~ Z O I Y  d e n  

thepotatoes are dune? " and Kirsty responded that she did. "Du yozi think thar's eriough 

union? " and Kristy responded that she thought it was and that he shouId turn the stove 

down or the onions would burn! The interaction was easy, and Kristy and her partner 

appeared cornfortable with each other. 

When ICristy was observed in an English class during group work, the rest of her 

group seemed to respect her answers. The teacher assistant prompted al1 seven of the girls 



to give an answer, and then she asked Knsty for her answer. Knsty gave her view of the 

conflict fiom one of the short stories they were discussing, and the others al1 agreed and 

nodded. The nature of the interaction seemed to be just a matter-of-course, and there was 

a level of comfort apparent in this type of relationship. 

Mike was observed in his Social Studies and Math classes, and he dernonstrated 

an open and easy manner as he interacted with staff and students in these classes. He 

appeared to feel quite safe in both classes to give answers to questions and participate in 

discussion. Even in Math class, where Mike self-reported that the subject matter was 

more difficult, he took risks by trying to work through questions to try and find the 

answer. 

One teacher assistant expressed the need for unconditional belonging of al1 

students with special needs: 

Itpr-omotes the idea that handicappedpeople are in ozrr socieiy artd the 

more we segregate and the more that we separate them, the larger the 

wall. And the less tizat they are seclzrded. the more that we become 

acczlstorned tu having them there and it S not a big deal. Ifit S somethirzg 

diyferent or zwiqzre. than everotre makes a big deal out of it. PVe're alrt'am 

jzrst people. (Teacher assistant) 

The variety of participant responses, and the observation notes, recorded on the 

previous pages reinforced the need for a working definition to be established early in the 

educational process. Dunng the interview process, one counsellor recognized the need for 

clarification of the definition of inclusion: "Actually, I'd Zikeyozr to defirie inclsrsion for 

me because maybe my viewpoint of inclzrsion is dzflerent so I need tu Xnow what your 

working definition of it is". The goal, then, would be for al1 individuals to work f?om this 

mutuaily agreed-upon definition of inclusion. 



Knowledge of school policies and procedunes. 

f articipants agreed that there was a need f a r  al1 stakeholders to acquire knowledge 

of the policies and procedures at the school IeveI ta ensure successtùl inclusion. 

School board level. 

However, in only one of the three case stud ies, recognition of the necessity for 

knowledge at the school board level was expresse&: 

I think they need tu have a clear stagement fi-orn them [central office 

administration] sayirzg that t lzq j-e definitel: part of the school systern, 

tlzey 're part of the teaching load. 1 t&nk it need. tu go right fiom the top 

all the way dowm Ithink it S bzrr-ied in at central once  in the mission 

statement, but I thhk ir needs to be spoken a Zittle lotrder- ... it is expected 

that it Spart ofyour teaching assigmment to Izelp them learn. 

(Administrator) 

The szpport of not singling tizese k ids  out comesfiorn the school board 

down to the teachers. (Mike's mother) 

This adrninistrator and parent felt that inclusion coiold only be successtùl when it began at 

the board level with a well-articrilated policy, Policies fiom the schools involved in this 

research al1 indicated that consideration was to be gjven to the regular classroom as the 

entry point. 

Administration at school level. 

More comrnon in al1 studies was a statementr of the need for clear direction and 

leadership fiom the administration of the school: 



I realZy think that it 's possible bzrt that for- iIzclusion to ivor-k, ther-e Iras to 

be szrpport - effective leadei-sltip. effective leaders r t 4 0  are oizboai-ci as 

r t d L  (Social S tudies teacher) 

I do Oefieve it starts at the top. Iiiclzrsion -pq.cholo,oical. emotiorrnf, arrd 

pl'i.sical- I mean, thaf h m  to be sornething oui- administratioir has bought 

into. (Special education coordinatorlteacher) 

Administrators were clearIy seen as the key people in the schools who could ensure a 

supportive environment: 

Yozi know, I think it is adnrinistration that sort of sets the pace, and, yozr 

knorv, wheiher ideas are perceived (Knsty's rnother) 

1 think tlze principal, that what rve need from the principal, is jzrst their* 

arvareness and accepiance arrd support of 14at  yozr 're doing. And also 

guidelines of rvhat yozr can do ivithin certain areas of budget arrd niles 

and the cozinw- (Special education coordinator/teacher) 

I think for the whole ~hing to work, yozr need a veiy positivepzrsh from the 

principal. (Foods teacher) 

One mother's cornments dmonstrated the fnistration evident when the school 

administration policy did not support inclusion. "1 feel that ifthe administration isn 't 

going to support you, rhen there 's no sense-fighting. becazue that 's all it 's going to be ". 

She coniinued to explain the impact of the role of the administration on the rest of the 

staff: 

1 know when yozi Te working, yotr X-iltd o f  sirpport the people you '1-e 

working for su yozr kind of; yozi ivant to stick within the policies of the 



sclzooi andyou want ro follorv the niles a~tdyozr don 'r iwr t  ro make 

wzves. (Kristy's mother) 

Teacher 1 evel, 
Once the administration has supported inclusion through establishment of 

pnnciples to guide decision making, and procedural steps to follow, it is the responsibility 

of the teachers to become cogriizant of their own professionalism in implernenting the 

pof icy: 

I tlziitk it depends on orir definiriori of ivhat k a pro fessional. I sl~ozdd rzot 

gel to choose stho is irt front of me as a strident. FVe are a school atzd IL-e 

are to edrieate the ehildrerz br this commzini@ - ,tee don 'r get to pi& ami 

clzoose wlzo we have. (Special education coordinator/teacher) 

Another participant, a school counsellor, however, recognized the impact on the teacher 

when choice is not given and policy is mandated: 

lin ~hinliing, wlzu t do yozi do as a teaclzer zf'vo u reaiiy feel Raving a 

particdar s~zrdenf in your dass is sornetlttkg rhat yozr personal& can *r 

hancile for whatever reason. Igriess rve 're not given ~har sot-r of choice ... 1 
rhink tlzar wodd be a rerribly dffidtposition to be NI. (Counsellor) 

It would appear that any policy would be most effective when al1 stakeholders played a 

role in formulating the policy. 

Perception of students with special needs. 

Students with special needs, however, seemed to have very little awareness of the 

impact from the school board or even their principals. Mike's statement reiterates this 

idea: "Don 't how .  Don'[ Xnow what theifinetion is. Don 't Xmow ... hell. halfthe tirne I 

forger [speciai education coordinator] exists". They seemed to be more impacted upon by 

the irnmediate people they worked with - specifically the teachers and the teacher 



assistants. " They *re a hvays. ahva-vs nice to me " (Knsty) and “ste fiogi-apheis and jus1 the 

occasional reminder" (Mi ke) and " ... the teaclzer-s are a I l  rzice to me. 1 haver1 't seen a 

tneatz teachet- yet " ( B  rahma). 

An understanding by al1 participants, of the division and school policy related to 

students with special needs, would appear to be crucial in trying t o  reconcile roles and 

responsibilities in the inclusive setting. 

Knowledge of the Student with Special Needs 

A very cornmon theme, throughout the majorïty of the interviews, was the 

necessity of having detailed, carefùlly thought-out transition plans in place to provide 

staff and students with knowledge about the student with special needs, in bvo areas: (a) 

disability, abilities, and needs, and (b) program goals and expectations. 

Knowledge of students with special needs' disability. 

Before one can begin to understand disabilities and disorders, one must 

acknowledge the differences that do exist in people: 

FVe 're sort oJ I think. socialIy right rzotv in North America. Ive i-e afraid of 

acknotr.ledgirzg nr;fferences in peop le. Wé 're trying, we 're tryitzg v e y  hard 

to make eeerybody the same. There does seem to b e  a fear of sort of 

singling kids or Iabeling or men achowledgiizg wherz things aren 't 

workirzg-.. ~vlzich makes it harder for X-ids to trnderstand. And m q b e  in the 

long ncn. makes it harder to accept tizat Ms are dIjfEerent. (Counsellor) 

If seems silly to me - it seems total& foo lhardy - it seems like yozi Te 

tryizg tu comple teiy say these kids have absohitely no  prob lents. no 

challenges. It seems foo lish for- the child, yotr 're not considering the child. 

(Foods teacher) 



As explained by Mike's mother, "...the kids know that they i-e d$ferent and the-v Xmow 

what they are ". 

Giving knowledge to staff and peers, through basic information about the 

student's disability, was seen as a vital key to equipping them with the skills to become 

more aware of how to teach the child and provide for hisher needs: 

1 don 't feel it rvorkri zrizless people take sonze time to do some pi-e-wor-king 

witlz the X-ids in the class. Also, that the same thing has to be done with 

teachers. I don 't feel that sRe can come in like any other strdeizt and jzrst, 

totah) interact rt,ith people and. and have all her needs met. I warrld jrrsr 

prefer that someone took a few moments and went over the points with me- 

(Foods teacher) 

Disabiiity awareness was viewed as important to providing a degree of comfort to 

the staff as well. One counsellor's comments reflected the necessity for knowledge about 

the disability and the child with special needs: "It is. 1 think, it 's very intimidating for a 

teuclter to - to all of a sudden gain a special needs child withorrt Xnowing arzythiizg about 

thatparticzrlar disability". A teacher also expressed her concerns when faced with a 

student with special needs without knowledge of those special needs: "1 don 't have that 

knowlea'ge of azrtisrn. i was worried more about his physical safeîy, nzrmber one. and that 

weighed very heavily on me ". Giving information, in one case study, helped to provide a 

teacher with "a real sense of the person and not the disabili~". 

The benefit of explaining the student's disability to peers was also viewed as 

important: 

1 think that maybe that might have - 1 know that it helped the stufi We 

forlnd it fascinatitzg, and yorr know what, maybe that might have been 

sornething that would have helped. They might have been more tolerarzt. 

(Engiish teacher) 



The kicis see that the behavioi S dffereizt. And ihey need to zurderstaird. I 

think, that bvhile ther-e is this gettet-al clcssroorn rtrle for speakittg orrt or- 

wlzaîevei: bzrt lythis particzrlar- chiid doesrz 'r have coizti-ol of hei- 

vei-baiizatiott - i mearz they rreed to rrrrciei-stand rr* ihere ar-e two 

standards. (Counsellor) 

Bzrt 1 kitow It e ltad a lot ofproblems rrlren lrefist  wen r tu the high school 

wiih sorne of the other kidr becazrse they trever han tu deal or be situated 

with sotnebody that %vas d~rerent- CyitJz them. it iras zritconlfoi-table- 

(Mike's mother) 

Anytlring that S z~nzrszral, o u .  orr  look and o t l  i-e poliie. but yorr don 't 

wanr to venrzrre past that point- Ir becomes a Zittle zrncomfortable. Yozi 

don 't horv  lyyotr *re going to say the right thing. (Foods teacher) 

When this information was not shared in a chss, one of the teacher assistants 

noticed that the students were not as comfortable with the student with special needs: 

1 thirzk it was i-eally good in Foocis becarrse the teacher qulaitzed to them 

what spina b$da rvas and what Kristy S problems were- Bzri 1 thirtk the 

kids in the orher classes don 'î have as mrrch of a background on Krisîy ami 

they 're not as cornfortable. (Teacher assistant) 

This comment was borne out through observation in Kristy's Foods and CALM 

classes. Although the structure of  the two classes was very different in some regards fiom 

the lab class to the lecture class, there was opportunity in both classes for interaction and 

independent work. In the Foods class, one student was partnered with Kristy, and her 

peers were talking to her and her partner on occasion as they al1 worked in their kitchen 

stations. These students appeared to be at ease with Kristy in their class. In the CALM 



class, however, Kristy's only interaction was with the teacher assistant and the teacher, as 

she worked independently on the assignments. 

If explanations are not given, then a counsellor and teacher, respectively, felt that 

the results would be as follows: "People wiZZ jrisr think she 's weird a d  will ostl-acize hei- 

even more ": and, "the kick don 't Xnorv horv to r-eact to her- ". When discussing how 

classrnates trcated the student with special needs, one peer felt that "they cion 'i tr-eat lzim 

good, came tlrey don 't knotv the story. Btrt gtizey k-netv the story then rna~be they 

wozrZd~ 't do it ". During one of  Brahrna's English classes, tsvo male adolescents who sat 

near hirn were observed looking at each other and rolling their eyes when Brahma 

responded slowly to the question. 

One teacher was adamant that information was vitaI as a means to stopping the 

stereotyping and prejudice toward students with special needs. "The other end of it is that 

irtstead of referring to it con-ecily arzd trnder-standing it ...y ozr leave the door operr fur 

'sto~v, retarded, dumb "'- Knowing leads to understanding, awareness and, ultimaiely, 

acceptance by most people: 

Wzen has there ever b e e ~  a case tvherr yoti didn 't zrrzderstand sorneth irzg 

thutozi wer-e tvilling tofirZZy accept it? The more knowledge yorr give 

people, the less theyfight yozr. the Zess the-v rvarzt to say 'no, I don 't wani 

any part of it '. (Foods teacher) 

Be fore I didn % rveZZ, wh en I didn 't Ano w Kvish, 1 th O rrgJ2 t the-v rvere, weli, 

you kno~v, special needs srrrdents tvere dlflerenr - tvell, they are dSfferent 

in a way, btrt, like I thozight that they were really d~rerent than zrs 

'normal' people, lguess yozr could say. And, they a m  't. They 're jtrst the 

same as trs. Theyre people but they jtrst have a little harder tirne getting 

arotrnd or doing whatever. (Peer) 

I ihink that helps a lot, cause stzrdents are so curiorrs. And it S a good 

czri-ious - it S not a bad one. And once they 're cornfortable with ~vhat her 



pr-oblem is. then ok, norv Ive X7row rvlzat it is, let 's get over it. It 's rzo big 

deal, (Teacher assistant) 

But the kids. they i-e tzot drnzb. ~hej? i-e r20t sttipKd SO y r i  bjpuss thenz, so 

tzoit-you cotztirztre to allorr~ them to cal2 thenz a r-etar-d NO -put it fhe r q :  

it is - )'O Z I  riva)? stifl get sonte who catr 'r hande Li. but let 's b* it on the 

table- (Foods teacher) 

Knowledge of student with special needs' abilities and meeds. 

In addition to an understanding of the particular disabiliity, a general knowledge 

and awareness of  the student's abilities and needs were viewed as important deterrninants 

to achieving goals: 

It rms r e a h  hard at the beginrzing trying to get - ttying to feel my way 

through and see what is Krisy capable of or wh.-at does nzorn rrTant her 

doittg And. and being alvare ofwhat K r i s ~  is cmpabie oJ: too. Getting, 

p z r  how.  working with her- anGrst getting an ~rnder-stannirtg of where 

she is arrd rvhat her- Zevel is and tvhat she can do.., (Teacher assistant) 

I thitrk it 's reuify important thar yozr get ro Xnow the srrrdents ... rhat is 

cixcial. You need to take some t h e  to get to knoow them. Yotr also have ro 

be aiiTare of the strident's tieeds and, you knoii: constantly making 

adaptutions. (Social Studies teacher) 

hcst getting to know them was realiy important, noo. and each one is a 

zrrziqrre individual wirh their personality, Zikes an rd dislikes. (Counsel lor) 

One teacher and special education coordinator explained that harving knowledge of the 

student with special needs provided the information necessary t a  establish a working 

relationship: 



I rvant tlzings to be, to go right. I don 't waizt to feel that I'm ovei-iitdzilpi,ig 

K. Idorz 't ivarrt to feei tlzat I'm neglecting Jier. So it 's establishing tltat liite 

rvlter-e it 's a conrfor-table class- (Foods teacher) 

CVe 'i-e still leanring K S abilities and Nta bilities. we i-e findiug tlzat kir ld of 

?tard to balance  no^: I'm ti?-Ntg to figure otrt what she can 't do aiid ivhat 

she can do ami sometirnes with the in formation fi-orn K on dgfei-en! tA ings. 

1 m getting d~%-fet-e~zt i>iformation fiom the TA too. so ive i-e trying tofig-zrr-e 

orsr what the stor-y is. (Special education coordinator/teacher) 

When anned with this information about the child's disability or disorder, one 

mother reminded us of the importance of  recopizing each child's unique potential within 

the realm of the particular disability: 'Jlrst becarise he 's labeled as having CP. dort Pptrt 

him in the w r s t  category, don 'tpzrt hirn in the best". 

Knowled.ge of poals and expectations. 

Goals and expectations must be clearly defined and agreed upon by educators, the 

student, and parents, to avoid the "total[r.fi~zed o~lr *' (Foods teacher) feeling that could 

result when goals are ambiguous. Many perspectives are represented on a team, but 

"...the key goal ... is to let the kids work to theirjïI[potential" (Mike's mother). To align 

the goals within the team &amework and school structure, appeared to be a frustration 

and diEculty for many of the participants: 

So, it probably took about 3 or 4 months before we got that stmight - 

what mom wanted. First of  all, i assumed that she rvanted KI-~SS doing as 

rnzrch as everybody else. And then that tvas too much for Kristy. Has to be 

a balance. yeah, whether it S not letting Kristy be lazy and it S not 

overbzrrdening her. And that 's been the hardesr thing is trying to find that 

balance. (Teacher assistant) 



I wozdd like tu be able. rx-vselfl to ask Krisîy 's mom these qtiestiotzs atzd 

then i wo rrld get more of a feeljor what she wan t s  That worrld be ?lice f 

there tuas more cornmrrnicntiot r benveer z Kt-isp 's nzotlie~- atzd mj.se(f: It 's 

better izow than it was at the? begirztzitzg- It rt*orrZd've beerz ~zicet- to have 

tlzat cleared zrp t-ight off the bat - idzut the expectatiorzs iver-e. (Teacher 

assistant) 

My goal worrld have been to have jrad lzim srrcceed ~ Y t h  fhe coznse. And he 

has szrcceeded and he has passed the courses, but I don 'r feel that he Iras 

szrcceeded in some ve~yfirndametztal at-eas of ernotion. I thhk  that 

probably it has beetr a qt[ality of l$e enrichment for hirn. btrt itr terms of 

prepanitg him for- fhefi~trrre, l'm not srrre tlzat it S been in a-? u-ay a 

benefit to him. (English teacher) 

Btrt 1 don 't know zyl could say that he S broadened his horizons an? in 

terrns of his skills. 1 dort 't thirikso. I thirzk he has corztintred in the areas he 

has srrength and he has pro ba bly stuyed the same in the at-eas of 

weakness. (Engl ish teacher) 

A concerned teacher expressed hstration as she tried to mesh her goals with those of the 

student: 

Btrt for her tu feel REALL Y snccessfiil ... i j u t  know that when 1 can see the 

finishedproduct, see the puodtrct from start to finish. it feels good. Brrr it 

rnight be jzist being in the class, doing what the grade I Os are doing. 

(Foods teacher) 

One of the adolescents with special needs explained that knowledge about his 

ability could be gained fiom simply asking hirn, " 'what can yozr do? ' andyozi honestly 

answer them. Yau h o w  yozrr Zimits and sornetirnes yotr 've got to prts/2 em - especially 



tvhen )torr Te îrying to do the same thing or better than rnost ". Too oflen, it seemed, 

students with special needs were not well-informed about their disa'bility, which hindered 

th& invoIvement in their own education. One teacher assistant explained, "Krisgt isn 't 

as awarê of ker- disabilifies as - once irr arvhile she 'II  corne out arrd sa-v that she carz 't do 

sornetlzinzg becazrse she 's irr a ivheelchair- - bzrt lots of tirnes. she doesn 't have a r-ealistic 

v k v  of ivlzat her abiligl is ". If goals cannot be agreed upon, one teacher felt that 

"teachets kind of resent, I think. goals that seent toralZy impossible tofir(fill becazrse it 

seems like yozz will have a failzu-e. Yorr iidl tzot be able to pr-epar-e that strrdetrt for ~ h e  

apectations that the parents are dernar z ding ". 

Expectations must remain hi&, but realistic, for students ~6th special needs who 

are included in the regular class. A teacher assistant reinforced that hi& expectations 

 orce ces him IO tr); things and Ieam tlzings tlzat Ize i.t~ozrldz t have otherwise. I tlrink it S ait 

advarztage for him to be in the classes ". Often the case was made that it was the teacher 

assistant, not the teacher, who set the expectations: 

Maybe Ive s?zotrldpzrsh hirn a litde more. Maybe sometimes 1 think that 

rve 've possibly let him get away ~vith rhi n,o;...y ou 're not sure horv rnzrch 

yorr can erpect. Igzress, in a wayp that S where the teacher assistant 

becomes handy, because 1 thhk m q 5 e  she does p w h  hirn a little harder. 

Becarrse she realIy kno ws him and hotv to rvork with him - where 1 mi& t 

back off: (English teacher) 

The teacher assistants, when observed working with the students with special 

needs in the case studies, did indeed appear to be the driving force behind the arnount of 

work that the students accomplished. In Kristy's case, the teacher assistant was the person 

who set the goals and expectations for her within the boundaries of the courses. The 

teacher assistant designed al1 the modifications for the work in class and the homework 

assignments. In Brahma's case, it was the teacher assistant who prodded and encouraged 

him dunng their tirne together in the third period of the day. She helped him structure his 

time and analyze tasks so he could get the work done on time. The teacher assistant 

working with Mike helped him to organize himself, kept hirn on task, and worked in 
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close proximity to him for his Social and Math classes. During al1 observation sessions, 

the teacher assistants were key players in setting goals and expectations for the students 

with special needs- 

lnterviewed parents were in favor of setting higher expectations for their children: 

Soine of the parents tell them, ' y011 can 't do it. ' or- ihe teacher sa]-S. ' yotr 

can 't do it becazrse yozl i-e harzciicapped. ' That S the biggest niistake yotr 

carz make. A lot ofparents are too protective- (Mike's mother) 

So, she ma-v work harder tu develop at a lzigher- level, even thorrgh you 

hzow it 's not going to be possible for heu tu ci0 as rt-el1 as the othev kids in 

the class. bzrt tlzere would be some desire to rvor-k llardeï- and to be like the 

other kick and yozr know, rather tlzan in a segregatedsetting. (Kristy's 

mother) 

Participants' Knowled~e o f  Themselves 

A knowledge and understanding of personal biases by both the adolescents with 

special needs and other participants appeared to have a major impact on the incIusive 

setting. 

Student with special needs. 

For the individual with special needs, the degree of knowledge and understanding 

of hisher oivn disability was an important determinant towards self-advocacy. One 

teacher assistant explained: "He jrrst sees it as that 's how l~ye is ". m e n  asked to explain 

what his special needs were, Brahma replied, "well, ï 'm sort of slow with my wnting. So 1 

need someone to write my notes for me and I nezd more timefor erams. And, that S abozrt 

it. " In his case, Brahrna considered himself very much involved in requesting and 

obtaining the provisions he required in class. "FVe r~szrallyjtist wait andsee who is in my 

classfirst and then we make ir so that we take notes from that person eve~d.ay. And $ 

that person '.Y away, we get anoth er person that rue h m w  is ako vety good ar tvriting 

notes ". Mike explained his special needs as requiring "j'zrst the stenographer for written 



notes and men in the office, sornebodj~ d i  1rvYte zip the receÏpts becazrse yo Z L  have to be 

able to read them. " GeneraIIy, the adolescents in this research explained their special 

needs related to the academics in classes and not to their actual physical and/or mental 

disabilities. When pressed further, however, Mike was able to give a text-book definition 

of his cerebral palsy: 

m e n  people ask me what 1 've got, ijrrst tell them, ' it 's cer-ebral pale, ' 

and defiize it'/iat ir was - a lack of o.qgerz to the brain dur-ing bit-th. Ir 

doesn 't stop me doirzg anything I ~ m n t  to do, so it 's not a big d e d  The 

on- thing 1 can 't do is skateboard and ride a bike. Tjzat 's rlze onIy 

disabledfiinction as far as I'm concenzed. I can i-rrn. 1 can wafk I can talk 

I can read. I can make wisecracks. I carz get in trouble. I can ger or ~t of 

fro Z L  ble. L ife is good! (Mi ke) 

However, to realiy take control of his life in a seIf-advocacy role, Mike wi1I need to 

continue to leam how his cerebraI palsy may impact on his Iearning: 

I said I cozifdn 't get a concept. And she said, '~t.eIi, it 's n o t o w -  fazilr. 

Another strrdenr had the sarne problern and they ctralked it rip to yozu- 

disabiliw ' And I m  going - 1 never heard this before! Thar 's rhefirst time 

that, becazise it 's a visual thing the viszral thing is becarrse of the 

disubilis., IJgtrred 1 jzist CO rrldn 'f grasp it. (Mike) 

A conversation with the school counsellor revealed her surprise when she leamed 

that Kristy said that she had never read anything about spina bifida or how it would affect 

her life. The counsellor provided Kristy with written information and detailed 

explanations. 



Other participants. 

For the remaining individuals in the research, their background expenences and 

exposure to individuals with special needs, and the amount of training and education 

about special needs, were hvo factors that cornprised their knowledge level. 

Two educators recollected times in their lives when they had persona1 dealings 

with individuals who had special needs or who were in a minonty group: 

m e n  I was doing mi; master- 's degr-ee I  mi-ked with ivhat was i-e f e i~ed  to 

as the "retarded ciasses" in tJze 1970s. I >cor-X-ed it7ith thern as a pi-oject 

teaching t h m  sertiah@ and communicatiorr sX-iIZs. and ~r.orX-ed with the 

parents. Su fiom that. I a h r q s  thozight thar no matter who o z [  are or 

what yozr are. yoorr rzeeded to [ive in a sort ofnonnal sociey and be able ro 

move arozrnd and comrntiizicate ivith peopie and be, ?zopefirZ[v, a 

productive citizerr. ( Administrator) 

We had a friend ivhen Ive were groii fng trp. their child went tu a separare 

school, btrt dieri he came home on the holidays. he was at oto-place a loi. 

and he jzat ioved that and he jrist had a great time. And, but yer thei-e was 

no. there %vas never aridv disctission of hirn being ayplace bztt ihere. 

(Social Studies teacher) 

The classroorn environment in this teacher's Social Studies classroom also demonstrated 

a level of understanding and support for students with special needs. The posters on the 

wall spoke to social justice and inclusion for all. These posters included the poem by 

Pastor Niemoeller, referred to in chapter 1 ; two classrnates' description of cerebral palsy; 

and a racial discrimination, 'Racism - Stop It!' slogan. 

It was interesting to note, though, that despite their early inclusive background 

experiences, and the level of support observed, these two educators felt strongly that the 

criteria for inclusion at their school should be based on ability, not belonging: 



The strrdents have been slotted into a pr-ograrn tJtat is appr-opriate to tlzeir- 

firrtctiorzing level. AM of rhe sttriients I 've wor-ked with. in terms of 

ilrclusion, have ahvqjx beerr able to get sornetJzing orrt of the corrr-se. 

(Social Studies teacher) 

I tvotrld need to look - at that arzd sear-cJt nry oivn philosophy on, ~~sonzeoire 

is lterejrwt stuaightflor social corrtact on&, are tJzer-e other- ways arid 

means tu get that dome? So, to have one sttrdent andprovide social 

expel-iences and it bileeds the resorrrces of the other kids - I don 't know. 

(Adminis trator) 

Knowledge, îhen, as important as it is, does not alone result in successful, innovative 

inclusion. Skills and attitude remaim the linking factors. 

The second component relatbed to knowledge for educators was the amount of 

training and education they had received. Lack of training resulted in the cornrnon theme 

of fear and uneasiness: 

They seem to be realdy nervor rs or even scared of - to teach tJr em. And, 

tJrey comment - I'm mot trained to teach them. (Administrator) 

I'm it! I'm the specia.rl needs teacher- and 1 have no back,o7-orrnd in special 

needs - so that S reaMly scao. (Counsellor) 

FVe 're p Iacing these stirdents with teachers ivho have very little h o  wledge 

in dealing with their special needs, (Counsellor) 

Acttially I had no ideca. I tvas so scared. I was reafly quite fea&I. Becmise 

I haven 'r taught special needs strrdents before. I 've been teach ing strrdents 

acadernically at the vcet-y opposite end of the specb-rrm, so it was a huge 

leap. (Counsellor) 



Teaclzers need a lot of szrpport as weZ2 becarrse they Ce I ~ O C  tr-ained in 

special edrrcatiorr They get rea& scared tvlzen they know tlzer-e 2 a stzrderzt 

conring in. l'in f i r z  ding the more in fomzutiorz I carz give thern, tlze easier it 

is for- them to deal with the sitrratiorz. (CounseIlor) 

While these educators expressed the fear they feIt as the resuIt of  a lack of previous 

expenence or training, one special educator felt strongly that the lack of training was 

often used as an excuse by teachers: 

And they sfill say, weiZI wasn 't trairzed. rt 's rzot an argrrnterzt to me 

anynore. Nowyozr know how the M Iearns artd rnnybe what tlze diagrrosis 

is, bzrtprobably more how the clzild acts out ... d u t  the X-id rnaypossibZy 

do. Yozr know these kinds of things, arzd wJzat yozc need to do. And that 

information they have now which tlzey di& 't trsed to have. Tlzey 're not 

nrnningfrom a deficit mode/- They 're r-rrnning from an infomzed. 

proactive model. (Special education coordinatorheacher) 

One administrator, however, acknowledged the Iack of training and the resulting 

uneasiness by educators, and provided the following support: 

Maybe you Ire not trained to 6e a special edtrcarion teacher. but tlzese are 

orrr kids and zyyozr need any training - and rvhat do yorr need frorn zrs and 

how can we help in terms of that? I also thitzk we need to 6e able to step irl 

and zfsornething is not happening - to step in and show them and 

con ference with them and with the stzrdent and with the parent and so on. 

(Administrator) 

As staff worked with students with special needs, their comfort level was raised, 

as refl ected in their comments: 



So nothing but positives about my erpet-ience with Bralzrna. ( Eng 1 is h 

teacher) 

There S beetz no w7ay that it 's negatively aflected ng* day ai all. Ir 's beeri 

veJy srnooth. Probably in the end 1 will feel that she e~uq:ed herselfarld 

that the kids got a chance ro see sornebody else that tltejv tnay not have 

made much of a connection with othe~-rvise. (Foods teacher) 

So it S t-eall~7 made me tzirn arozrnd rny thinking. 1 thitrk that this is a 

wotzdetj5tl thing- (Teacher assistant) 

And I tkitzk getting the teaclzers to bzy into the fact that they can do if! 

We 've reallj had to work on that- It 's going to be oka_v. p z 1  wYII szuvive. 

B~ir once they 've tazight him. they can see that. (Counsellor) 

The teachers' comfort level was also reflected through their actions durhg times 

of observation. In Mike's Math class, the teacher appeared very cornfortable with al1 the 

students, including Mike. She joked and had a good rapport with Mike and engaged 

readily in dialogue with him. This teacher's comfort level and ability to laugh at herseIf 

was evident during the class when she was helping a student with an answer. The "Kodak 

moment," referred to by Mike, occurred when, even with the teacher's help using the 

overhead, the ansurer was still wrong! So the class and the teacher did the steps one more 

time untiI the correct answer was obtained. This teacher's comfort level appeared to be 

built on the mutual respect demonstrated in the classroom. 

In Kristy's Foods lab, there was a notable difference in the comfort level of the 

teacher in the two-month time span between observations. AAer 2 rnonths, the routine of 

the lab partners had been established, and Kristy and her partner worked well together. 

Her partner gathered al1 the supplies needed for the perogies outside of their irnmediate 

station, while Kristy worked with the teacher assistant to figure out what utensiIs and 

supplies were needed within the station. In contrast to the first observation, when the 

teacher gave a cursory glance in the direction of Kirsty and the teacher assistant while 



they worked, the teacher now stopped at their station and gave feedback and suggestions 

in the sarne manner as she did at al1 the other stations. It appeared, during the latter 

observation, that the teacher's comfort level had increased over time as a result of 

Kristy's attendance as a full-time class member working tvith a Iab partner in addition to 

the teacher assistant. 

A teacher in another case study reiterated the positive effects of being proactive 

and providing staff with information which helped to allay fears: "T'hei-e rïas a r-eal seme 

of the person. Thel-e itgas a real serrse of - not so mzrch of a fear, but rve were i-eah: 

excited abozrt meeting this cliildT'- 

Staff also recognized that increased knowledge helped to raise awareness: 

I've become a lot more X-nocvledgeable arld have gone to ir-ot-khops arld 

sessions. (Social S tudies teacher) 

Tizose things may not be any different than wAat I worrld do 1t.M the 

regrrlar class - with any other strrdent. I have qzrite a stnrctzrred leai-mirzg 

siyle..,these sorts of thin,as. a stzrdent with special needs really berzefils 

from. bzrt i also do tlzis fur all of the other stzrdents. Bzrt. I've ~tar ted  doiizg 

it more consciorrsly. (Social S tudies teacher) 

The preceding section has explained the importance of garnerins knowledge 

related to definitions of inclusion; school pdicies and procedures; children's abilities and 

needs; program goals and expectations; and persona1 biases as the first step towards 

providing education in an inclusive setting. Knowledge alone is not sufficient and m u t  

be combined with skills and attitude. The ski11 Ievel required to execute the knowledge is 

the next part to be discussed, followed by presentation of the factors related to attitude. 

S kills 

The Canadian Dictionary of the EngIish Language (Nelson, i 998) defined skills 

as, ". . .proficiency, facility, or dexterity that is acquired or developed through training or 



experïence" (p. 128 1). This definition suggests that skills are what someone can do when 

provided with the essential knowledge. Alberta Education (1 990) suggested that skills are 

". . .best taught in the context of use rather than in isolation" (p. 3), which alludes to the 

necessity of including chiIdren in the regular classrooms while simultaneously providing 

educators with necessary supports. 

Having acquired a knowledge about individuals' special needs; the goals and 

expectations related to their progarns; and an understanding of  participants' own biases, 

the next step towards successful inclusion was to gain skills to allow individuals to use 

their knowledge. Alberta Education (1 990) categorized skills into the following: process 

skills to help an individual acquire, evaluate, and use information; communication skills 

to help one express hidherself and present information to others; and participation skills 

to help a person interact with others. The results of this research indicated that the ski11 

effectiveness of the participants to utilize supports and plan programs and strategies 

represented the process skilis. Communication and participation skitls were reflected in 

participants' comrnents related to effective communication with tearn rnembers. This next 

section will include direct quotes from participants and observation notes to clan@ the 

need for skills- 

Skili in Utilizing Supports 

ALI participants strongly recommended that supports be in place to ensure 

successful inclusion. These supports included financial, ernotional, and material supports. 

Teacher assistant support. 

Probably the highest priority for the educators and parents was the availability of 

the teacher assistant. The teachers in this research al1 agreed that the teacher assistant 

support was the rnost beneficid and crucial component to successfÙ1 inclusion in their 

classroom: 

Oh, definite& the TA being th ere. 1 wottldrt 't want to try this without Ire)-- 

Yorr definitely need anotherperson. And, plru, the TA wotrld tak to me-.. 



site becomes the bridge. I tltbzk it 5 a good icieu provided tJzere 's an aide. 

(Foods teacher) 

Ifhe nid not have a Z4, tJzeti it wotrld be. rvell I ivorrld Jzave to ahr*ays have 

to have my tiotes available ro give to Jzim - that sort of tJzing. (Social 

Studies teacher) 

I tJziizk it realZy does Aelp iftltei-e is an aide available. Now tJze TA started 

in the classes in gr-ade IO al1 tJze tirne. Btrt it t-ealZy helps becarrse 1 

honestIy don 't have the time to c a r y  throzrgh tvith him. I corrld not follow 

tip on that tvith rny teacflitzg load and make szrre that the task ivus 

completed. And he worrld rnonopolize a great deal of my time i f1  trvas to 

try and keep him on time totaZ[~y i r z  class to muke szrre that he had some 

sense of closzrre to a par-tiarlai- ac t i v i .  I don 't thirik I 'd be a really good 

stpporter of inclusion ifthat ivasn 't ther-e - that support systern. (English 

teacher) 

Utilization of teacher assistant support was an interesting feature of classroom 

instruction. With the exception of the bvo Foods laboratory classes observed where 

students wïth special needs were paired with a peer, the teachers used the teacher 

assistants exclusively over peer mentors o r  coaches. In Mike's Social Studies class, the 

desks were organized in groups of hvo or three, and students sat with classrnates. Mike's 

desk was also paired with another desk, but it was the teacher assistant, not another 

student, who occupied the desk beside him. One peer commented on this practice: 'Y 

think there should be a person tJzere jrrst Zike me working with her together. Jrist not the 

TA or sorneone, but someone else, like me, Jzelping he?- Much of the actual teaching and 

monitoring for understanding appeared to be lefi to the teacher assistant. "I see the qstern 

cnmbling withozit the aides. It S on tJ~e back of the aides. IstiZZ think it sits on tlie back of 

having responsible, caring, well-informed aides" (Foods teacher). 

In al1 of Krïsty's classes, the teacher assistant was the key person responsible for 

monitoring her work. During her English class, when the teacher referred to the handout 

95 



on conflict, it was the teacher assistant who found the rnaterial in Kristy's binder and 

highlighted materiai as the teacher lectureci. In Brahma7s English class, even though the 

teacher assistant was not present in the class, she was still responsible for monitoring his 

work because Brahma brought al1 assignments to her during their daily, specified time of 

work in the library. A counseflor cornrnented, "most of it falls on the teacher aide- The 

teacher aide is keeping track of  horv he S ivorkiitg anci $tire strident is, >*ou krtow, 

actrrally irai-king - ifwhnr we 'i-e doing is actrra Iiy r-ighr foi- the srzrdent. And it rrsriaIIy 

comesfi-om the teacher aide ". One special education coordinator's comment reveaIed the 

truth of this statement: "Yeah, I ;ie noticed even, Iike Z sent a little form to the integr-ated 

teachers and one has corne back tu me and she S put. See TA on that, ' so th- 're even 

Iooking at the TA as a hzrge faciliratoi-". In addition, on Kristy's Individual Program Plan, 

the Integration Report Sheet for one of her classes was cornpleted by the teacher assistant, 

not the teacher, 

Parents also echoed the importance of the teacher assistant "becartse the teacher 

aide is right there and t h  're more farniliar ivith the child " ( f i s ty ' s  rno ther). The 

teacher assistant was also seen by one parent as being well trained to handle delicate or 

disruptive situations in an effort to provide positive inclusive settings, and she felt that ''q 
yozr Te a good aide. yozr can ofren see if coming and take them ozlt " (Brahms's foster 

mother). 

Concerns were noted, throughout this research, about the exclusive use of the 

teacher assistant. Mike's mother cautioned that it was necessary to "watch that the other 

X-iak don 't becornejealous becazrse he has a TA. '1 have to wait rny trirn and yet he/she 

aZways gets help right aivay. 'And su there S some of that jealotcsy ". Two teacher 

assistants explained how the students with special needs they worked with displayed 

learned helplessness, partially as a resuIt, they felt, of their involvement: 

And lots of rimes. Kristy will rely on me too mirch. And she 'ZZ ex-pect me IO 

answer or help things out. And she Xnorvs that she S got time constraints 

where she has to get things done. And some of her insights are rea Ily 



good, too. Like she reaZlypich zrp a lot. But she has a teizdencj, to sit ther-e 

and erpect yozr to lzelp her out (Teacher assistant). 

Ihzow tlzat tlzer-e S qrrite ofterz that lie car1 take notes. /le worrld be capable 

of tah-irzg erzorrgh notes that are tlier-e, but he won 't becarrse rvell, 'Idoiz 't 

have to take notes. soniebodj.- else i r h  '. So that par? of it. lie r ses  tlzat as a 

cnrtch whenever- it is convenient for- him (Teacher assistant). 

This learned helplessness was displayed by Brahrna dunng one observation of an 

English class. From 8:45 am until 950 am, while the class was working on an essay- 

writing assignrnent, Brahrna w o t e  onIy one paragraph. During the remainder of the time 

in class, Brahma read over the assignment, closed his eyes, alternated between Ieaning 

back in his chair to sitting fonvard, looked at his desk, looked at the dictionary, looked at 

the assignment again, scratched his head, played with his pend,  and tapped his fingers. 

As the teacher moved about the room, she would sometimes tap Brahma lightly on the 

shoulder and comment on the need to work on the assignment. It seemed, though, that 

both the teacher and Brahrna knew that he would finish the assignrnent when he worked 

with the teacher assistant later in the day. It was not a stated expectation by the teacher, or 

by Brahrna, that he complete any part of the assignment before he left class, and Brahma 

did not appear to put any effort into this assignrnent while in class. 

Mike noted some difficulties he had encountered as the result of having a teacher 

assistant assigned to him: "There S times when it gets on yotrr nemes. Ir S jusr, yozr took ir 

as an inszrlr becazrse you did it for grade 8 and 9 and yozr did it well, and then aU of a 

sudden, hey, this is back " However, Mike was aiso able to see the benefit of the teacher 

assistant's instruction: "Oh yeah. especially now that I'rn as bzrsy as I am. If1 can grab 

an atra  ten rninzrtes a day, I'm happy ". 
Because teacher assistants are a necessary feature in rnost cases, for inclusion to 

be successful, the classroom teacher has a responsibility to be involved as a team 

member, in setting direction and planning prograins for the teacher assistant to 

implement. Again, training is required. S pecial educators O ften take the existence of 



teacher assistants for granted. Specïal education teachers could not begin to imagine life 

in a segregated cIassroom without teacher assistant support. However, the regular 

classroorn teacher has not usually had this expenence: 

No t a Il teachers wer-e zised to havirzg aides in tJze class. So. som e teacher-s 

don 't kirolv how to r-eact rtvith other-people itz their class. They 've gone all 

these year-s itft1zorrt artyone sitting and Zistening to them and it S Zike, ir 's 

like someorre spying on them. sort of thing ... Iike, 'lin not rised 10 Izavirzg 

people in my room. and Idon 't knorv how f 72 handle this ' (Teacher 

assistant) 

Skill in utilizing the teacher assistant support in the classroom comes directly 

from the effectiveness of the teacher to use hisher knowledge of the student with special 

needs; the goals and expectations; and hisher own biases, experiences, training, and 

willingness as illustrated by this special educator's cornrnents: " As a teacher in any 

classroorn. I need to facilirate and use the resozrrces I have available to myselfand my 

stzrdents in a r v a y  that w d l  Iean to more successes and positive leamirzg e'cper-iences ". 

The manner in which teacher assistants are used in the classroom has been the 

focus of this section. In every case study, the teacher assistant was viewed as vital by the 

educators in the school and played a key role in providing education for the student with 

special needs. In addition to the skills involved in having teacher assistants in the room, 

participants suggested several strateges that could be implemented to make inclusion 

more successful. 

Skills in Program Planning and Strategies 

Several strategies were recomrnended by educators and parents, to provide better 

skills in program planning. These included group meetings, parental input, special 

education coordinators/consultants and tirnetable scheduling. The students with special 

needs recognized the need to access resources and services. 



Group meetings, 

Group meetings were noted as being an important method to provide al1 members 

with pertinent information, in the least amount of tirne, at the beginning of the transition 

process: 

You coirld pl-obabb: br-irg th-ee to foru- teacher-s irt .. $rst a little i-owtd 

table thing - yoon nzight see tlzis, or- tlzis. or tlzis becazrse of the problerns Ize 

has. We 're talkirzg basica- 1.5 rninzrtes. Yozr X ~ Z O W ,  this is what spirza 

bifida is. the kins ivho sufler with it may have this or rnaj~be just t a k  to nze 

about Krisw- (Foods teacher) 

I think tve need to be open and rve need to befrerible in giving thern ideas 

and addressing their concerns and questions t h q  have. We have tu be 

informative in the beginning. We can 't jzrst Say, ' this pet-son is corning 

into your room. ' (Special education coordinator/teacher) 

Group meetings held throughout the year were also valued by some participants: 

We can get toget/zer- and - has anybody else been talking about tllis? Artd 

ifthere is. hotv can 2i.e coordinate - let theper-sort in on it. Make szrre that 

the strident sits d o m  ivitlz everybody and say, 'her-e 's rvhat we 'r-e going to 

try and m r k  ozrt *. (Administrator) 

And usually it goes theri directly to the teacher in a corifrence sitzration 

where we bring Ni the experts and we al2 sit down and get the information. 

And then we work together as a tearn. (Counsellor) 

Maybe grozcp meetings so that all the teachers of a particzrlar studerzt 

could be together. At least that way, there cozdd be a little bit of disczission 

amongst each other so they Te doing some things similar. .. there rvas some 

cornmon problern-solving, too. (Counsellor) 



However, as with al1 strategies and ideas, thes:: meetings were not viewed 

positively by a11 teachers. The success of these meetings depended on the perceived value 

by the members. As one teacher explained, "The nzeetings that yozr tulked about, most 

people resented Otzce agaitt becarrse rhey didtl 't thitrk it rr.oriki be a r-esolution to 

anythirlg ". This is another example where knowledge of the student, combined with the 

ski11 in utilizing group meetings, could be heIpîûl for successfül inclusion. 

Parental input. 

Parental input was an area that seemed to be under-utilized in two of the three 

cases. Only one parent in the three studies reported that she had gone into the school "and 

actltally gave an inservice at the begiming of grade 1 O wirh all the teachers to explain a 

bit about him. and maybe that lzelped- I've given them irfovmation over the years. too, 

about what I 've picked up tvot-king with azrtistic chiZdt-en. And I 've aht'aavs sent it thror igh, 

and they Ce very wilIing to look at it and to try andpractice it " (Brahrna's foster mother). 

Of the other two mothers, one explained that she had not felt herseIf to be perceived as a 

team member: 

I felt like I was ntaking waves. instead of; if there was a concent wken she 

tvas in elerneiztary, nzadvbe tlzej? weren 't all addressed, but I felt that, yorr 

knotv, that ifsomething were, wasn 't being looked at, 1 tvas being given a 

reasonable explanation. But. I don 't Lnorv, I kinda felt like, rnaybe i was 

being too aggressive [in junior hi& school]. (Kristy's mother) 

In another instance, a mother reported that when she approached the school with an idea 

for a buddy system for her daughter, she felt " that it ivas an insult that I'dkinda brought 

it up " The third mother explained her role as being involved through communications 

with the school at the elementary level, but to a lesser degree at the high school level: 

The school has to be responsible ro keep the parent involved. 1 tried to stay 

back becarrse thar S not my expertise. I'm not a CAM edzrcatur, l i n  an 



adtrlt edrrcator atzd that '.Y rota& d~yfere~zt. Yozi Xnoir it-ltat you Te doitzg 

l in  not goirzg to corne Nt here and tell)-oti otu-job.  but keep me itfomzed. 

And the SCAOOZ /tas dotze that - zip m i l  high sch001. Bzit they i-e more 

Nzdeperihzt then and don 't tt.aîrt theil- pm-eîrts i~zvolved. Then. as a par-e~rt. 

I need to qzresriorz. 'How are thitzgs todq.? Wzat happened? How 's this 

class ' - tythey have an open horise, go \i*ith them to the open hottse. 

(Mike's mother) 

It has been mandated by Alberta Education that parents have an opportunity to be 

involved in their children's placement and programs. Therefore, it remains the 

responsibility of the school to determine how parental involvement will be realized, and 

the responsibility of the parent to remain an involved member of the team. 

Special education coordinator/consultant. 

A third strategy, recomrnended by the participants, was the existence of a special 

education coordinator/consuItant in each school, to coordinate the team: 

It S realv wise to have someone itz a school td-O cioes the courdinaring 

becatrse that '.Y the ivqv of draw*irzg the staff togerher and making sure th- 

are allgoing in the same direction, enswing ideas, and tlratperson is also 

- has to be supportive of the srafl If there is a coordinaror pr-oviditzg 

support, then it rnakes it easier on yorrr job as a classroom teacher, 

(Social Studies teacher) 

Critical to one mother was the availability of a person who could ensure a smooth 

transition fiom school to school, grade to grade, or class to class. She explained that 

teachers needed to know well ahead of time who was coming to their school, so that 

supplies and materials and personnel could be in place on the first day. In addition, 

parents needed to be informed well ahead of time if there were materials or equipment 

they were responsible for supplying. 



A counsellor fdt  that the special education coordinator could reaffirm that the 

teachers were doing a good job: "E~zcozrragernerrf - couse teachers are ten-ible for 

wanting to be sza-e that eveelything th- 've done is the best thej-. car1 be- So. that - 

encouragement t h '  they 're doilrg right. They a k o  need positive feedback ". 
One teacher viewed the role of the coordinator as a supplement to the replar  

cIassroom teacher: 

I 'd Iike to think that a person in that position szrpplemert ts tt~hat ire i-e 

doing. So it S not necessarilq, tJzut thev ~rill need to do so mrrch ivith ~ h e m  

N I  the classroom, bzrt they 1 d 2  ~vork beltind the scenes to rnaybe make 

thi~zgs better for the strrdent. 

As a key contact in the school, one teacher felt that the special education 

coordinator would become "an advocate for snrdents - a real strong advocate for 

sttldents with special needs ". 

Where special educators were not directly available in schools, participants in two 

of the studies suggested that a special education consultant be available at the division 

office level to provide support to them in schools: 

Yotr know what would really help? 1s access to a special needs - ifive 

can 't have a special neeak teacher in the school, but ma-vbe have a special 

needs teacher who coztld corne in and conslrlt rvith zrs. That wozrld be 

~vonderjd! (Counsellor) 

1 think, rnnybe. special needs - yorr know, sontebody rvho is familiar with 

integration policies arrdprocedzrres and has great ideus- Yotc know, they 

couldprobably work as a consziltant and 1 think that ivu.otrld help. (Kristy's 

moîher) 



Tirnetable scheduling. 

A fourth recommendation by the participants to enhance education for included 

students with special needs was a carefül review of the student's timetable. Although high 

schools are generally structured with four or five blocks and two semesters, there is 

usually room for flexibility and rnovement within this structure. Many cIasses are offered 

at various times o f  the day, with different teachers and often in different semesters This 

schedule increases the flexibility of choice when planning a timetable for the student with 

special needs. 

One decision to be made when planning timetables has to be the placement of the 

student in either academic or non-academic classes. The academic classes are referred to 

as the 10-20-30 route and the non-academic classes are either the 14-24 or 13-23-33 

routes. With these levels, consideration must be given to the course content, student 

population, class dynamics, and role models in these classes. Although there is no one 

prefenred strearn for students with special needs, one teacher's experience wax 

The academic classes have rea- helped. 1 don 't think it roozrki have been 

as szrccessfir Z had he been in a nonacademic program. I don 't thhk there S 

quite the degree of tolerance. Norv that 's not to say that the Ms, rnaybe in 

the academic strearn, aren 't, are accepting more than the nortacademics - 

it S jzrst thut they tend to be more politically correct. (English teacher) 

Skill in planning timetables comes frorn close cornmunication with al1 parties 

involved towards the end goal for the student. For example, in retrospect, one teacher 

wondered whether Brahrna's timetable, beginning in grade IO, could have deviated 

somewhat h m  the strict academic schedule: 

Insteud of some of tl2e academic programrning. he shozdd have Iiad -yes, 

sume of those subjects and I think there is merit in taking a cozlrse not 

becutse it is needed for school, but becarrse it gives a qzlaZity of life and 

enjuynerzt. But also possibly doing wovk eperience since grade IO. 



Students with speciaf needs access to resources- 

The students with special needs in this research explained that part of  the success 

of inclusion for them depended on the ability they had to access resources followed by the 

desire to use those resources. For example, Brahrna explained: 

yeah. someorze whose notes are very clear ... cause 1 can rrnderstand ir. it 's 

just a rnatter of being able to r-ead it- Carrse some of the people tvrire vei?? 

messy. Sornetimes I need a little more time to, Me. do some of the 

hornavork assignments. 

And Mike explained that: 

help is the big thing, because tllere S certain things yorr can 't do - w-rit- 

Sornetimes yozr jzrst get su mrrch. like su many things going on that there 's 

problems -yotr, o r [  can 't think straight. And l m  sure it S the same for 

everybodv, but the extra heip is needed ?Vithout it. I mean, there 's no w-ÿ. 

Mike speci fied that "certain things, iike nqy social esse7, I may choose to have it wped trp 

instead becazlse certain things I'd rather have control over". Mike was also aware of 

Alberta Education's cornmitment to provisions for students with special needs: "Yorr 

have to requestfi-om Alberta Ed, they have no problern with it- I have whatever I need. 

1 need 3 hozrrs to do a diploma a a m ,  it S mine, which is nice! And there 's no presstrre ". 

Kristy's idea of supports were based solely on teacher qualities, "he 's real cool! " and 

how teachers responded to her "they 're ahvays. always nice to me ". Kristy commented 

that she had no preference for inclusive or segregated settings as Iong as the teachers and 

kids were nice to her, 

This section has described successfd inclusion strategies, suggested by educators 

and parents, including group meetings, parental input, the special education coordinator's 



role in the school, and carefül tirnetable planning. The abitity to access resources was also 

recognized by the students with special needs as necessary support. 

Skill in Communicating 

Throughout the research, panicipants reiterated the necessity for ongoing 

communication between al1 members of the tearn to help ensure successfül inclusion. As 

pointed out earlier in this chapter, definitions of inclusion, and goals and expectations, 

must be clarified through communication early in the process. 

Within school communication. 

Participants felt that this communication must occur at the school division level: 

"Teachers need a lot of support and they need to cornrnrmicate more to the central office 

ivhere the needs are. where the concerizs are. so tltey can brainstorm together and solve 

together" (Special education coordinator/teacher). Teacher assistants explained the 

importance of comrnunicating regulady with teachers: 

So there 's been a lot of talk rvith the teacher and teacher assistant r-vlzich is 

really, really important. That comection there shozdd be pararnorriit for 

any inclusion to work- Othenvise you 're workingfiorn the wrong 

perspective (Teacher assistant ). 

And myself: I char with the teachers sornetimes right a* class so - other 

rimes rvhen ive nrn into each other - or for something if there S a specijic 

problem. then 1 'll stay in afier class and Ive '11 set zp a meeting or 

something (Teacher assistant). 

School-home communication. 

Crucial to successful education for students was the involvement of parents and 

communication between parents and the schoot as explained by one mother: "Good 

contact between the parents and the school is important". One teacher assistant 



expressed frustration she had experienced due to the lack of communication between 

herse1 f and the parent: ''Il wozrld be nice &ftltere rvas more cornrnzmication between lrer 

mom and nzyself '. The communication had not occurred because of the time constraints, 

the lack of tearn meetings, and the teacher assistant's uncertainty about her exact role in 

regard to the home. Part of effective communication wouId be to ensure, through team 

meetings, that al1 individuals were clear about their role in the education of the child with 

special needs. 

Attitudes 

The Canadian Oxford Dictionary (Barber, 1998) defined attitudes as a "settled 

opinion or way of  thinking" (p. 8 1). The Curriculum Standards Branch of Alberta 

Education, in the Program of Studics for High Schools, described attitudes as a "way of 

thinking, feeling or acting and are developed through a vanety of Iearning experiences 

that encompass knowledge and skills" (1 990, p. 5).  This definition of attitudes suggests 

that expenences, background events, and participation in activities are determinants of 

attitudes. Developing positive attitudes, the document continued, is necessary for 

responsible citizenship and is a gradua1 and ongoing process. 

The Western Canadian Protocol's (1 995) definition of attitudes, related 

specifically to rnathernatics, stated: "It is important for students to develop a positive 

attitude toward mathematics so that they can become confident in their ability to 

undertake the problems of a changing world" (p. 3). While this sarne definition can apply 

to al1 other subject areas, it is especially pertinent to the topic of successful inclusive 

education. Armed with the knowledge and skills, peers and staff who develop a positive 

attitude become more confident, as reflected in this teacher's cornrnents: "I'dsay rhat my 

eïperience has been ve?ypositive. 1 think I've p w n  ". An individual's predisposition or 

mental set is based on hisher knowledge of the entity and ski11 in implementing the 

concept. Similarly to the concepts of knowledge and skill, attitude will be explored on 

behalf of al1 participants. Attitudes related to three components of change, relationships, 

and philosophy will be discussed in the following section. 



Attitude to Change 

Hesitancy of educators. 

Inclusive education represents a drarnatic change from the traditional system of 

educating students with special needs, that was famiIiar to most of the individuals in this 

research: ''Most of zrs are in an age idzere, ivJzen ri-e lisent tlzt-orrgh zozirersi&. tlter-e were 

no - even genei-al special edzrcation cozu-ses- Itzclrisiorz r-wrt't everz atz isszre " 

(Counsellor). This counsellor continued, "...ive 5-e placing some of tlzese clzild~-en r r W  

teachers  ho don t Irant 10 rrork with thern. And I >r*onId thùzk attittrdepk+s a big part ... 

becuzrse we 're ident~jjing so man); kids ivitlz specid needs. i f ' s  becoming o hzrge task for 

teachers ". Students recognized when teachers did not want to work with them: "Some of 

them don 't care. some of them do. Depends on tlze classesor< Te in. like sonre classes 

nobody cares abozrt any~lling and otlzer classes. evevboày wants tu help a ~ e ~ y b o &  else ., 

(Peer). One administrator thought that attitude was "more of a mindset and. I think d e n  

yozr get tu a certairr age ... and I think again orrr yozmger teachet-s corning ozrt of zmiversip 

are mrrch more willirg and ready to do that and take kiris  ho mi@ be a bit str-ange "- 
During my observation of a mathematics class taught by one of these newer 

teachers, it was refkeshing to see how she used many modalities - auditory (jokes, 

lechire), visual (overhead, blackboard), and kinesthetic, to teach her concepts. The 

students in her math class seemed to appreciate her sense of humor and the  ernpathy 

shown for each individual within her structured setting. AII students knew the boundaries 

and limits in the classroom. 

As a further example of the changes in mindset, a special education coordinator 

explained that experïenced teachers were requesting to teach students with special needs: 

"There certainly seem to be a corre!ation between IQ - the stridents thar diey teach. 

somehow thar tltere S a StahlS attached. Bzrt I see a change here too. 1 actually have sonte 

strong teachers reqtresting to teach tlze special needs kids". 



Hi.& school structure, 

n i e  departmental structure of a high school creates a separation and division that 

foster the status quo and help to maintain seclusion and segregation. Inclusion of students 

with special needs would require a change in thought and structure by meshing together 

the special education department with the other departments. "1 thirzk t h e  feel thar it 's 

[special education J sort of n separ-ate department ... sort of a separ-ate place Nt the 

school " (Foods teacher). An administrator in another school expressed the following 

attitude in favor o f  maintaining the status quo of high school: 

in high school. zrnfortztnate&, thar is the idea and nzost of these kins atzcl 

parents it*atzt these kids to be normaZized Zn terms of wor-king torr.a~-ds 

credis and wor-king towards a high school diplorna and doing some sor-l 

of vocational training. (Administrator) 

He continued by explaining that, for many high school teachers, their subject taught 

sometirnes took precedence over the students taught: 

Yort bzow. I 'm a high school teacher, l i n  an English teacher - Zike 1 teaclz 

Endish instead af: Y i n  forlunate enozlgh to be teachitzg in a high school, 

teaclzing adolescents and I teuch the szrbject E~tglish. ' (Adrninistrator) 

Parent's perception- 

One mother felt that change could occur if educators broadened their thinking and 

allowed time for implementing inclusion. M i ~ e ' s  mother felt that educators could: 

Think ozrtside the bo-r! 1 mean the teaclzers are my age that lze S been 

d e a h g  with and older and ït S ctlt and dried. We were al1 tazrgtit that it 's 

cut and dried and to think outside the box - oh, it S one of the worst 

things! So Ive need to, as teachers and parents, think outside the box Ok, 



so does he realiy tzeed this. is it szrch a big deal? 01- is fier-e artotJzer- way i r  

can be done and it 's somet?zin,a Ive carz do? 

Mike's mother defined thinking outside the box as: 

being very open mimieci mld being conscioris of rdzat S happeizi~zg at a[l 

rimes and rinderstancfing horvpeople leam. Hoiv does this cliiZd lear~z arzd 

that child lear-n and holr* car? I irrregrate it so tJzat everybody's leaming at 

the same tirne? 

Changes based on experience. 

A counselior stated that her thoughts on inclusion had changed as a result of her 

experiences working through the process. With time, came experience, knowledge and 

skills: 

Time. carise when it fir-st started. 1 rhozl,ohr, 'Oh no! This is guiri,o to be a 

nrglltmare, ' and it kvas becarrse ever ybody is gohg, '1 dor i  't knorv i.t./tat to 

do tvith these kids ' and there is nobody o~tr ther-e to help them becazise we 

lost otrr special needs teachers. Bta l in  starting to ses that ~j-everything ïs 

in place for specz'j2 strrdents. it w o r k  I like it. I think t h q  're heakhier 

being included than rvlzen r h q  were in their segregated classroorn. But 1 

don 't think they are getting as good an edzrcafion. 

A willing attitude to change resulted in rewarding expenences, exemplified by the 

cornrnents of the followlng three educators. A teacher assistant explained that 

"sumetimes it makes it a lot more chaihgîng too. You have to scramble to ger all this 

done. And 1 like that. So i'm enjoying inclzrsion n lot ". Two teachers reiterated these same 

feelings. One teacher explained that inclusion has " made it more challenging ... but it has 

also made it really, really ravarding". Another teacher's comrnents illustrated the 

positive experiences she had as a result of the inclusion of a student with special needs: 

1 O!? 



"1 have to be honest. When he first came in grade 10 afrer listening to all the tlzings I  vas 

tangllt about him, I thozcght, 'my goodness, Irow is t?zis child possibb goi~zg to cope? ' and 

yet he 's coped wel2 ". These comments reflected the positive experiences resulting from 

inclusion for some educators. 

Attitude Based on Relationships 

In this research, results indicated that relationships were based on two factors, 

befonging and friendship. 

Be1on.gin.g. 

Belonging appeared to be dictated largely by staff and peer acceptance of the 

student with special needs: "1 think that one of the biggesrproblerns is jzist acceptame. 

Yotr Xrnow, convincingpeop2e that the stzrdents will be able to do the wor-kW (Social 

Studies teacher). The perception throughout this research was that, for acceptance to 

occur, the student with special needs must be capable of demonstrating socially 

acceptable behaviors to fit into the classroom and school environment- When these 

behaviors were exhibited, staff and peers were more willing to become involved with the 

student. The following cornments echoed these sentiments: 

-.. becazise she 's approachable and she will approach others. (Teacher 

assistant) 

She S qtrite a pleasant girl, there 's nothing hostile that cornes frorn her. 

ActziaZZy, she will take the time to srnile at yozr, to give a lot of good 

interpersonal feedback that you car1 bttild a relatiorrship on. 1 thirdc that S 

cornpletely necessary, thozigh, to be sziccessjil, cause they get along with 

people. (Foods teacher) 

I think a lot of it is Brahnza as well as his personality. He 's a ver y Iikea ble 

kid and the teachers are willing to go the extra mile for- him. (Counsellor) 



... he reacts so weil rvith eveq-bodv - tJzere 's rtothing n e g a t k  (Teacher 

assistant) 

I ilzink it S tvonde~jirl for Ki-is~: Ir is the best ~IIing. SJze loves goiig to tize 

classes. Sire tries ?lei- Izardest- She socinlizes with dweel-ent stzrderzts artd 

die S stai-ting to krtow their names, aird tizey 're all star-ting to becorne 

familial- with KriSh. (Teacher assistant) 

I thiizk that ifit r v a s  a ckild that Irwas more obrzo-~iorrs. tJierz it migJrt be a lot 

Izai-der and th- rnigitt not be as tolerant. He doesn 't do anythirzg rea- to 

ripset the other- kids at all. (EngIish teacher) 

Keep the stzrdents in with other stlrdents and 1 thbik that the reiationship 

beîween them r r f l  g-ow srronger Carrse I Xmow tJzat ozrrs, wel( mine and 

Kristy 's - it 's been really good. So, jzrst, jzlst keep it go ing Zike that! ( Peer) 

Both Knsty and Mike, when observed in their schools, appeared to fit in well with 

the classes they attended. This was evidenced, with Mike, when he interacted so 

frequently with staff and peers. Although Knsty did not interact so ofien, when she did, 

staff and peers seemed to respect her and allow her time to speak. It was reported that 

peers often would stop and talk to her in the hallway, or converse with her when she 

wanted to talk to them, In Brahma's case, staffseemed very willing to accommodate him, 

however, not al1 experiences with peers would suggest this same openness. A peer who 

was interviewed explaineci that, in EngIish class, some students were not patient with 

Brahma, and could be heard to heavily sigh or seen rolling their eyes when Brahrna was 

answering a question. These actions were also observed by the researcher. 

Peers felt that their own involvement and experiences with students with special 

needs led to an increased attitude of acceptance: 

Before 1 didn 't, well when 1 didn 't knorv Knsty, 1 thozrght fhey were, ivell 

you h o w ,  sspcial needs stzrdents were d~gerent. Weil, they are d$erent in 



a way, b ~ ,  like I t!zozight that they rvere reaZZy diffe~-eïzt tt'zarz rrs 'normal 

people 'Igtressyozi wozildsay. And. r h q  aren % Tlrq i-ejrcst the sante as 

rrs. They i-e people but the? jrrst have a little har-der tinzc getting amuici or 

doi~lg rt-hatever, 1 don 't even look ar the rr.ltee/clzair-- I actrraliy just look at 

her: I thitzk sJre 2 a fine yortrzgpeï-son. She S Zovirzg, she 's car-iirg -jlcst 

ever7-thiirg Slte 's gr-eat. (Peer) 

Yeah. it kind of rnakes me feel nzoi-e cornfoi-table rr.itlr him. Yoti get to 

spend more - more normal tirne, Zike in school, tvitlz him. (Peer) 

Staff had ako noticed how peer experience and involvement with studeiits with 

special needs resulted in increased interaction: 

Once they 're comfortable wit?z rvhat herproblem is. then. ok, noiv tve 

krrorv what it is, let S get over it. It 's no big deal. (Teacher assistant) 

More people are approaching lier.--one of the 0th el- girls rvho had 

previorisly not said anything tu her, came by and said a fmv words to her- 

in class. (Foods teacher) 

&-ahma has been a presence in the lives of at least half of orir strrdents for 

his schooling here becazrse halfof the kids came thi-oiigh anothel- school 

wirh him. And l think that their tolerance is a part of that. They 've seen his 

sztccesses and lguess his failtires, too. and they knorv him as they do each 

other, And I tltink that S helped. (English teacher) 

I think rvith that, corning to the high school with those same students has 

givetz him a bond and he is able to re!ate to the classroorn and thej! know 

hirn. (Teacher assistant) 



Interaction with peers was observed during one of Kristy's English classes. When 

the researcher came into the room, Kristy was sitting in one of the fiont desks, and a peer 

was talking to her. That girl Iefi to return to her own seat, and another girl from the class 

stopped to chat for a minute or so with Kristy asking her whether or not she used gloves 

when pushing herself in the wheelchair. Kristy replied, and her classrnate then returned to 

her desk as the teacher began to get himself ready for ciass. 

Parents commented on their perceptions of  the resulting involvement of peers 

with their sons: 

Becazrse all the children hzow lzim, he gets itzclzrded. I also th Nrk it S good 

for the r-egrrlar stzrdents rvho  gel used to being rvitlz less fortramte people 

who have a lot of handicaps. Instead of being dotw on thern, th-- befi-ierzd 

thern and then th- protect them. (Brahma's foster mother) 

Other kids stood rrp for him so he didn 't have to ivony about it if 
somebody decided they were going tu be the bzrllv, it didn 't last too long. 

(Mike's mother) 

One adolescent with special needs, Brahma, felt that his involvement in the 

classes and his peers' experience with him Lent itself to acceptance: "Usrtally the unes 

w110 don 't know me very well ... they try and bug me ". Observations in Brahrna's Drarna 

class, with students who seemed to know him well, reinforced this comment by Brahrna. 

These students gave him the time needed for him to establish dance routines or catch up 

when he was a step behind. 

Peer attitude was not always positively affected by experience with students with 

special needs. A teacher shared a comment made by a student in her class dunng their 

discussion about how to make a better attempt to include Knsty: "He did mention that 

'well. nobody tried to inclirde the rest of us - yoir eitherfit in orj9ozr don 't ' - ... bzrt ke 

didn 't do it in a rnaliciotls waj?, sort ofjint noticing ". One teacher explained that peer 



behavior depended, in part, on the nature of the student's disability, and seemed to 

provide a rationale defending peer's negative attitude, comments and behavior: 

Tire-v 'PT [students with autism] trot seizsitire atrd tirey [students with 

autisrn] don 't pick rrp otr the rtlrartces of othei- stirde~t 's pet-ceptiotts so it 

makes it vely easy fot- th em to be Nt  the classioorn. 1 think that foi- n 

strrderzt that nraybe didtr 't sz@ierj*orn azrtisrn. but had anothet- kirrd of 

disabilip and tvas more aiieat-e of the reactiorrs of other stzrdents, thetz 1 

think that tvorrki be even mot-e ciifficrilr (English teacher). 

This teacher expressed her dilemma in handling situations that she perceived were 

disrespectful of the student with special needs: 

And sornetirnes it takes him qrtite a ivitile to get aroitnd to his poirzr. Sonte 

of the students demonstrate tlratfixstration. Yozr 'll see tltem looXittg at 

him. looking at each otfier. giving a little srnile or chuckle. They ivill not 

do ar~ytlzing that wiïi active4v entban-ass hirn. And ijrrd it veiy har-d - 

becarrse 1 dorz 't rvant to corne down too h e a v  on those kids atzd make 

them feel r-eally rzegative towar-ds him because tIzq get i n r ~  trozrble. But 1 

also feel a need occasional~v to carrtion them about their behaviot-. And 1 

find that really har-dfor me. Because 1 M vei y sensitive to rvhat the)? i-e 

going throzrgh and the fact that they feel that he sornetirnes infringes or1 

their edtrcatiorz $hek taking too mtrch time to anmer a qzrestion. They 

want fo get on wit/2 thirgs. But I'm not sure that yozr can do arzything 

becatrse it 's htrrnan rzatrrre to - 1 don 't want to use the word ridicule, 

because dte kids don? do that, brtt tu be awai-e of the difjérertces aird to 

react and respond to them. i 'm  sure that $1 were to cal1 some of those 

kids on the cazpet, tliey tvozrld really be zrpset. becartse I don 't think that 

they realize t h t  they're necessarily being insensitive. (English teacher) 



Another educator's comment reflected the feelings held by many participants that 

teasing occurred because of the teen-age years in the schooI setting: 

I t h i d  the biggest rlrirzg is ro mzd help rhe k d s  r-ealize it  Aer-e tlze~+r in 

and tenclz tltem behavior-s that i.t*ill Jzelp thent fit in so tltej* won 'I get 

exchRed. And 1 thitzk thev'll get less escllrded as they get oklei- os IL-eZl. 

It Sjrrst the teenage jyear-s - w?~pict4~; some of the kds. and some thilik. '1 

got somepoiw-, so I'llpoke somefim a t o u  '. Hel-e, ever\&o@ S ivithitz a 

two or th-ee year age range. it 's too natrou:, alrnost. (Administrator) 

It sometimes seemed as though a commonly-held perception was that this type of teasing 

behavior was acceptable fiom people: 

Oh yeah, everybody alryvs does it - it Sjrrst Ndzer-ent in sorneorze S 

nature. They have a bad day, so th- take it out on someone else. Tlzere 's 

some people rvho are jrrst pr-ick and do it all the tirne. (Peer) 

These comrnents, related to human nature, seem to excuse the students without 

disabilities for their inappropriate actions or comments. 

A mother provided the following rationale for why people tease: 

Most people don 't want to hzrrt sornebody else. Ifind that most people wAo 

hrtrt somebody else see themselves as somebody else. Sornething that they 

don 'r like about ttiernselves, they see it in anotherperson and so they take 

it out on anotherperson becazrse they can 't take it out on themselves. 

Qiiite oJen they don 't realize that that S the reason rhqi-e doing it. 

(Mike's mother) 

Despite the cornments of teachers and peers, one student with special needs, 

Mike, explained that the attitudes and teasing of others was "realZy, really hal-d tu deal 



rvith arfirst "- It is our responsibility as a society to structure caring environments for al1 

individuals and to make others aware of how their actions and comrnents affect others. 

For example, one peer stated: 

I thirtk Iie could get ti-eated better- i t z  the class. That ifatzj-one nzadefirn of 

hirn tlzerz they cozrld get - not pruzislzed, but rhey corrldger. j-ou X~ZOW, 

spokert to ar leasr. But reaclrers don 't 1rsrralZy do it. Like sorne teachers are 

reah'y good but sorne teachers like, t h q  i-e nor men listening to him. 

That S not good. Yozt listen to evenone else rtsrrallr;. But fsorneone is 

bothering him. tlren 1 think they slrotrld get a talking to. at Zeast- 

Responsible education means affording al1 children dignity and respect. 

Relationships. 

It has been stated throughout the literature that we cannot dictate fnends and we 

cannot fabricate relationships with fkiends. However true this staternent may be, one thing 

that schools c m  do is to begin understanding the perspective of fkiends held by students 

with special needs. 

One mother explained that her daughter with special needs "sees evetyone as her 

friends.,,cazrse she 'II  sometimes talk about kiak ivho I know don 't have hardy anything to 

do rt'itlz her, but she consider-s those herfi-iends ". Brahma also expiained that his comfort 

leveI in a school was because "Iknow a lot of those kids ". When the researcher observed 

Brahma at noon, he was eating his lunch in the drama room dong with about ten other 

students. The students were involved in various activities - drawing on the board, eating 

lunch, and listening to music. For d l  activities, the students either congregated in small 

groups or sat by themselves, and Brahma sat at a desk by himself eating his lunch and 

watching al1 the activity with a smile. He was asked by one of the groups of three girls to 

b r h g  his desk and join them. When Brahma joined their group, he remained quiet, eating 

lunch, while the girls chatted around him. To Brahma, this noon hour activity constituted 

"a grozp of students 1 hang out with ". Brahma continued with his explanation of fnends: 



"Like, so. o r r  X7zow7 aiid 1 'm not. like mdv grolrp o ffi-iends. I5n oidy ivith tlrenr at l m  ch 

hottr: it S not Zike I tvith them the rvhole day or arzythirzg Zike that ", Brahma's mother 

reported that "He goes to school darzces. Doesiz 't rea& dance. but srartcz's or-ourrd and 

hasjîrrr i r z  his owr way". KristyYs mother felt strongly that peers "dicitt 'r have ro be her- 

best jï-ierids, but tltey jrrst han to make hei- feel Zike she $vas iriclrrded". 

Perhaps educators need to realign their definition of fiends with parents and 

students so fnendships might not be seen as such an issue or banier to inclusion. If a 

mother's view of inctusion is to help her daughter have &ends, and friends means 

sorneone in the immediate area who will say, "good moming", then that does not present 

such an issue as a teacher trying to institute a fkiendship club in high school. As stated 

earlier in this chap ter, communication is vital in moving towards successfut inclusion. 

I f  inclusive settings were not planned responsibly, one peer felt that "tlzei-e ivozrld 

still be people saying 'hello ' and 'hotv are yorr toduy' to her, bzrt tiot as much ". This 

young man continued with cornments related to the benefits of inclusion as a result of 

responsible planning: 

It 's a reaZlv good thing. i think, jtrst like when yorr i-e orlr at a job or 

somethirg Cike that. prr izeed to be able to work -jus! like sc/zool. )-OU just 

can 't be put in one area and never go otrt and rnirgle ivitlt people, I,alress 

yoir wortldsay- They can see how special needs strrdents wor-k. They can 

talk to hei- a lot, like they commtrnicate with her. She got to work with 

another person instead of the teacher assistant helpirzg her along And. 

just that, she can cornmunicate rvith otherpeople, too, in rhe class and get 

along - jtrst not the people in the segregated class -more the people in the 

school. (Peer) 

One mother reiterated these same comments related to responsible planning to ensure 

participation by al1 class mernbers: 



But 1 tltink Nttegration is not on(?! beneficial ro ber but the otlier- X-ids in tJte 

class as rvell, and, )..ou knor v, I thiizk that $the teacher- said yorr kzo lt: 

dzeiz rr-efinislz sclzool. w e  do~z 't ahrays get to ic-ork \t-itlI orrr-fieizn's and 

we don 't ah-s get to wor-k rvitlt people ire rr-ant to ~t-or-k ir.itIz. so if 
eveiybody has to r-omte. I tlzink that just being forced to IVOI-k it.ith her 

rvoicld be berteficial to  the otlter* kirCs as rt-el1 as to Krisîy. ( f i s t y  ' s  rno ther) 

Attitude Based on Philosophv 

Participants' differing attitudes regarding inclusion were based on their 

philosophy of education which resulted from their backgrounds, expenences, and 

training. One philosophy, voiced b y  a special education coordinator, was the notion of the 

school as a cornmunity: "Ttlris sc?tooI as a cornrnzcrtity welcomes the171 and tltey are part 

of it ". An administrator felt that, with the rïght setting, inclusion couid be done: " You 

plan welZ for it and have a good solidpl-ilosoph-v and policy for it - the staflrr eeds to 

X7tow why yozi 're doing it. I it-orrld enconrage it ". Concem was articulated by a teacher 

about putting theory into practice: "Wzen o u  have to take thepr-acrical and work it irzto 

the philosophical - then there 's a difference there. In practical terms, if a student were 

included according to abiIity or achievement, with minimal modifications, then it would 

be easier to mesh practice with theo-ry. However, when schools try to maintain their 

current practices and mesh the philosophy of including al1 students into that practice, then 

problems result. 

One mother's story of the differences between her daughter's experiences in 

elementary school and junior high school illustrated this point. She explained how 

accepted her daughter was in an elementary inclusive school where practice and 

philosophy were intertwined. In the junior high school, although the administration and 

staff stated that they welcomed al1 students, their philosophy of education was to maintain 

segregated settings. If inclusion is not attempted with a willing attitude and accepting 

philosophy, "ihey Te going to be doing it, yoti know, becatise they 're forced to. and not 

becatcse they want to. and, that 's not the right way to do it " (Kristy's mother). In this 



environment, inclusion will not be successfûl. The following comen t s  reflected this 

attitude: 

There 's gener-allj some philosopltical talks aboirr beiizg hrrinart beirgs. 

A d  sonze people. it 's irater off a drck S back. The? jzrst don 't get it aitd 

they i-e rzot p i n g  to ger if. And tlzose are the ortes that distzrrb me the most. 

Arzd I thilzk rr7e tiy to talk to the kids artd sa?;: rtot et.e,~60& is going to 

welcome yovotr ivitlt open arms and ... tizat 's r-eulir): I mean. they 'll get it on 

dzejobsite and comrntfrtih~ arzd things Iike that. (Administrator) 

There milst be a belief; an attitzde towards it - this di-aggitzgpeop!e 

behind doesn 't ivork. (Special education coordinatodteacher} 

If the administration and staffs attitude suggest an openness and willingness, then 

one mother felt that inclusion would be successfiil: 

The teacher shozrld be ir.illilr,o to have a special needs child in the 

classroom. fi S very easy to nzake the chiZd fuil1Yj7ozr Ce not willing to 

work ~ÿith the special needs chiki in the classroom. So. I wozr ldn 't 

encourage that. actzralZy. The willingness of the school arzd the teachers to 

give ir a tly is tremendoilsly helpjrl- (Brahms's foster mother) 

A willing attitude leaves the door open to some pleasant surprises: 

1 was apprehensive. especialb when I had heard tlzings, bzrt they tzmted 

out to be okay. His idiossvnc~*asies are interestiqg, but 1 have other kids 

~ v h o  have weird behaviors. too. And some of them are a lot stranger tharz 

any th iq  he does! I woz~ldn 't have wanted him to be in any kind of 

alternativeproparn. Yozr hoov, Idon think that worrld have beerz in /lis 

&est interests " (EngIish teacher). 



The over-arching philosophy which must prevail, cornes from the following 

comment made by a mother: 

The r-eason for edrrcation is for the chilcl - not for the parerlts aird izot for- 

the teaclzers. not for the school boai-ci. trot for anybody else - it 's foi- the 

clrild. We have to do evegdzing rve cart tu help [hem or ro assist them to 

szrcceed. That 's the prupose of edtrcatioti. (Mike's mother) 

This comment was also reinforced by an administrator: "These are orrr kids, rse need to 

give 'em prioriîy Ni tertms of space and things to do and need to include them and have 

systerns fhat work ". 

Although students with special needs should not have to be molded to fit society's 

definition of a "regular" student to be included, it was felt by participants that success for 

these students, like any other student, was based, in part, on their self-detemination. 

SeIf-determination of Students with Special Needs 

Self-determination was defined by Holub, Lamb, and Bang (1 998) as an attitude 

by students with special needs to help them determine goals. Self-determination gives 

youth a voice, empowers them to make choices, and enables them to take risks (Holub et 

al., 1998). One interview with a counselIor helped to explain the notion of self- 

determination. She noted that one student had taken a course five times before he finally 

passed it. He'd also failed a number of other courses, but was determined to graduate and 

had one course lefi. For self-determination to be realized, the student with special needs 

requires a supportive environment. One of the peers felt that teachers sometimes got 

caught up in the time factor and wanting to move the lesson along, and, as a result, 

respect for the student with special needs is minimized: 

He needs more t h e  and tlze teachers sometimes have a hard tirne giving 

him time. Like, he needs to talk to the teacher when tlzey ask a qtrestioil 



and it takes atvhile ro get it out. And the teachers ar-ejtrst startdirtg ther-e. 

ZÏke they don 't p q  attention - Iike they dot? 't look at him. They jirst sort of 

'corne on. lzuny tip. ' But. the)) cun wait. yoir k~zoii'. like 30 more secorrds is 

trot going to Irurt. I tJ2Nrk that the need is thei-e that he rreeds extra tirlie. 

But ire needs respect. too. (Peer) 

A review of Mike's case study illustrated his self-detemination. Wis self- 

determined attitude began at an early age as a result of his parent's attitude: 

FVe 've never told him, 'no, yozr calz 't try sometlzing. ' It 's ah-ajs beerr his 

decision whetlrer he corrld do it or- not. CVe decided that ive wulrld ilevei- 

tell him that he couldn 't do sometlzing zrnless it 1%-as totalb rtnsafe. I let 

him make his decisions. A lot of parents are too protective. (Mike's 

mo ther) 

Mike's comments mirrored those of his mother: 

And their desire to do so. Nine times out of ten, it 's 1-otrr attitude. too ...j .ou 

strive to be on the same Zevel as yori can, came yorr Te irzclz rsive and 

you 're e'pected to. I rvork harder than most people or some of the kids in 

my cZuss becarrse I rvant to - bottom Zine. Yoir kno~v).otrr h i t s  and 

sornerimes yozr 've go& to prrsh em - especially tdrert Fou '1-e tryirg to do rhe 

sarne thing or better than most. Yoti 're not going to get anywhere fyozr 

don 't try. (Mike) 

A quote fkom Mike demonstrated his determined attitude: 

Ah, Iget aroundpretv good especiaZZy - in the winter, people say, 'it S 

going to get cold, ' and 1 'm sa-vin,s 'yeah, su. it 's Alberta. rvhat do yorr 

e~pect  ? ' (Mi ke) 



One of Mike's teachers explained how his attitude was helping him achieve his goals: 

I d~itlk lre 's deJtrite- involÿed in tize class, Iie takes par-r hz the discrrssioir, 

Ire is qrrite ktiorvledgeable about cru-r-ent evetzrs ... he 's r-en-- itztet-ested NI 

rhat anci he wîliing& voizrnteers to br-irrg in new ideas ntzd t?rake al[ kirzds 

of cotitzectiot~s. (Social S tudies teacher) 

A cornponent of self-determination, as noted by Holub et al. ( 199S), was the 

evolution of self-advocacy. An administrator explained the importance of teaching self- 

advocacy skills to students to help them achieve their goals: 

1 rlrfizk whar rc7e do here is rve wot-k with them ot2 how dzej- are goirzg to be 

able to hartdle fizstnrctors who rnaybe tzot have arzy tt-airring, arrd to get 

their needs met. f fow do tliey advocate for thernselves. atrd that S an 

important part - so that they can be an advocate. And ive tiy to give 

information on grozps and szppor-t grotïps and agetzcies once r h q  i-e past 

the hig?z school a* 

Conclusion 

The participants within each case study provided the researcher with a variety of 

different perspectives concerning inclusive settings for adolescents with special needs. 

The data generated fiorn the participants demonstrated the need for a meshing of 

knowledge, skills, and attitudes, at al1 levels to ensure successfùl inclusion. 

The findings of the case studies were presented in this chapter. Chapter 5 will 

contain information about the review of these findings, a discussion of the significance 

and implications of this study, and presentation o f  a mode1 for inclusion for educators at 

the high school level. Chapter 6 will present an overview or conclusion of the research. 



CHAPTER 5 

Discussion of Findings 

The three case studies in this research allowed for the emergence of multi- 

perspectives fiom a variety of sources to determine the factors necessary for successful 

inclusion. Students with special needs; their parents; school staff consisting of guidance 

counsellors, special education coordinators/teachers, regular classroom teachers, teacher 

assistants, and administrators; and peers provided the data for the investigation. Chapter 4 

presented the findings of these three case studies regarding inclusion at the hi& school 

level, under the headings of knowledge, skills, and attitudes required for successful 

inclusion. This chapter will discuss the significance of the findings, present a mode1 of 

inclusion for educators applicable at the hi& school level, discuss the practical 

implications of the study related to previous research, and then outline the limitations of 

the research. 

Inclusion did not look identical in these three case studies, and there was variation 

in the degree of inclusion, from full time inclusion in every ciass with the regular 

coursework, to partial inclusion in one to two classes with a modified curiculum. The 

degree of inclusion depended, in part, on the school philosophy, allocation of planning 

time and the promotion of in-service training (Downing, Eichinger, & Williams, 1997). 

Individuals interviewed had their own definition and perspective of inclusion, but, 

regardless of the definition, the cornmitment to making inclusion work for the student 

with special needs was evident throughout my observations and interviews. There were 

some similarities between the studies. Teacher assistants were used in al1 settings and 

were relied upon heavily by teachers and parents. The degree of success with the 

inclusive experience was dependent on both the environment as well as the self- 

determination of the student with special needs. Interview comments fiom peers 

demonstrated the benefit to students without disabilities. Educators working with the 

students with special needs discussed the difficulties they encountered, but also noted the 

unexpected positive benefits as a result of inclusion. The change in thinking and attitude 

toward inclusion is a slow, gradua1 process and not without its trials. The participants' 



cornments reflected how they viewed change, and the impact of this change on their 

persona1 and professional lives. Throughout the research, it was interesting to note how 

the participant's knowledge, skills, and attitudes interacted in the inclusive experience. 

The omission of any one of these factors had an impact on the inclusive expenence for 

the student with special needs. 

As a precursor to the discussion in this chapter, the significance of the findings 

will first be explored- 

Si.gnificance of the Findings 

This study had significant impact on my persona1 and professional life. The 

purpose of the study was to help me acquire an understanding of the factors required for 

successful inclusion through the multi-perspectives of the participants, with a goal of 

forrnulating a mode1 of inclusion for educators that could be applicable at the high school 

level. 

Foremost, in my discoveries fiom the participants, was the necessity of clarimng 

al1 issues. through communication early in the process. From the vast differences in the 

definitions of inclusion to the varied responses regarding the rneaning of fnends, the 

participants illustrated that nothing can be taken for granted. Fuchs and Fuchs' (1 994) 

statement that inclusion is a term, rneaning "different things to people who wish different 

things fiom it" (p. 299), helps to put this into perspective. For this reason, it is crucial to 

effectively cornrnunicate and listen to one another at the beginning of the educational 

process to understand what people are really saying and what they really want. 

Throughout the research, as I conversed with participants, analyzed the data, and 

reviewed the literature, I paused to reflect back on my previous inclusive experience at 

hi& school. As I explained in chapter 1 ,1  was involved in coordinating the inclusive 

program for a young man with special needs. The end result of this inclusive experience, 

as explained previously, was that the student did not complete his high school education 

or graduate with his classrnates. There were many reasons for this conclusion to his high 

school experience, and 1 have reflected deeply about how my involvement may have 

enhanced or detracted fiom his educational experience. 1 had the necessary knowledge 



and skills, but I wonder whether 1 had the attitude, at the tirne, to enbance successfùl 'fU11 

inclusion' as requested by fiis parents. 1 had acquired knowledge about this student and 

prepared a handbook on him for staff, and held information sessions for staff; 1 had 

acquired knowledge about inclusion through a summer institute and through university 

courses; and 1 had knowledge about the high school itself and the staff. 1 also had 

numerous skills to offer this young man, his farnily and the school: I was skillful in 

dealing with students with special needs; had a collaborative, working relationship with 

staff; was adept at modifjing material; and worked effectively with teacher assistants. 

But, in retrospect, 1 think that 1 was having a difficult time crossing ". . .the bridge 

between philosophical acceptance of refom efforts and the practicality and reality of 

impfementation" (Taylor, Richards, Goldstein, & Schilit, 1997, p. 54). 

Taylor et a!. (1997) hypothesized that experienced teachers may be somewhat 

more sceptical about changes associated with inchsion due to their reality base in the 

classroom. My reality base had been training and experience in a segregated cIassroom 

with an emphasis on functional daily living and working skills. Although nervous about 

how things would proceed, 1 was excited by the challenges that were imminent in this 

new experience at our high school. I was dedicated to ensuring that this child would 

succeed. I truly felt, at the time, that 1 was open to this new option for educating students 

with special needs. Upon reflection, though, 1 am drawn to Costa's (Personal 

Communication, July 8, 1999) caution against the "prisons of our perceptions." Costa felt 

that Our perceptions might confine our thinking and learning. Perceptions result kom our 

experiences and background and are deeply embedded in Our subconscious. We are not 

aware, 1 believe, of how strongly Our perceptions impact on our thoughts and actions. As 

a result of my research and discoveries, 1 reflect back about the impact that my 

perceptions may have brought to this first new inclusion experience at our high school. 

Since that particular experience, my roie as facilitator with Our school division has 

provided me with an opportunity to be involved with families regarding inclusive 

placements for their children. I have tried diligently to Men openly to parents and school 

staff as concems are discussed. 1 have tried to provide resources to help facilitate 

inclusive expenences. 1 have observed students with special needs in their inclusive 



classrooms and celebrated their successes. As I reflected on my experiences and reviewed 

the data fiom these case studies, a model of inclusion for educators presented itself to me 

which would build on each individual's knowledge, skills and attitudes. This model will 

be explored in detail later in this chapter. 

Practical Applications of the Findings 

In chapter 4, the data gathered from the insightful comments of the participants 

and the observation field notes were presented. The findings of this research have rnany 

practical applications for administrators, teachers, teacher assistants, and students. Not the 

least is the model of inclusion for educators to be presented. First, other applications will 

be discussed: definitions of inclusion; teacher assistant issues; self-determination of the 

student with special needs; effect of inclusion on the student without disabilities; effect of 

inclusion on educators; the key role of the administrator, and change factors. 

Definitions of Inchsion 

In this research, participants' definitions and meanings of inclusion were varied. 

DyaI, Flynt, and Bennett-Walker (1996) explained that "...inclusion means different 

things to different people" (p. 32). In Mike and Brahma's cases, inclusion was defined 

and implemented based mostly on a demonstration of their ability to do the work. These 

two students were able to work on the regular high school curriculum, with sorne 

provisions, but no major modifications required. Academic content was the focus of the 

experience, and the school was willing to work with these students to make the necessary 

provisions required to ensure graduation with a diplorna. For Kristy, inclusion was 

founded pnmarily on the social aspect. Based on this definition of inclusion, there was 

less emphasis on the academic side of education, and it was surprising to both the school 

staff and parents when this adolescent demonstrated an ability to perform the academics 

successfillly. 

Although the students with special needs' experiences were quite different, 

educators and parents in al1 three case studies viewed inclusion for the students as 

generally successful based on their meanings and expectations fiom the experiences. 



Clarifying definitions through conversation, 

Chapter 2 provided the reader with the literature surrounding the various 

definitions of inclusion, and chapter 4 clarified these definitions through participants' 

quotes and obsenration notes. The inclusive experience and inclusive setting for the child 

will Vary tremendously depending on the meanings attaclled to "inclusion" by the 

stakeholders. An initial team meeting, held in advance of the first days of school, would 

provide the vehicle to begin the communication process. Tearn mernbers would corne to 

the table with the purpose of giving their own philosophy of inclusion and expectations 

fiom the experience to cl@ their perspectives and meaning of inclusion. 

For example, Kristy's mother stated that one of her goals of inclusion for Kristy 

was the social aspect of fnends and relationships. The teacher might comment on the 

dificulty of fabricating fi-iendships through buddy-systems or clubs at the high school 

level. But, through further conversation, Kristy's mother couId explain that her meaning 

of fiiends for Kristy was the mere proximity of Kristy in the regular classes with peers, 

sitting beside a ''fiend." Based on an understanding of that meaning, it would be difficult 

for the teacher to exclude Kristy fiom sitting beside peers in the classroom. A further 

spin-off fiom the understanding that was gleaned fkom the conversation might be a 

recognition, by the teacher, of the basic need for belonging and relationships for al1 

students. 

Another example from the data was Brahma's case where his foster mother met 

with the school tearn prior to his arriva1 at school. At this time, Brahma's foster mother 

clarified her meaning of inclusion by providing the school with her vision for Brahrna, 

which was a continuation of enrolment in regular classes with the goal of a high school 

diplorna. She also explained to the staff what to expect fiom Brahrna regarding his 

behaviors related to Autisrn. The school staff, in turn, expressed tkieir uncertainty and fear 

about having Brahrna in the regdar classes, due to their lack of experience with students 

with special needs. The school explained that a teacher assistant would be available to 

support Brahrna and staff through this process. Through subsequent meetings, Brahma's 



timetable was decided and his high school experience was extended to four years to 

provide one block a day for assistance. 

Communication, as demonstrated by the above examples, will provide the 

opportunity for team members to share their philosophy behind inclusion, their 

expectations of the inclusive experience, their fears, concems, and questions surrounding 

inclusion. This open communication will form the basis for the collaboration and 

compromises that will be necessary to ensure successful inclusion for the student with 

special needs. 

Utilization of the Teacher Assistant 

The literature uses a vanety of terms for the adults who support children in their 

inclusive settings. For this discussion, the terms paraprofessional, teacher assistant or 

instructional assistant will be used interchangeably. 

The literature on teacher assistants. 

French and Pickett (1997) noted that paraprofessionals have been employed by 

school districts for almost 40 years, in various roles in the education system. in the United 

States, there has been an increase in the number of assistants in the classroom, fiom 

150,000 in 1985 to 500,000 in 1995, but there have been a limited number of studies to 

investigate teacher assistant use in the classroom (French & Pickett, 1997; Jones & 

Bender, 1993). Although the teacher assistant's role is seen as a necessity for inclusion to 

be successfiil, it c m  also serve as a barrier to inclusion (Ainscow, 1992; Kelly & den 

Otter, 199 1). 

Giangreco, Edelman, Luiselli, and MacFarland (1 997) studied the impact that 

instructional assistants, who have become a "primary mechanism to implement more 

inclusive schooling practices" (p. 8), had on students with disabilities. One of the most 

prominent findings of the study was that the assistants were in close proximity to the 

students with disabilities on a continuing basis, resulting in several problems as noted on 

the following page. 



Interference with ownership and responsibiiity: most of the regular educators 

Ieft the responsibility of educating the student with special needs to the 

assistant. 

Separation h m  classmates was regularly observed. 

Dependence on adults: the assistants in this study were observed prompting 

the student with speciaI needs for most behaviors, and Iittle evidence of fading 

the prompts was observed. 

Impact on peer interactions: assistants often dominated the group's 

interactions, which limited the peer-to-peer interaction. 

Limitations on receiving competent instruction - many teachers expected 

capabilities and performance f?om the assistants that were potentially 

unrealistic. Assistants often felt compelled to follow through on a task with 

the student with special needs even when they felt that their efforts were not 

being effective. 

Loss of  persona1 control: assistants were observed to advocate for students 

instead of allowing the students to express their preferences for activities, 

events, andlor individuals. 

Loss of gender identity by students with disabilities: the gender of the assistant 

often superseded that of the student, especially in gym classes. 

Interference with instruction of other students - the students without 

disabilities did not seem to be distracted by the behaviors of the student with 

disabilities, but were distracted by the assistant when helshe performed a 

different activity with the student with special needs. 

Kelly and den Otter (1 99 1) explained how the presence of the teacher assistant 

was a mixed blessing for a grade 5 student. Although the teacher assistant could help the 

child with irnmediate concems and behaviors, over the long term, Kelly and den Otter 

noted, the teacher assistant seemed to distance the chiId fiom hisher peers. The end result 

was what Kristy's mother, in these case sîudies, referred to as "segregafion in incZusion " 

(Ml), when her daughter was included in the classroom with peers, but interacted mostly 

with the teacher assistant. 



When teacher assistants become so involved with "'their" student, they become 

over-protective and take on more of a parenting role than a facilitator role. Perske ( 1972) 

cautioned against srnothering individuals with special needs, indicating that such 

behavior ". , .endangers the retarded person's human dignity, and tends to keep him fiom 

experiencing the normal taking of risks in life which is necessary for normal hurnan 

growth and development" (p.24). Similarly, Ferguson (1 997) referred to the extra adults 

as "clip-board bearing aduits," "an adult hovering over," or "velcroed adults" who were 

easily identified in the cIassroom and school (p. 50). Students, Ferguson noted, seemed 

"...in, but not of the class" ( I  997, p. 50). 

As 1 reflected on my years as a teacher assistant, these concepts were highlighted. 

When one works in such close proxirnity with students, a natural "mothering7' instinct and 

bond teri_ds to forrn. 1 started thinking of these students as "mine," and, with this feeling, 

came a degree of ownership and responsibility to protect. When 1 first began my job as a 

teacher assistant, 1 remernber being extremely apprehensive, in a school-wide assembly, 

when the speaker responded to "rny" student's raised hand. What if the student said 

something to make the other children laugh, or what if the others poked fun? What if his 

answer was totally bizarre or off-topic? In fact, I remember trying to intervene and 

discourage the student fkom asking the question. This example illustrates some of the 

issues that surround the actions of welI-mewing, caring assistants. It is vital to the well- 

being of al1 concemed that the school team look very closely at the effect of the teacher 

assistant's presence on the children in the classroom, to ensure that this support does not 

fùrther separate and segregate the child with special needs from hisher peers. 

French and Pickett (1 997) outlined issues surrounding the utilization of teacher 

assistants. First, educators ofken receive very Iittle training or preparation in supervising 

paraprofessionals, yet they are held responsible for the outcornes of the paraprofessionals' 

assignrnents. SecondIy, many paraprofessionals have little training themselves, to perfom 

the tasks assigned, A third issue noted by French and Pickett was the issue of role 

overlap. There has not generally been a clear distinction between educator and assistant, 

and, as a result, the jobs are fkequently blurred. In many instances, paraprofessionals 

remained the primary service provider to individuals with specid needs - in spite of lack 



of training. In practice, the roles o f  the paraprofessionals have emerged in response to 

demands placed on them and the intuition of the teacher to whom they are assigned. 

French and Pickett reported that modimng assignments and writing lesson plans were the 

responsibility of the assistant. A fourth issue raised by French and Pickett was the fact 

that paraprofessionals can be a vital community link and serve as liaisons with the 

community. Many paraprofessionals live in the area while educators live elsewhere. In 

many situations, special education teachers/coordinators maintain fùll and complete 

contact with parents and the cornmunity. Teacher assistants are &en requested to filter 

al1 communication fiom home or the c o m u n i t y  directly to the teacher 'in charge-' The 

fifth issue was the fact that paraprofessionals were potential educators and were being 

recruited into the teaching profession. However, the courses that paraprofessionals may 

have taken are ofien not transferable to colleges or universities. 

Giangreco et aL's (1997) study highlighted factors to explain why teachers ofien 

abdicate responsibility for the student with special needs to the teacher assistant. 

Teacher's lack of knowledge about the student with special needs resulted in a fear that 

inhibited interaction. Giangreco et al. (1997) also noted that teachers were more reluctant 

to either add another task to their responsibilities or stray from their established routines. 

Teacher assistants in the research. 

In these case studies, teacher assistants were used with al1 three students with 

special needs in their inclusive settings, and the degree of involvement varied with 

individual student7s needs. In Mike7s case, the teacher assistant accompanied hirn to his 

ccre classes, Social Studies and Mathematics, and sat next to him to scribe notes, keep 

hirn on track, and clari@ material. With Brahrna, his teacher assistant no longer 

accompanied him to any of his classes. Brahma worked independently on his courses. 

The teachers tried to keep hirn on track and focused, and a peer provided his teacher 

assistant with her notes to copy. During my observations, there was no interaction 

between the peer who scribed and Brahrna. \%en included in the regular classes, a 

teacher assistant worked beside Kristy to keep her focused, clarify the matenal, modie  

and adapt the matenal as required, and work with her in small groups as assigned. Most 



questions about the course content were fed h m  Kristy to the teacher assistant, not 

directly to the teacher. There was a distinct difference in the studentheacher interactions 

between the cases where the students were perceived as capable and acadernics were the 

focus, and in Kristy's case, where social integration was the focus for her inclusive 

settings. Kristy interacted mostly with the teacher assistant and would look to the teacher 

assistant for clarification. Interaction with the teacher was generally socially related, not 

content related, 

Teachers in al1 three cases relied heavily on the assistants to rnodi@ the material 

where needed, follow-up on work not finished, and keep the students focused and on- 

track in class. Teachers cornmented repeatedly that inclusion would not work if there 

were not a teacher assistant to support the student with special needs in the classroom. It 

seemed that educators in tfiese case studies felt, given their course Ioads, diplorna exam 

expectations, number of students in the class, that the teacher assistant was the key person 

responsible for the education of the student with special needs. The teacher assistants 

kvere seen as a vital link to the success of the inclusion experience. 

Training for teachers and teacher assistants. 

To ensure optimum learning experiences for al1 students, it is essential that 

teacher assistants and teachers act as  a team- A team is most productive when roles are 

defined, control is not an issue, and expectations are clearly stated. A team approach to 

training, suggested by several authors (Frith & Mims, 1985; Miramontes, 1 990), would 

appear to be an appropriate way for teachers and assistants to work together effectively. 

School districts could promote this training by providing substitute time for both teachers 

and assistants to acquire training together. In-depth training versus one-day conferences 

or workshops, has been suggested as the best way to ensure generalization to the 

classroom (Downing et aI., 1997). Further implications from a study conducted by 

Downing et d. (1 997), to determine perceptions toward inclusive education fiom 

elementary staff, stressed the importance of districts offenng adequate support through 

well-trained professionats and paraprofessionals. 



Training was deemed necessary, in Downing et al.'s study, to assist staff in 

identimng a d  developing appropriate adaptations and in usine, peers as natural supports 

for students with disabilities. Other areas to be targeted for training inchde: 

sensitivity training or ability awareness sessions to heIp the team become 

familiar with the needs of student's with special needs 

sessions on collaboration and working CO-operatively 

sessions defining the roles and responsibilities of both the teacher and teacher 

assistant, in conjunction with other team mernbers. 

in addition to training for the teacher and teacher assistant in the classroom, 

Tashie et al- (1993) suggested that school districts could initiate an Inclusion Facilitator 

position at the division level. The availability of this individual to schools could help to 

provide an extension to the initial training, through ongoing feedback, distribution of 

resources, and collaboration throughout the inclusive experience. 

The degee  of success of the inclusive experience depends largely on the 

environment, however, the self-determination of the student with special needs is also a 

factor. Holub, Lamb, and Bang (1 998) defined self-detemination as ". . .an attitude 

expressed in determining one's goals and taking the initiative to meet those goals" (p. 

! 85). Holub et al. (1 998) explained that youth witk disabilities have less control over their 

lives, and are viewed as needing protection or being incapable of making decisions for 

themselves. Three factors must be addressed to help students become self-determined: the 

students need to leam about their disability and develop self-advocacy skills; become 

responsible for their learning and development; make their own decisions and accept the 

consequences of their actions (Holub et al., 1998). Kunc (198 1) agreed that ". . .it is OK to 

be handicapped, everyone has limitations, and it is al1 right to live and work hard inside 

those limitations" (p. 37). These factors do not negate the responsibility of the school to 

ensure that the environments are conducive to fostering self-determination. 

Wehrneyer and Schwartz (1 997) studied self-determination in youth with special 

needs. Wehmeyer and Schwartz discovered that self-determination was an educational 



outcome necessary for youth to achieve positive aduIt outcomes- An act or event is self- 

determined, according to Wehrneyer and Sch~vartz, if the individual's actions reflect four 

charactenstics: acting autonomously; demonstrating self-regulated behaviors; initiating 

and responding to events in an empowered manner; and acting in a self-realizing manner 

using accurate knowledge of hirnsel£7herself to capitalize on this knowledge. The authors 

used a self-report measure, The Arc's Self-Determination Scale, to provide data on the 

student's self-determination, The results indicated that self-determined students were 

more likely to have achieved positive adult outcomes, including being employed at a 

higher rate and earning more per hour than peers who were not self-determined. 

Self-detemination demonstrated in the research. 

In chapter 4, Mike explained how his seIf-determined attitude resulted in positive 

outcomes in relation to his choices in school. He was deterrnined to graduate with his 

hi& school diploma, and was working hard toward that goal. Mike seerned to be an 

active participant in his educational decisions and choices. To a Iesser degree, Brahrna's 

determination was based more on what the adults wanted for him, In contrast to both of 

the other situations, Knsty's attitude toward school was much more passive, She seemed 

to go with the flow of the day and complied with adult requests as much as possible. 

Parents and staff have a responsibility, through redistic, high expectations, to ensure that 

children are given every opportunity to become self-reliant, self-determined citizens. 

Teaching self-determination at the school. 

Holub et al. (1998) cited an example of one high school that offered a self- 

determination class to assist individuals with special needs to leam about disabilities, 

discover their strengths and challenges, explore feelings about school expenences, 

examine loci of control situations, and develop a self-advocacy plan. In most high schools 

in Alberta, the Career And Life Management (CALM) course covers some of these 

topics, and 1 would advocate for the inclusion of al1 students with special needs into one 

CALM class during their high school experience. Presentation of a unit, similar to the one 



described by Holub et al. (1998), by staff and parents would provide an opportunity for 

the team to collaborate, disseminate information and share perspectives with al1 students- 

Benefit to Peers Without Disabilities 

Literature studies depicting benefit to peers. 

There is a growing body of literature suggesting that students without disabilities, 

referred to as 'typical', may benefit from integration experiences with studenis who have 

Sisabilities. "Accepting relationships are formed in stages - meeting, getting acquainted, 

becoming close, becoming intimate - in which the disability gradually becomes less 

salient in the eyes of the other" (Bogdan & Taylor, 1957, p. 38). The initial encounter 

rnay focus on the individual's difference, but increased positive contact results when the 

typical individual feels more at ease. "Typical people who are in caring relationships with 

people who are different de-emphasize the negative aspects of the person and stress the 

positive" (Bogdan & Taylor, 1987, p. 39). 

Most prominent in the research was the description of social benefits accrued by 

the students without disabilities. Murray-Seegert 's ( 1 989) year long ethnographic shidy, 

of social relations between high school students with disabilities and their peers without 

disabilities, discussed the benefits for peers without disabilities. The students without 

disabilities described the benefits in terms of having positive experiences of helping 

another person, increasing their preparedness to deal with disability and leaming from 

students with disabilities. Sebastian and Mathot-Buckner (1  998) examined the beliefs of 

secondary educators, and the results suggested that students without disabilities grew in 

their tolerance, acceptance, and understanding of differences. 

In Helmstetter, Peck, and Giangreco's (1  994) study, the authors surveyed a 

statewide sarnple of high school students without disabilities, who had developed 

relationships with peers with severe disabilities at their high schools. Positive outcornes 

were reported with regard to enhanced self-esteem, self-confidence, feelings of self-worth 

related to helping others, increased sense of persona1 development, and an increased 

toierance of the behavior and appearance of individuals with disabilities. Similarly, 



Giangreco, Demis, Cloninger, Edelrnan, and Schattrnan ( 1  993) reported increased 

acceptance, enhanced emotional and social development, and flexibility on the part of the 

nondisabled peers. York, Vandercook, Macdonald, Heise-Neff, and Caughey ( 1992) 

surveyed regular and special educators and srudents without disabilities at the end of a 

year of inclusion for middle-school students. About 90% of the peers responded 

positively to having students included in their classes, and about hvo-thirds feIt that they 

had learned something fkom the student with special needs. Results revealed benefits for 

both peers and educators, including increased acceptance, understanding, and the 

acknowledgernent of differences. 

A study conducted by Peck, Donaldson, and Peuoli (1990) revealed sirnilar 

outcomes for students without disabilities, as they developed persona1 relationships with 

students with disabilities. These adolescents reported that the experience gave them an 

improved understanding o f  individuals with disabilities, improved their own self-concept 

as they helped other people, and reduced their fear of unusual behavior and appearance of 

individuals with disabilities. Porter (1 997) cited one study in a New Brunswick high 

school, where students without disabilities were asked to reflect on their experiences 

being in classrooms with students with exceptionalities. Ninety-one percent of the 70 

students felt that inclusion did not take away from their own learning, and about two- 

thirds felt that the r ep la r  class setting was appropriate for students with special needs. 

Fisher, Pumpian, and Sax (1998) studied the impact that placement and service 

models had on nondisabled high school students' attitudes, For this study, Fisher, 

Pumpian, et al. (1998) surveyed about 1400 high school students fiom hvo high schools, 

regarding their attitudes toward peers with disabilities. One school provided limited 

mainstrearning opportunities while the other school operated from an inclusive position. 

Students without disabilities in both schools were asked directly for their 

recommendations in support of inclusion. The results revealed that students without 

disabilities expected and recomended a degree of inclusion cornpara5le with what was 

offered already in their school. For example, in the inclusive school, 87% of the students 

without special needs, cornpared to 23% of the students without special needs in the 

traditional, self-contained classroom rnodel, felt that inclusion should continue. Fisher, 



Pumpian, et al- (1998) believed that this study has implications for the impact of school 

design and curriculum on how students viewed social justice issues. Generally, the results 

of the study indicated that most adolescents in both schools held positive attitudes toward 

students with special needs, However, as mentioned above, the belief about the degree of 

inclusion was dependent upon the students' experiences- 

Kennedy, Shukla, and Fryxell(1997) studied the impact of placement on the 

social relationships of students with special needs. One group of students participated fiil1 

time in general education classes while the second group was supported through special 

education classrooms. Kennedy et aL7s (1 997) findings indicated substantial positive 

social benefits for students with disabilities who were educated in the inclusive setting. 

The study suggested that these students with disabilities interacted more frequently with 

their peers and had hrger networks comprised of students without disabilities. Although 

the sample size was very small, suggesting limited generalizability, Kennedy et aL7s 

(1 997) study is consistent with other studies mentioned previously, which indicate that 

peer interaction and support is dependent upon the degree and fi-equency of inclusion 

experiences- 

Kennedy and Itkonen (1994) used the Social Contact Assessrnent Form and the 

School-Based Social Network to measure the effect of  social participation of students 

without disabilities with their peers with disabilities- The pnmary finding of this research 

was that regular class participation increased a student's social contact with peers without 

disabilities. 

Kishi and Meyer's (1994) longitudinal evaluation, on the effects of earlier 

interaction between students with disabilities and those without disabilities, produced 

interesting results. One hundred and eighty-three students fi-om three groups - social 

contact (students had participated in the structured Special Friends program in their 

elementary years), exposure only (students were schoolmates only but had not 

participated in the Special Friends program), and no contact/exposure (students were 

enrolled in their elementary, junior and senior hi& schools that did not included students 

with special needs). The results indicated that students fiom the contact and exposure 

groups were more positive and accepting of the students with special needs, maintained 



higher Ievels of current reported social contact, and were more supportive of full 

community participation. Similady, Villa's (1995) touching story, of the inclusion of a 

student with multiple disabilities into junior high school, outlined the positive effects that 

this student had on his peers. 

Some authors have conducted a review of the research on the effects of inclusion 

on students without disabilities (Hunt & Goetz, 1997; Staub & Peck, 1994/95). in their 

reflection on the research, Staub and Peck (1 994/95) posited that, although there is 

lirnited research on this issue, the existing studies have demonstrated that inclusion does 

not h m  nondisabled students, in fact, there has been some evidence to show positive 

benefits of inclusion. 

Hunt and Goetz (1 997) reviewed 19 research investigations of inclusive 

educational programs, practices, and outcomes for students with severe disabilities. Hunt 

and Goetz discovered that six guidelines emerged fiorn the analysis of the data: 

parental involvement is essential 

students with disabilities can achieve academic and learning outcomes in 

inclusive settings 

students with disabilities cm realize acceptance, interactions, and friendships 

in inclusive settings 

students without disabilities can expenence positive outcornes when students 

with disabilities are in their classes 

collaboration is essential to inclusion 

cumcular adaptations are vital to inclusion. @p. 25-26) 

Although studies have s h o w  the benefits to students without disabilities, peers 

have expressed concems as well (Peck et al., 1990; Schnorr, 1997). In Peck et al.'s study, 

the students without disabilities commented on some of the difficulties they had 

experienced with the student with disabilities. The major theme was termed "social 

discornfort" (p. 245), reflecting difficulty with the lack of social skills exhibited by the 

students with disabilities. When questioned about these behaviors, such as intempting, 

calling on the phone too much, or making inappropriate cornments, the students without 

disabilities were "reluctant to provide direct and unambiguous feedback" (p. 248). A 



concern expressed by Peck et al., with regard to the reluctance to provide feedback about 

inappropriate social behavior, was that an opportunity for teaching appropriate behaviors 

was not realized. 

Benefit to peers in the research. 

There were three peers interviewed in the case studies, and two of them expressed 

similar comments regarding the benefits to them and their classrnates as a result of 

inclusion, One peer felt that it was crucial to "keep the stzrdents in with other- sttlderzts atzd 

1 think that the retationship betweerz them i.t*ill grow " ( P  1 ). Another peer explained that, 

with the presence of a student with disabilities in his class, "it takes more time, iike it 

takes more time to get to the n a t  qtrestioi~, but to me it S not r-eally a big deal. It doesn t 

bother me. If nothing else, it rnakes zis r e a k e  that not everyorze 'sperfect " (P2). 

In two of the case studies, teachers expressed an indication of the benefit to peers: 

Until yorr rvork close& rvith someone, yotr never corne tu know. So the Xids in the 

class, without ever pairhg tlzern zrp with /ter rvould never.. she 'd have beeiz tJzer-e, 

jzrst a person in a wheelclzair. no personality. (Foods teacher) 

i think that he S enriched rny opvn awzreness, and I think that has probably 

cawied onto the Eds in rny classroom. too. (English teacher) 

Kristy's mother also felt that peers wouId benefit: 

1 think integration is not onZy beneficial to her, but the other kids in the class as 

well. Yozr know. 1 think that f the  teacher said. 'when wefinish school, tve don 't 

altvays get to work with people we rvant to woi-k witlz ', su r,feveybody had to 

rotate. 1 think that jzist being forced to work with her would be a benefit to the 

other kia's as well as Kristy. 



Maximizing benefits to peers, 

Schnorr (1997) examined the meaning of belonging and membership in hi& 

school in her study in four secondary level general education classes. Her findings 

revealed that the organization and structure of high schools could hinder the development 

of peer relationships and belonging for students. Schnorr listed features such as individual 

schedules, changing classes and peer groups, and numerous teachers as factors that can 

increase the sense of isolation for students with disabilities. In her study, class 

membership was defined by the regular students as affiliation with a small group of 

classmates and social participation in the large group. 

Providing class rnembership to students with special needs in the regular 

classroom will help to enhance benefits to peers. As peers affiliate with students with 

special needs and experience their differences, they will become more understanding and 

accepting. 

Benefit to Educators 

Literature studies depicting benefit to educators. 

The literature cited studies of responses by educators with regard to having a 

student with special needs in their classes. In comparison to the studies on peers, the 

studies related to educators suggested more variation in response and more hesitancy 

toward full inclusion. Positive outcomes for educators were reported by Giangreco et al. 

(1 993), who discovered that the transformations of  teachers in their study were gradua1 

and progressive as teachers reflected and reconsidered previous positions. Villa (1 995) 

told of  the impact felt by staff when a student with multiple disabilities, who had been 

included in their school, died suddenly: 

He demonstrated for us the value of collaboration, the value of inclusive 

education, the value of friendship, and the value of saying yes to the 

unknown. He is fondly remembered. (p. 135) 

Villa felt that this student had "taught students and adult alike to accept and appreciate 

the difference in others and within themselves" @. 133). 
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Although positive Zktcomes were revealed in some studies, the literature also .r. 
cited exanples of concerns expressed by educators. T h e  acceptance of inclusion grows 

with expenence, but it doesn't eliminate teacher's concerns about a number of very 

practical matters" (Porter, 1997, p. 59). 

York, Vandercook, et al. (1 992) reported mixed results for special and regular 

educators. Some educators noted positive changes in themselves with regard to working 

with students with special needs; however, teachers also explained that it was diffrcult 

determining class activities to include students with special needs, and the scheduling and 

time factors were problematic. 

Similady, Soodak, Podell, and Lehman's (1 998) survey of educators revealed 

varied results with regard to students with special needs being included in their classes. 

Findings suggested that teachers' receptivity toward including students with disabilities 

diminished with expenence. In addition, teachers held more positive attitudes toward 

inciuding students with socid and physical disabilities than toward including students 

who had academic and behavioral disabilities- 

Despite the study results discussed above, some authors have suggested that, if 

educators had an open attitude to work with the students, they would become more 

receptive to students with special needs (Giangreco et al,, 1993; Porter, 1997). Porter 

(1997) argued that discussions and training may be important f ~ r  educators, but the 

turning point for teachers was to actually work with students with special needs in their 

classes, and get to know them before the benefits are realized; ". . .the direct 

experience,. seems to be the key to eiïminating a fear of the unknown" (p. 59). 

Giangreco et al. (1993) credited the transformation, for al1 but two of the 19 participating 

educators, to openness and wiI1ingness to become more involved in the education of the 

student with special needs in their classes. These authors advanced the idea that 

transfonnation was due to direct experience working with students with special needs. 

Benefit to educators in the research. 

The three teachers in the case studies al1 commented on the benefits they felt they 

had experienced as a result of  having students with special needs in their classrooms: 



Notlzinzg but positives about my e-~peerieces with Br-a/irna. ( Engl ish teacher) 

There S beeiz no i ~ v  that it 's itegative[v a ffecled nzy duy ut al[. It 5 been vely 

srnooth. Probably a vety positive e-rpei-ience, becaiise N I  the end I itYl1 feel that 

slze eizjoj*eci herselfund tlzat the kids got a clzartce to see s o n t e b o ~ ~  else that they 

may flot have mude rnrrch of a connection widz otltenr*ise. (Foods teacher) 

It 's made my job a lot more challenging becarise you have to be ai.t.ar-e of rlze 

stzident 's needs and cottstantly make adaptations. But it has also made il i-eaily. 

realty re~vardirig. I have becorne a lot more X?iort.le&eable and have gone to 

WOI-hhops and sessions. (Social Studies teacher) 

Maximizin~ benefits to educators. 

Epstein and Elias (1996) remind us that children are our future. Our actions, as 

educators, regarding how we respond and react to individuals, will send clear messages to 

our citizens of the future and influence their responses. As educators, being open to the 

inclusive experience and having a willing attitude, coupled with a desire to communicate 

effectively with tearn members can help to rea1ize the benefits of inclusion. Our responses 

are affected, in turn, by reactions to the changing environments. 

Change Factors 

To include adolescents with special needs into the general education classes and 

high school milieu involves tremendous change by educators, in their thinking, planning, 

and methods of instruction, To make these changes is not an easy feat, and the literature 

provided reasons for the hesitancy toward change. Tye (1998) explained that change in 

attitude and programs in schools was so difficult because of the "identifiable forces that 

act, over tirne, to pull innovative efforts in any enterprise - not just in education - back to 

the 'tried and true"' (p. 332). These forces, Tye noted, were: the social context, including 

the role of the media in shaping society's attitudes; the nature of the education 



bureaucracy, including the district offices and the school board; the knowledge industry; 

fiscal realities; parental expectations; and the nature of the teaching profession, including 

competing demands and the noms that discourage collective action. Tye posited that 

these forces were ". . .grounded in the 'deep stnictirre' of schooling: our society's widely 

shared assurnptions about what schools are for and how they should function" (1  993, p. 

332). The structure of high schools seems to be fimly grounded in standardization and 

routines of schedules and tirnetables (Malloy, 1996). Secondary schools have changed 

very little, despite the talk of reform and restructuring (Costa, 1999; Thousand & Villa, 

1999, and they continue to offer instruction in isolated segments through four or five 

blocks throughout the day. 

Skrtic (1 996) argued that schools traditionally have acted out of a "professional 

bureaucracy" position shaped by society's goals. The professional bureaucracy 

ernphasized prograrns, not students; standardized services, not flexibility and creativity; 

and isolated environments of the cIassroom, not collaborative approaches. MacKinnon 

and Brown (1 994) followed Skrtic's thinking in their study of the attitudes and behavioral 

changes of secondary teachers, in two schools where students with special needs were 

placed in regular classrooms. As the year of the study progressed, the teachers beçan 

collaborating, sharing ideas and resources, and cooperating in solving problems. 

MacKinnon and Brown (1994) posited that this move demonstrated an "adhocratic 

manner" @. 147) of operation. Skrtic ( 1996) defined an adhocratic organizational 

structure as one based on a tearn approach to problem solving, resulting in novel products 

and services instead of standardized ones. MacKimon and Brown (1994) argued that 

"diversity and adhocratic behavior are inextricably connected" (p. 1 48), and that one 

demands the other. Diversity provides a sense of uncertainty, making tearn problern 

solving, shared responsibility, and mutual adjustrnents necessary. Operating in an 

adhocratic manner would mean that society and schools would need to share a difTerent 

set of assumptions with regard to educating al1 students. Mastropien and Scruggs (1 997) 

argued that there is uncertainty about whether ". . society is willing to make this 

commitment during a time of declining public resources" (p. 2 10). However, Napier 



(1995) stressed the importance of the community making a cornmitment to work together 

to provide the most enabling environment for al1 children. 

The traditional view, in keeping with the medical or deficit model, was that 

schools operated from a reductionist stance, focusing on reducing the problem to the 

student (Malloy, 1996; Poplin & Stone, 1992; Skrtic, 1996). Malloy (1 996) advocated 

that educators needed to ". . .adopt a constructivist teaching stance" (p. 23 l), where 

learning occurs in the natural environment with general educators, instead of the isolated 

learning experiences that ofien occur in the segregated classes with special educators. 

Scholars have argued, however, that very little change will occur until educators begin to 

see the environment, and not the student with special needs, as the problem (Bogdan & 

Taylor, 1987; Kunc, 198 1 ; Skrtic, 1996; Thousand et al., 1997). 

This environmental view stresses the need to modiQ or adapt the environment for 

students, in order to accommodate their needs. Kunc (1 98 1) posited that difficulties in the 

education system were usually the result of a problem coming into conflict with the 

situation. He provided the exampfe of a situation of 35 children, and a problem, the 

student with special needs, coming into the room- Kunc advocated that we should reverse 

our thinking so that the situation becomes 36 students to teach, one with a disability, and 

the problem is the result of the teaching environment not being set up adequateIy to meet 

the situation. Inclusion captures the ideoiogy, but actualization is impcssible in the 

traditional school organization of standardkation and formalized operation, where high 

schools maintain a ". . .sorthg fünction" (MalIoy, 1996, p- 233)- In this traditional school, 

the less advantaged students usually end up in the less demanding courses. To include 

students with disabilities in this school usually results in these students sorted into Iower 

level classes. 

Thousand and Villa (1995) explained the success or failure of change through 

Knoster's formula for managing change. Five variables, vision, skills, incentives, 

resources, and action planning, were factored into the formula for managing change. If 

any one of these variables were omitted, then the outcome for change would not be the 

desired one. For example, if the schook had not built a cornmon vision outlining fbture 

directions for students with special needs, then confision wodd likely result. A lack of 



skills by educators, to respond to each student's needs, could lead to anxiety. Thousand 

and Villa (1995) described incentives as being both extnnsic and intrinsic rewards, but 

for change to be effectively managed, educators must be intrinsically motivated. If 

incentives were not evident, then either active or passive resistance couid result. 

Resources were the fourth factor in the change formula. If people believed that there were 

insuscient resources, including time, organizational or materiaVtechnica1 resources, then 

hstration could occur. Lastly, Thousand and Villa argued, an action plan, communicated 

to al1 participants, about the sequence and process of change, would be essential to ensure 

that individuals were not ". . .running on a treadmi11" (1995, p. 73). niese five variables 

represent change as an ongoing, gradua1 process. 

Costa (1999) explained that change is so dificult because it involves risk-taking, 

a new way of thinking and acting, and it involves emotional, psychological and physical 

factors. Change can occur through an individual's acquisition of professional preparation 

and experience, and the ski11 in utilizing this knowledge on a daily basis. The bottom line, 

advocated Lupart et al.(L 996), was how the classroom teacher and the students actually 

perceived the change and dealt with it in the classroom. Lupart et al. felt that the teacher 

and students were The essential elements for effective school improvement and change" 

(1996, p. 267). 

This review of the literature on change has been presented to provide an 

explanation to the readers for why change is so difficult. Fullan (1 99 1) posited that it is 

essential to "know what change looks Iike from the point of view of the teacher, student, 

parent, and administrator if we are to understand the actions and reactions of individuals" 

(199 1, p. xi). The data generated from the three case studies in this research have 

attempted to provide the reader with varying points of view to lead to increased 

awareness and understanding. in his later work, Fullan (1 999) fùrther explained that 

change is the result of new material, new behavior and practices, and new beliefs and 

understanding. Fullan's (1 999) change forces paralle!ed the cornponents of the mode1 of 

inclusion being presented by this researcher: knowledge (new material), skills (new 

behavior), and attitudes (new beliefs). This mode1 of inclusion for educators will be 

discussed in the next section. 



Mode1 of Inclusion: The Most Enabling Environment 

Martin (1 997) explained that ". . .the term 'inclusion' has entered the lançuage of 

special education as the latest policy interpretation of LRE" (p. 235). The mode1 to be 

presented is the researcher7s interpretation of the most enabling versus the least restrictive 

environment for educating children. Three components that ernerged fiom the data, 

knowledge, skills, and attitudes, comprise the inclusion model. This model is presented as 

a result of the researcher's interpretation of the data collected, policies and practices 

observed, and previous literature reviewed- 

The inclusion mode1 for educators, represented by Figure 1, is predicated on 

Bronfenbremer's (1 979) ecological model. Bronfenbrenner's model conceptualizes 

behavioral interactions as relationships between al1 environments with the child in the 

centre. The inclusion mode1 conceptualizes the interactions between al1 factors with the 

most enabling environment in the centre, resulting when these factors connect and 

interhvine. As illustrated in Figure 1, when the connections are only drawn between any 

two factors in the inclusive setting, then inclusion is compromised. If al1 components of 

the rnodel are in place, and planning for transitions occurs carefully and on an individual 

basis, then chances are more Iikely that the most promising programs for children will be 

realized in the most enabling environment- The next section will highlight the author7s 

interpretation of the model when a combination of only hvo factors are addressed 

followed by a presentation of the model when al1 factors are intertwined. Evidence fiom 

the study and data to support the model will then be presented. 

Knowledge and SkiIfs 

With knowledge, cornes an understanding of the children and their program goals 

and expectations, and the educators' own biases. With skills cornes the ability to plan, 

utilize supports and communicate. The missing component, attitudes, in the model, has 

been determined by some authors to be the most crucial variable in deterrnining the 

success of including children with special needs (Blenk & Fine, 1995; Chow & Winzer, 

1992; Napier, 1995). Attitudes are multidimensional and can have a strong effect on 



Mode1 of Inclusion for Educators 
to achieve the 

Most Enabling Environment 
for Students with Special Needs 
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Figure 1 : The most enabling environment for children is achieved through the 

intercomection of knowledge, skills, and attitudes. 



teaching and leaming- Blenk and Fine (1  995) emphatically stated that "forced inclusion 

of children with special needs into classrooms whose teachers don't want them is 

probably the worst injustice we can do to Our children" (p, 28). Without an open, willing 

attitude to inclusion, segegation and the status quo will be maintained and learned 

helplessness, for both staff and students, may be perpetuated. 

Studies have been conducted to illustrate how teachers attitudes, philosophies 

and characteristics are key eiements in educational settings. Scruggs and Mastropieri 

(1 996) summarîzed the results of 28 surveys of over 10,000 teachers ftom I95S to 1995, 

regarding this issue. Scruggs and Mastropien (1996) found that about two-thirds of the 

teachers accepted the general concept of teaching students with disabilities in their 

classrooms, about half expressed a willingness to do so, and one-fourth to one-third felt 

that they had sufficient time, training, or classroom assistance to implement inclusion 

successfiilly. These sarne comments were reflected in Janney, Snell, Beers, & Raynes' 

(1 995) article, concluding that teachers were ofien hesitant to embrace change because 

their views were "reflective of their 'ethic of practicality"' (p. 88). Janney et al. (1995) 

found that teacher's attitudes, regarding including students with special needs, were 

dependent on their understanding of the purpose; their clarity of role expectations; their 

knowledge of supports; and their perception about rewards. Conversely, Green, Rock, and 

Weisenstein (1 983) examined the reliability and validity of the Attitude Toward 

Mainstrearning ScaIe and discovered that just increasing knowledge does not necessarily 

produce positive attitudes in preservice teachers, although increased knowledge was 

shown to be strongly related to cIassroom acceptance of children with excepiional needs. 

Giangreco et a!. (1 993) discussed the critical nature of the teacher's willingness to take 

risks and become involved with students with special needs, as deterrninants in successfiil 

inclusion. A study of effective general education inclusionists, by Olson, Chalrners, & 

Hoover (1 997), revealed that the rnost effective teachers were ones who held a 

"humanistic stance regarding the worth of individuals" (p. 32). It seems, then, that a 

teacher's attitude will be crucial in determining where the individual with special needs 

will receive his/her education. 



Martin (1997) explained that, when segregated classes are viewed as the only 

option, it does not encourage thinking for al tematives. Other options to the segregated 

classroom, cited by Martin, included: f i l 1  inclusion; reverse mainstreaming; partial 

inclusion; or use of a regular education cun-iculum versus the special education 

curriculum, The key is to ". . .make the concept of placement 'inclusive' and to move 

away from 'inclusion' as the only alternative" (Martin, 1997, p. 239). Dyal et al. (1996) 

concurred that there is ". ..more than one way to accomplish inclusion in schools" (p.32), 

but if educators do not have the attitude and mindset to look at options, the acquisition of 

knowledge and skills will not be sufficient to enhance inclusive settings. 

Recognizing the need for diversity of placement, Agran, Snow, and Swaner 

(1999) conducted a study to obtain secondary level teachers' opinions on both 

community-based instruction and inclusive education for students with disabilities- The 

respondents supported both approaches and suggested benefits to students from each 

approach. The findings supported the notion of providing a balance of regular education 

and community-based programs as an option for students with special needs. 

One teacher, interviewed in the case studies, explained her fear of the segregated 

setting for a11 students: "I  thirtk there is a tendency, ~fyozr ptrt those stzîdents in special ed 

rl7nd of sert fitgs, that sornetimes - I don 't rvant to suy w e  cater to their dgfer-ences, b~îr we 

anticipate and erpeci them more ". In his story of Eric's journey, Richardson (1 998) 

followed a young man with special needs out of his segregated setting and into an 

inclusive setting. Eric's mother feIt that his multiple disability diagnosis had resulted in 

decreased expectations for Eric in his segregated class. In the inclusive setting, Eric's 

academic skills increased and his social skills fluonshed- This scenarïo has been 

presented as an example of the reason to remain flexible when providing placements for 

children with special needs in their educational settings. 

Brady, Hunter, and CampbeII (1 997) agreed that offenng inclusive settings for 

children should be just one of many options, in the sarne manner that students without 

disabilities are provided a variety of options for their education. These options include 

public schools, private schools, home schooling, virtual schooting and blended programs. 

The options continue at high school, through the wide selection available within many 



courses. For exarnpIe, in Alberta, in English at the grade 10 Ievel, students could resster 

in four different levels according to their ability and preference: English 16, English 13, 

English 1 O, and Advanced Placement English, Registenng for the 13-level course in one 

subject does not necessitate taking al1 core subjects at that level, nor does it mean that 

students must remain at the 13-23-33 level for that particular course throughout their 

entire three years of high school. Ainscow (1 992) cautioned that segregated forms of 

education, with their sizes, forms, and populations, could result in fewer opporhmities for 

children with special needs with respect to more narrow and restricting curriculum. 

If we continue to inhibit opportunities for students with special needs, severaI 

authors have suggested that students d l  not find their place in the community. 

Stainback, Stainback, and East (1994) argued that adolescents require opportunities to 

"exercise and express choices about fi-iendships and group affiliations" (p. 489). This 

ability to make informed choices, Stainback et al. advocated, was provided to children 

who were in flexible and adaptive settings. Mackan (199 I )  questioned how growth and a 

sense of cornmunity could be fostered if children with special needs were educated only 

in segregated settings: "Children with special needs who associate almost exclusively 

with others who have like disabilities resort to roles and behavior that leave little 

possibility of normal human or persona1 growth. Such children are simply not being 

thernselves" (p. 125). Sobsey, Ray, and Raymond ( 1997) used the analogy of swimming 

and the need to irnmerse the child in the water to learn how to swim. With education, 

Sobsey et al, argued, children need to be immersed in regular classes, not sitting on the 

sidelines, to prepare them for roles in society. 

A second possible result, when attitude is omitted from the mode1 of inclusion, is 

leamed helplessness. Leamed helplessness, a theory described by Seligman (1992), 

occurs when an individual does not perceive a relationship between hisher behavior and 

ability to make changes. An individual's attitude and belief system cornes into play very 

strongly in leanied helplessness. Sobsey and Dreimanis (1993) posited that special 

education classes have tended to rernove control fiom children with disabilities, and, 

instead, these classes foster cornpliance. If children with disabilities are not given choices 

or opportunities to exert control, then Iearned helplessness will eventually result. To 



emphasize the impact of Ieamed helplessness, the reader is referred to a study by Ryndak, 

Momson, and Sommerstein (1999), of a young woman with disabilities and the 

observable changes when she moved fiom a segregated setting after 10 years, into 

inclusive settinss. 

Ainscow (1 992) cautioned that the learned helplessness theory also holds true for 

educators. Special educators have typically been seen as the experts who are most capable 

o f  exerting control over the student with special needs. A form of Iearned helpIessness is 

thus created by regular educators who do not see themselves as capable of influencing the 

situation or the child positively, Individuals may have the knowledge and skills to 

implement alternative educational choices, but if they do not believe that they can 

influence the situation, then they Iikely will not W. 

Knowledge and Attitudes 

Individuals may try to implement the mode1 of inclusion using their knowledge of 

the child, the goals, and their own biases and having a positive attitude toward accepting 

al1 children in a belonging environment. However, if they Iack the skills to plan 

effectively, utilize supports and communicate with team members, then unrealistic, 

lowered expectations could resuIt for the student. Martin (1 997) argued that students with 

special needs often suffer fiom, ". . .the abuse of low expectation" (p. 232). 

Biklen and Bogdan (1 977) temed this effect, "handicapisrn," which they defined 

as "a theory and set of practices that promote unequal and unjust treatment of people 

because of apparent or assumed physical or mental disability" (p. 206). Biklen and 

Bogdan explained that, when individuals without disabilities Iack skills, they often act 

inappropriately around people with disabilities, as surnmarized in the following list: 

a tendency to presume that the person with a disabiIity is perpetually sad and 

does not have a reason to be happy 

tlhe penchant to feel an underlying pity for individuals \vit!! disabilities 

the intense need to focus on the disability to the preclusion of any other 

characteristics of the person 



treating the person with disabilities as a child as evidenced by tone of voice 

and the verbal message 

avoiding the person with disabilities 

the presence of humor at the expense of the individual with disabilities 

speaking for individuals with disabilities as if they were not present or were 

incapable of speaking for themselves. 

Biklen and Bogdan argued that the helping professions frequentIy intensiQ handicapism 

through their attitudes and misguided perceptions of caring. With combined knowIedge, 

skill, and attitude, this researcher believes that handicapism can be reduceci- 

SkilIs and Attitudes 

Similarly, unrealistic expectations could also occur when individuals have skills 

and attitude, but lack the knowIedge and understanding about the definitions of inclusion; 

the needs and abilities of the student with special needs; and their o m  biases. ConnelIy, 

Clandinin, and He (1997) argued that, in contrat to the concern about teacher's attitudes 

and skill, ".. .teacher knowledge and knowing affects every aspect of the teaching act" (p. 

666), from relationships with children to treatment of ideas, to interpretation of  subject 

matter, to curriculum planning. 

The teacher's skiIl, but lack of certain knowledge about how to use this skill, cm 

result in the teacher thinking that he or she rnust be the exclusive advocate for the child 

with special needs, Kunc (1 98 1 ) argued that, in his experience, teachers were not 

prepared with knowledge to have students with special needs in their classrooms. 

Teachers relied on intuition based on society's assumptions of how to handle students 

with special needs. Teachers viewed the addition of a student with needs as an extra load, 

and Kunc felt that teachers umecessarily complicated their job. Kunc posited that 

education should be a teacher-student team effort, with the teacher bringing educational 

skills and the student bririging limitations and knowledge of how these have been 

overcome in the ps t .  



Without necessary knowledge, the student with special needs may be deemed te 

be a burden upon the regular classroom teacher. Staff will feel this burden when they lack 

knowledge about the student; training; parental input; and direction by the administration. 

Williams' poem, cited in Mackan (199 1), speaks to what participants in this 

research suggested could result From a lack of knowledge about children with special 

needs' abilities and disabilities: 

When No One Answers 

A child sees me. 

Naturally curious, 

He looks to his mother, 

"lny?,'  

"Shhh!" 1s her answer. 

Time passes; 

We meet again, 

The chiId and 1, 

1 smile recalling 

His curiosity. 

This time he 

Isn't curious though- 

He picks up a 

Stone, throwing 

It in my direction 

He yells, 

"Get ya mental" 

Where did he learn that? 

Surely not his mother, 

Her only answer was 

"Shhh!" (p. 55) 



An important finding in the York, Vandercook, et al. (1992) study was that special 

educators/coordinators needed to communicate clearly the goals, objectives, and 

expectations regarding the student with special needs. 

When knowledge about the student with special needs was lacking, fear and 

uncertainty may result, as revealed by educators in these studies: ''1 was so scat-ed. I r m s  

really qzrite fea&lW (Counsellor) and " I  wus rvor-r-ied abozrt hisphysical s a f e .  I  vas 

afraid ro let ltim leave the classroom " (Teacher). The literature cited cases where 

educators were fearful, but tlieir initial apprehensions were alleviated afier having 

experience working with students with special needs included in their classrooms 

(Giangreco et al., 1993; Taylor et al., 1997). 

When asked for their support critical to inclusion, respondents in a survey 

conducted by Werts, Wolery, Snyder, and Caldwell (1 996), cited the need for training as 

one of the key themes. The perceived training by the teachers included information on the 

specific disability and teaching how to adapt and modi@ the material. Training can help 

students and educators move beyond tolerance and seeing the child with special needs as 

a burden to acceptance. 

Beninghof (1 997) explained that parents have different experiences unique to the 

tearn because of their knowledge level about their child's disability. Because they are the 

best source of information, school staff need to capitalize on parents' knowledge to 

ensure that children's needs are best met. 

The literature explained that the principal and administration of the school were 

another key factor which could help ensure that staff felt supported and not alone with the 

child with special needs who was included, 

Without knowledge of the school policy and procedures and administration 

support, several authors explained that inclusion would not be successfùl. Andrews and 

Lupart (1993) noted the importance of the direction and leadership of the school 

administrator on the school team. Jung (1 998) explained the administrator's role as 

providing, "moral, rnonetary, and evaluative support" (p. 134): while Dyal et al. felt that 

"the school principal plays a critical role in shaping an educational climate that provides 

oppominities for interaction between nondisabled and disabled students" (1 996, p. 32). 



Fullan ( 1 99 1) argued that classrooms and schools are more effective when quality 

teachers are hired and accomplishrnents are rewarded. 

Administrators play a big role in ensuring that these two components are in place. 

In his later work, Fullan viewed administrators as crucial components in the change 

process as he explored tacit and explicit knowledge (Nonaka & Takeuchi, 1995, cited in 

Fullan, 1999). Fullan (1 999) feIt that principals were key players in converting this tacit 

knorvledge (skills and beliefs below tlie level of awareness, which are deeply rooted in 

experience and difficult to share) into explicit knowledge (words and numbers that can be 

shared communicated in hard data). Perner ( 199 1) recommended a number of 

practical ways for an adrninistrator to reflect his/her comrnitment to children, parents, and 

staff, by playing an active role in the inclusion of  al1 children. "Without a doubt, the 

school principal is one of the key persons in successfid integration" (Perner, 199 1, p. 

157). Beninghof and Singer (1996) prepared a detailed guide for school administrators, to 

help them "lead by example" (p. 14) and prepare their schools for al1 children. Porter 

(1 997) explained that the principal must "lin!! the success of inclusion to good 

instructional strategies and procure additional supports needed to guarantee the success of 

teachers and students" (p.36). Fisher, Sax, and Jorgensen (1998) argued that 

". ..administrative vision that is unwavering in the face of uncertainty" (p. 3 1) was a 

necessary principle of inclusive schools. 

Specific studies have been undertaken to explore how principals administer 

special education prograrns in their schools (Evans, Bird, Ford, Green, & Bischoff, 1992, 

cited in Downing et al., 1997; Morgan, Whorton, & Cruzeiro, 1998; Smith & Colon, 

1998). These studies demonstrated the need for administrators to be knowledgeable about 

the students with special needs and their prograrns. This knowledge, in tum, should help 

administrators view inclusion as an opportunity to support their teachers. Conversely, 

MalIoy (1 996) argued that administrators are driven by standards and find the current 

systern comfortable and effective in sorting students. Until the structure of schools 

change, administrators will likely continue to find cornfort in maintaining the status quo, 

which means that teachers will continue to feel the burden of educating students with 

special needs. 



Knowled.ee, Skills and Attitudes 

To implement this model means meshing together the three factors, and this 

represents change. Fullan (1 999) argued that change required the fusion of intellectual, 

political, and spiritual forces. In relation to this research? the intellectual dimension 

parallels knowledge to seek and incorporate new ideas regarding education for children 

that will encourage belonging. The political force can be equated to the skill required by 

educators to ". . .mobilize power to get things done" (Fuilan, p. 8 1). Fullan's third core 

element, the spiritual dimension or moral purpose, parallels the attitudes discussed 

throughout this research. Fullan described the spintual dimension as "elevating the debate 

and cornmitment to making a difference in the lives of al1 students" (p. 8 1). In this 

researcher's model of inclusive education, al1 three elements must be füsed to provide the 

most encouraging programs and most enabling environrnents for students. 

Several checklists and rating scales have been developed to evaluate effective 

inclusive settings. This section will provide the reader with a sampling of the literature. 

Readers may wish to refer to Mastropieri and Scrugg's (1997) PASS model to evaluate 

inclusive settings. The PASS variables consisted of prioritizing objectives through a 

careful review of the cumcuhm; adapting curricuIum, rnethods, materials and 

environments to be the most effective for the student; SCREAM variables for effective 

teacher presentations; and systematicaliy evaluating and monitoring progress toward 

goals. The SCREAM acronym, Mastropieri and Scruggs stated, encompassed variabIes 

summarized h m  teacher-effectiveness research: structure in the presentations, clarity of 

presentations, redundancy to emphasize concepts, enthusiasm of the presenter, 

appropnate rate of  presentation, and maximizing student engagement with instruction. 

Winter (1 997) proposed a five-point systern designed to guide teachers through 

the process of instructional planning for inclusive education programs. SMART is an 

acronym standing for Select cumculum and approaches, Match instruction to the child, 

Adapt when necessary, Relevant skills targeted, and Test to evaluate. These 

cornponents, Winter advocated, when used singly or in combination, could influence 

instruc tional power. 



In their questions and answers about inclusive prograrns, McLeskey and Waldron 

(1 996) provided four criteria to judge good inclusive progams. The first criterion was the 

arnount of academic and social gains achieved by the student with special needs. A good 

inclusive program is one in which students with special needs makes at Ieast as many 

academic and social gains as they would in a segregated room. The second criterion 

looked at these same gains as made by the student without special needs, In a good 

inclusive setting, peers will make as many academic and social gains as they would in a 

noninclusive setting. Teacher support was the third criterion. Teachers are supported as 

they make the necessary adaptations and modifications for al1 students. The final aspect to 

a good inclusive prograrn, according to McLeskey and Waldron was the maintenance of 

normalization. The concept of normalization is reflected in good inclusive programs 

where the "...rhythm of the day for students with disabilities is as similar as possible to 

the rhythm of the day for typical students" (McLeskey & Waldron, 1996, p. 155). 

Vaughn, Schumrn, and Brick (1 998) developed a rating scale as a fiamework to 

design, implement, and evaluate inclusive programs, The Rating Scale of Components of  

a Responsible Inclusion Program for Students with High-Incidence Disabilities could be a 

useful tool to provide guidance and structure to schools either begiming their programs 

or already in some stage of implementation, As mentioned previously, fear of the 

unknown was a common feature throughout the research and the literature review, and 

this tool could heIp educators acquire a better understanding of expectations in inclusive 

settings- 

A more formalized assessment tool, The hstnichonal Environment System - II 

(TIES-II) (Ysseldyke & Christenson, 1993/94), could be used to evaluate the environment 

for the student with special needs. The TIES-II is an evahation tool that can heIp identify 

environments conducive to learning for al1 children. This ecologicaI assessment seeks to 

understand the ongoing relationship between the child and environments, It looks closely 

at the particular environments and helps the educator deterrnine the steps involved in 

performing the activity and changes needed in the environment. There is an emphasis on 

Iooking at the interactions of  the child and the environment, not just the child or just the 



environment. Bronfenbrenner (1  979) argued that every individual is affected by the entire 

environment as a number of systems operate and interact with each other. 

Evidence fiom the research to support the model. 

Kristy. 

Observations in Kristy's Foods class provided evidence for the model- Kristy was 

registered in the Foods 10 class and the teacher had a working knowledge about Kristy's 

needs, abilities, and disabilities. She was skillful in utilizing the teacher assistant for 

support; howeveï an inclusive attitude was not apparent. The initial observation in this 

class demonstrated segregation in the inclusive setting as Kristy worked exclusively with 

the teacher assistant at her work station and interacted infiequently, it at all, with any 

other student in the room. After reading the researcher's field notes from the initial 

observation, the teacher had talked to the class about Knsty's needs as a mernber of the 

class, and how the class could better accomrnodate her needs. As a result, when the 

researcher observed this sarne class about a month later, Kristy was partnered with a 

typical peer at her wheelchair accessible station, and they were preparing the recipe 

together. The teacher assistant was helping the pair, offering advice andor suggestions to 

Kristy and her partner. Kristy's partner interacted freely with Kristy, and the teacher was 

observed to supervise al1 stations equally, including Kristy's. It appeared that the teacher 

had adopted a more willing attitude and encouraged the students to do the same. The 

result was a more successfirl inclusive experience. 

Brahma. 

in Brahma's Drarna dass, the teacher displayed a meshing of the knowledge, 

skills, and attitude for successflll inclusion in the class. Al1 observations pointed to this 

sarne conclusion. The teacher's attitude was reinforced through her classroom decorating 

of "positive attitude" posters on al1 walls, and through her respectfiil comments to ail 

students. Students, in turn, displayed the sarne respectful manner to the teixher and to 

each other. The teacher assistant did not accompany Brahrna to this classroom, and the 



teacher demonstrated her skillfül use of peer support and mentoring to help Brahma l e m  

new dance steps and compose a short sequence. This teacher appeared to have a clear 

understanding of Brahrna's needs, abilities, disabilities, and goals/expectations for the 

class. The end result, as observed, was a highly successful inclusive experience for 

Brahma in his Drarna class: he participated enthusiastically in al1 aspects of the class, he 

seemed to be accepted in the class, and he went back to that class at noon hours to sit with 

peers or use the computer. 

Mike. 

The most mernorable occasion in Mike's classes to depict the connection of 

knowledge, skills, and attitudes was in his Math class. in this class, the teacher assistant 

accompanied Mike, however, he worked and interacted closely with a peer a .  well. The 

teacher's attitude was positive, and she welcomed al1 students into her class. Her 

knowledge of Mike's needs, abilities, disabilities, and goals/expectations was evident 

through her interaction with him. For exarnple, she asked hirn, along with others, to 

explain how to do questions, while she followed his instructions on the overhead. She 

was skillfiil in her use of resources available in the classroorn. As a result, Mike's 

inclusion in this class appeared to be successful: he interacted freely with the teacher and 

his peers, he was an active participant, and he seemed happy to be in Math class! 

It is hoped that the acquisition of knowledge, skills, and attitudes will help to 

alleviate the "naturd enemies" of mainstreaming: ignorance, tradition, and prejudice. 

(Forest, 1984, p. 20). Creating knowledge will help to overcome ignorance; becoming 

competent and skillful will help to ensure that tradition does not have to be followed as 

strictly as in previous educational times; and reflecting on attitudes will help to eliminate 

prejudice and biases. Knowledge, skills, and attitudes will lead to effective education or 

"doing the right things," versus efficiency, "doing things right" (Ainscow, 1992, p. 12 1). 

Being effective and having an awareness of the three components of the mode1 will help 

to ensure that, despite Our best intentions to do things right, we often end up doing things 

wrong. '&The new three R's - reading, writing, and relationships" (S tainbach & S tainbach, 



1992, p. xvi) ivould be evident in an environment where knowiedge, skills, and attitudes 

were interrelated. 

ImpIications of the Studv 

This study generated multi-perspectives from a variety of sources in an attempt to 

provide the reader with an understanding of the factors required for successful inclusion. 

Due to the Iimited number of participants and the lirnited number of case studies, readers 

should not infer generalizations to other settings, however, readers are referred to 

implications for future research. 

These case studies have purposely included the perspectives of the individuals 

with special needs to give credence to their life stories. Past research of Edgerton (1967), 

Bogdan and Taylor (1 982), and Raymond ( 1999,  has portrayed individuals with special 

needs as valuable mernbers of society, with a story to tell about their need for 

understanding, love, and acceptance. If we can listen openly to these stories, we can gain 

an appreciation of their perspectives, wants, and needs, and really " understand the 

rneaning of mental retardation in Our culture" (Bogdan & Taylor, 1982, p. 4). In these 

case studies, by listening carefully to the Iife stories of the students with special needs, it 

becarne apparent that belonging and acceptance were crucial to them. As mentioned in 

earlier chapters, participant's definitions of ii-ïendships varied, but al1 needed to know that 

they did have a place where they were accepted. I t  behooves educators and parents to 

work together to find the most enabling enviromnent for al1 children- Further research is 

required with individuals wiîh special needs, so their perspective c m  be understood even 

more clearly. 

It has been demonstrated that the belief about the degree of inclusion stems fkom 

what the student and teacher knows. A necessary prerequisite, to including children and 

ensuring that they belong and are accepted in the most enabling environment, is to 

provide staff and students with disability awareness training, sensitivity training, and 

experiences with students with special needs. Team training for teachers and teacher 

assistants has been revealed as one of the most important beginning points toward 



ensunng that inclusion is successful. Further research is required in this area and detailed, 

specific training for both parties is necessary- 

Knowledge can be obtained in many ways, The literature contains many resources 

now for implementing theory into practice (Andrews & Lupart, 1993; Beninghof, 1997; 

Beninghof & Singer, 1996; Blenk & Fine, 1995; Bradley, King-Sears, 8r Tessier-Switlick 

(1 997); Downing, 1996; Giangreco, 1997; lorgensen, 1 998; Raymond, 1995; Salend, 

1994; Smith, 1998; Stainback, Stainback, & Ayres, 1996; Villa & Thousand, I995b; 

Wang, 1992). These resources will provide educators with the strategies necessary to 

creating accepting classrooms. 

The research and literature review has demonstrated that, at high school, children 

with special needs are, partially, a product of their disabling environments. It is important 

for society to look carefully at these environments and begin to make some necessary 

changes so "disabled and nondisabled persons could become fünctionally equal" (Hahn, 

1988, p. 26). Administrators, the research has show,  are a key feature within educational 

change. There is room for vast arnounts of research in action to be done in this area of 

change, and to begin using some of the research and literature already available to begin 

implementing change. Further inquiry into high school inclusion, to yield an 

understanding of perspectives and structures that are unique to hi& schools, is needed. 

Limitations of the Study 

The major limitation of this research is the cognitive functioning level of the 

students with special needs in this research- In many cases, students who would be funded 

at the severe level by Alberta Education, as referred to in chapter 3, might have cognitive 

abilities in the severe to  profound range. However, the three students in this research were 

functioning in the borderline, average, or above-average range of cognitive ability with 

varying other disabling conditions. This is a significant limitation of this research on 

inclusion. 

A second limitation stems from case study method utilized for the research. The 

data generated fiom these three case studies are not expected to generalize to other 

studies. Although the students with special needs represent a diverse group that might 



make generalization even more difficult, this diversity also ensures that the reader will 

gain an appreciation of the vastness of the issues related to inclusion through these 

participants. S trengths of the ethnographie case study approach, Fraenkel and Wallen 

(1993) noted, are in its ability to "reveal nuzinces and subtleties" (p. 394) that other 

research methods ofien miss, It is the researcher's desire to have listened and observed 

carefblly and accurately enough in the inquiry, so that the insights and categories that 

emerged will speak to others in similar situations, as described in the previous section on 

external validity. 

A delimitation is in the narrow focus on students wïth moderate to severe 

disabilities. Many o f  the current inclusive classrooms and studies surrounding 

inclusiveness involve students with mild disabilities, such as leaming disabilities. These 

students present with a whoIe different set of challenges. 

A key limitation is that the student with special needs has participated in inclusion 

pnor to the time of  the study. If the student, hisher peers, staff and parents have worked 

through inclusion for a period of time already, this factor could impact on the results of 

the research. 

This chapter has attempted to pull together the research findings through a 

discussion of the practical implications of the research. A mode1 of  inclusion for 

educators, for the rnost enabling environment for children with special needs, was 

presented based on the findings. Chapter 6 will provide an overall summary statement of 

the purposes, findings, and conclusions related to the case studies o f  inclusion at the high 

school level. 



CWAPTER 6 

Conclusion 

1 Really Want 
I r-eally rrarrt a wor-Id irithorrt pr-ejttdice. 

Because there it.ozrld be tolerarr ce. 

I really want a wor-ld ~i t l io~ir  r-acism, 

Becazrse there worr ld be equality. 

I r-eally warit a wur-ECi ~~ f thou t  hz[miliation, 

Because there rvorrld be kirrdness. 

I realb want a rvorld irttlere peuple wozrld just be themselves, 

Becaztse there worrld be diversity. 

1 really tvant a world where people wozdd be ruidersrood. 

By Felicia Wile. Grade 5 stzrdent, Par-kland School Divisiorz #70 

(1 999). 

This research began by looking at the question, "What are the factors necessary 

for successfül inclusion in high school?" The poem above, written by a young girl in 

grade 5, surnarizes  the findings of this research in a poignant manner. WiIe's (1999) 

words, tolerance, equality, kindness, and diversity, epitomize the qualities that are 

necessary to achieve success~1 inclusion in the rnost enabling environment. This chapter 

will review the model of inclusion for educators and outline the findings, as explained in 

chapter 5. 

The model of inclusion, presented in chapter 5, dernonstrated the 

intercomectedness required between knowkdge, skills, and attitudes to achieve 

successfül inclusion for students with special needs. As was illustrated with the model, 

when these three factors, knowledge, skills, and attitudes, do not mesh together, then the 

environment will not be the most enabling for the child. If only knowledge and skills are 

connected, segregated classes will be perpetuated and learned helplessness may result. 

Staff who have the appropriate knowledge about the student with special needs, including 

goals and expectations, and skills to impiement the program, but who lack the attitudes of 
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belonging and acceptance for all children regardless of ability, will tend to look to 

segregated settings as the placement for education for these students with special needs. 

A second combination, that also inhibits successful inclusion, is the presence of  

knowledge and attitudes without skills to utilize supports and plan progams. M e n  skills 

are lacking, handicapism may be intensified through rnisguided attitudes and perceptions. 

Well-meaning cornments and actions tend to promote the unequal treatrnent of students 

with special needs. Similarly, when skills and attitudes are combined in the model, staff 

may feel that students with special needs are a burden. The skills that teachers have 

acquired to work with students with special needs, and their positive attitudes towards 

inclusion, may result in teachers doing al1 the prograrnming and planning themsetves 

instead of  enlisting the help of others. The model of inclusion, presented as a result of this 

research, advocates for the comection of knowledge, skills, and attitudes to provide the 

most enabling environment for students. Having recognized this connection, it is 

important to explain that there is not one way to ensure the connections are made. The 

findings from the case studies illustrated how different inclusion can look in a variety of 

situations and seîtings. 

The findings from the three case studies and the review of the Iiterature have 

demonstrated that there is not one correct way to successfully implement inclusion at high 

school, This thought was reiterated by Fox and Ysseldyke (1  997), who reminded us that 

there will "probably never be a definitive blueprint for implementing inclusion" (p. 95). 

Further, a personal communication, with the rnother of a child who has disabilities, 

reinforced the notion that inclusion does not mean that differences do not exist nor that aII 

children are treated the same. She explained that the rights of the individual must be 

balanced with the rights of the group (Pivato, Personal Communication, May 1999). 

Instead, it is the responsibility of the educator, the parents, and the student with special 

needs, to work together to find the most enabling environment for each child. 

As discussed in chapter 5, there were six practical applications sternming fiom 

these case studies. These applications included: (1) clarifymg percepticns and definitions, 

(2) appropriate use of the teacher assistant, (3) self-determination of the adolescent with 



special needs, (4) recognizing the benefits to peers without disabilities, (5) recognizing 

the benefits to educators, and (6) understanding the change factors. 

Throughout the research, the importance of cIarif+ying definitions was 

demonstrated. When al1 parties have a common understanding of the t e m s  and concepts 

of inclusion, then work can begin to provide the most enabling environment for the child. 

At the outset of any discussion, and during conversations, it is crucial that perceptions are 

checked to avoid miscommunication. For example, the following questions could be 

asked: "what is meant by full time or part time inclusion," "what support is given when 

my soddaughter is included in the regular class," and "how do the classroom teachers 

feel about inclusion?" Clarification of questions similar to these could help alleviate the 

difficutties that arise and the roadblocks that occur when communication is stymied. 

In al1 three case studies, the teacher assistant was a crucial component to the 

inclusion process. Effective utilization of the teacher assistant, however, was an issue. 

Many of the teachers were not trained to work with the teacher assistants, and they left the 

program planning and evaluation to the teacher assistant. It was determined that the 

teacher and the teacher assistant, as a tearn, required joint training in working with 

students with special needs, to ensure that inclusion was successfùl. 

Students with special needs, in these case studies, who demonstrated self- 

detemination, appeared to be more capable of advocating for their own needs. It remains 

the responsibility of the schooI to help students with special needs become more self- 

reliant by assisting the students in learning about their needs, abilities, and challenges. 

When students with special needs demonstrate self-determination, they demonstrate the 

ability to make decisions and choices regarding their education. 

Students without disabilities appeared to benefit in numerous ways frorn having 

students with speciaI needs in their cIassrooms. Social benefits were noted most often as 

peers became farniliar and more cornfortable with students with special needs. To this 

end, students without disabilities need a chance to gain an understanding of  the 

exceptional student's needs. This knowledge can be shared by an adult familiar with the 

student with special needs, in the regular classroom, without the student present. 

Although there are contrasting views about whether to share information or not, this 



research repeatedIy supported the necessity of  having information in order to begin 

understanding the student with special needs. 

Similarly, benefits were accnied by staff after working with students with special 

needs. Many staff were hesitant when they began the inclusion process, however, their 

attitudes changed as a result of having the student with special needs in their cIassroom. 

Again, the deciding factor, enabling staff to understand the student with special needs, 

was the dissemination of knowledge about the child's needs, challenges, and abilities. 

Armed with this knowledge, staff were more willing to try the inclusion route. 

An underlying aspect of the whole inclusion topic was the recognition of the 

changes that are involved with defivery of an educational program differing fiom the 

nom,  This research illustrated the need for staff and parents to become cognizant of the 

change processes and their comfort Ievel with these changes. Staff and parents who c m  

work together as a team, communicate their desires, and compromise where required, will 

be in a better position to provide the most enabling environment for their children. 

As the story of special education continues through these case studies, it is this 

researcher's hope that readers will be reminded of the changes required in Our mindset of 

special education: 

People have to stop thinking of special education as synonymous with 

underachievement. Special education is not a place, it's not a remedial 

program, and it's not small group instruction. Instead, special education is 

'specially designed inshuction ' to meet the unique needs of individuafs 

with exceptional needs. The ultimate educational outcomes for the child 

with a disability are the same as for any other child. (Campbell, 1992, 

cited in Fisher, Sax, Pumpian, Rodifer, & Kreikemeirer, 1997, p. 6 1) 

Once we begin to see the value in al1 iridividuals, and understand the importance of the 

interconnections between the child and his/her settings, we wiI1 be better able to stnicture 

the environments to be the most enabling for al1 children. 
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Appendix A 

Teacher Information Letter 

DATE: September 1998 
RE: Research Project 

Dear SirIMadam: 

I am a PhD student at the University of Alberta in the Department of Educational 
Psychology- 1 am conducting a research project on inclusion of individuals with special 
needs at the high school level, under the supervision of Dr. L-Wilgosh. The study is 
important to gain an increased awareness and understanding of the implications for al1 
people involved with the education of students with special needs who are included in the 
hi& school setting. 

Therefore, we would like to invite you to participate in this research project, 
which looks at inclusionary practices at the high school. The project will run from 
September 1998 to June, 1999. If you choose to participate in this study, you will be 
observed and interviewed at varying times throughout the school day during this time 
fiame and you may also be asked to submit a journal. Dunng these sessions, notes will be 
taken on observations and interviews will be taped and transcribed. These notes wiII be 
shared with you to ensure that the researcher's perception of what has been observed and 
said is accurate. All information collected during the study will be considered confidential 
and records will be identifiable by pseudonyms. 

PIease feel fiee to telephone me at 963-8459 (work) or 963-6009 (home) if you 
have any questions regarding this study. If you agree to participate, arrangements will be 
made to meet with you and explain the study in greater detail and to obtain your final 
written consent. 

Thank you for taking the time to consider the information in this letter. If you 
have any questions, please contact me. 1 Iook fonvard to hearing from you. 

S incerel y, 

Lorraine Stewart 
Doctoral Student 
Department of Educational Psycbology 
University of Alberta 



Appendix B 

Consent Form - Research Project 
Student and parent/guardian 

1 understand that Lorraine Stewart, under the direction of Dr. L. Wilgosh of the 
Department of Educational Psychology at the University of Alberta, is conducting a study 
to look at the inclusionary practices at the high school ievel. 

1 understand that participation in the study is purely voluntary and is my o\vn 
decision. 

1 understand that 1 will be observed and interviewed in school settings and may be 
asked to submit a journal, 

I understand that 1 am free to withdraw from the study at any tirne. 

1 have discussed the above information with Lorraine Stewart and she has agreed 
to answer any questions I may have concerning this study. 

1 understand that 1 can ask questions of the researcher and her thesis advisor at 
anytime. These people are: 

Lorraine Stewart 963-5459 (work) 963-6009 (home) 
Dr. L. Wilgosh 492-3 73 8 (work) 

Signature of Student 
- - 

Date 

Signature of Parent/Guardian Date 

Witness Date 



Consent F o m  - Research Project 
Student with special needs and parenupardian 

1 understand that Lorraine Stewart, under the direction of Dr. L. Wilgosh of the 
Department of Educational Psychology at the University of Alberta, is conducting a study 
to Iook at the inclusionary practices at the high school level. 

1 understand that participation in the study is purely voluntary and is my own 
decision. 

1 understand that 1 will be observed and interviewed in school settings and may be 
asked to submit a journal. 1 understand that Lorraine Stewart will have access to my 
soddaughter's school files and Individual Program Plan. 

1 understand that 1 am fiee to withdraw fkorn the study at any time. 

1 have discussed the above information with Lorraine Stewart and she has agreed 
to answer any questions 1 may have conceming this study. 

1 understand that I can ask questions of the researcher and her thesis advisor at any 
time. These people are: 

Lorraine Stewart 963-8459 (work) 963-6009 (home) 
Dr. L. Wilgosh 492-3 73 8 (work) 

Signature of Student Date 

Signature of Parent/Guardian Date 

Witness Date 



Consent Form - Research Project 
Adult Participants 

1 understand that Lorraine Stewart, under the direction of Dr. L. WiIgosh of the 
Department of Educational Psychology at the University of Alberta, is conducting a study 
to look at the inclusionary practices at the hi& school level. 

I understand that participation in the study is purely voluntary and is my own 
decision. 

1 understand that 1 will be c-bserved and interviewed in school settings and may be 
asked to submit a journal. 1 understand that Lorraine Stewart will have access to the 
student with special needs' school files and Individual Program Plan. 

1 understand that 1 am fiee to withdraw fiom the study at any time. 

1 have discussed the above information with Lorraine Stewart and she has agreed 
to answer any questions 1 may have conceming this sîudy. 

1 understand that 1 can ask questions of the rssearcher and her thesis advisor at any 
tirne. These people are: 

Lorraine Stewart 963-8459 (work) 963-6009 (home) 
Dr- L- Wilgosh 492-373 8 (work) 

Signature of Participant Date 

TitIe of Participant 

Witness Date 



Appendiv C 

Interview Questions for staff 

Historical Data: 

Nme: MaleiFemale: Today's date: 

Position: GradeKlass taught: 

Number of students in class: Nurnber of special needs students in class: 

Number of years teaching: Highest degree: Year: 

Number of years teaching students with special needs: 

Number of students with special needs taught: 

Interview questions: 

What is your general feeling about how inclusion is working here? 

What makes you feel it has or has not been successful? 

What has helped you the most? 

What have the biggest problems been? 

What things about this school or the school system have either helped or 
hindered? 

For inclusion to be successful, what do teachers need fi-orn central 
administration? 

For inclusion to be successful, what do teachers need from special education 
teachers? 

For inclusion to be successfiil, what do teachers need fiom principals? 

Have your feelings about inclusion changed? If so, what made you change? 

What were your original goals for the inclusion effort, and have you met these 
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goals? 

1 1. How has inclusion changed your job? 

12. If another school district asked you about inclusion, what would you say? 



Interview Questions for student with special needs 

Historical Data: 

Name: Male/Female: 

Today's date: GradelClass: 

Interview questions: 

1. Show me what kinds of things you are doing in this class today? 

2. What do you like best about being in tfiis cIass? 

3. What don? you like about being in this class? 

4. Who are your fiends in this class? 

5. Why are those kids fnends? What do they do? 

6.  Who do you mostly work with in this class? 



Interview Questions for "regular" students 

Historical Data: 

Narne: Male~Temale: 

Today7s date: GradeKlass : 

Interview Questions: 

How long have you known the student with special needs? 

Has this student been in other classes with you? Please explain- 

What is the student with special needs learning in this class? 

Who helps him/her to learn? 

What do you think are this shident's strengths or talents? 

What do you think are this student's needs? 

How can these strengths and needs be addressed in this inclusive setting? 

What have the biggest problems been for you as a result of having this student 
with special needs in your class? 

What have the benefits been to you of having this student in your class? 



Historical Data: 

Name: 

Relationship to child: 

Interview questions: 

Interview Questions for paren tfguardian 

Today's date: 

What is your vision for your child? 

Define inclusion; integration; segregation: 

What is your general feeling about how inclusion is working here? 

What makes you feel it has or has not been successful? 

What has heIped you the most? 

What have the biggest problems been? 

What things about this school or the school system have either helped or 
hindered? 

For inclusion to be successful, what do teachers need from central administration? 

For inclusion to be successful, what do teachers need from special education 
teachers? 

For inclusion to be successfiil, what do teachers need from principals? 

Have your feelings about inclusion changed? If so, what made you change? 

What were your original goals for the inclusion effort, and have you met these 
goals? 

How has inclusion changed your son/daughter7s Iife? 

If another parent asked you about inclusion, what would you say? 



15. What is your vision for yorir child? 

(Adapted f?om Janney, Snell, Beers, & Raynes, 1995). 



Appendiv D 
Transcript Sampies 

Interview with P2, February 26,1999 

L. (interviewer): 
Ok, um, what do you think the other kids are learning by having B in thelr class? 

P2 (interviewee): 
Um, 1 don't know if, 1 don't know if they're learning much. 1 think it's - it's not 
like anyone talks about B, you know, in the class like. Maybe he has his 
difficulties, you know, but they don't take it seriously. They don't treat him good, 
1 don't know, cause they don't know the story. They don't learn anything fiom it 
cause they're just Iooking at it from. ... 

Ok, um, tell me a little bit, like when 1 Say inclusion, this whole research that I'rn 
doing is based on kids who are inchded in regular classes.. . 

Right 

And so, when 1 Say inclusion, what does that mean to you? 

Um, that the students are involved and can be part of the studies. 

Just dong with everyone else? 

Yeah 

Ok. Tell me a little bit more about - you started to tell me when I was here a 
couple of weeks ago, about, um, B down on the bridge. Do you want to tell me a 
little bit about that? 

AIright. Um, after school, 1 got home and 1 was driving - it was 430 and we get 
out of school at 3:30. 1 was driving and it was probably about 2 or 3 km maybe, 
and we saw him walking on the side of the highway and so 1 said, "Oh shoot, 
what's he doing," you know. So I tum around and go al1 the way back to town and 
go back - it's 4:30 and so, um, he's been walking for a long tirne. So 1 said, "Hey, 
c m  1 give you a ride?" "Oh no, it's okay." "It's okay, hop in," you know. And 
he's like.. ... 

Did he know who you were? 



P2. Yeah, 1 think he remembered me. But he's, like, uh, "Ok." And I'm like, " M a t  
are you doing? Why are you walking?" And he's like, "My mom or dad didn't 
pick me up so I'rn just going to walk home." He's like, "1 waited half an hour for 
them to show up, so 1 decided to walk." And I'rn like, "Where do you iive?" My 
girlfiend knows where he lives. "Oh, are you walking al1 that way? Can't walk 
that far." And then when he got off, he's like, he didn't Say thank you or nothing 
like that, which is okay, cause 1 understand. 1 thought it was kinda funny. 

L. Ok, did he know where he lived? 

P2. It took hirn awhile.. . 

L. To be able to tell you? 

P2. Yeah, he goes, "Oh, 1 live in, uh, up on that road." My girlfiend knew which 
house, He knew where he lived. 



Interview with Tl (Foods teacher for Kristy), October 12, 1998 

L. What is your general feeling about how inclusion is working here? 

Tl. I've had limited experience - she's only been in class, what - have 1 seen her 
about 10 times? Ok, so 1 don't feel it works unless people take some time to do 
some, uh, pre-working with the kids in the class. Also, that the same thing has to 
be done with the teachers working with these kids. Uh, 1 don't feel that she can 
come in like any other student and just, totally, uh, interact with people and have 
al1 her needs met. Obviously she can't because she has an aide in class. The other 
one is, the kids don't know how to react to her. 

L. They need some education then? 

Tl. Yeah, or they need some kind of almost a social thing there they c m  get to know 
her other than in the classroom. Because, if they have their druthers, they're just 
like people. Anything that's unusual, you, you look and you're polite, but you 
don't want to venture past that point- It becomes a Iittle uncomfortable. You don? 
know if you're going to Say the right thing, you, 1 think that it's going to be 
difficult, more difficult for you if you volunteer to be her partner for the year. 1s 
that going to be a more difficult procedure? Will you be graded the same? Or, uh, 
you don't have to consider al1 those things if you just partner up with anyone else. 

L. So, could you sum it up in a feeling even though it's been a limited expenence - a 
feeling about how it's working so far? 

TI. Well, fiom the feedback that I've got fkom yori and the TA, 1 think that it's 
working fine. But obviously, it took a little bit of, uh, getting used to stage, too. 
An accommodation stage. It's working fine now because the TA doesn't seem to 
be so stressed, Uh, 1 can see that the students, after we had Our little talk, you 
know, know they should be more involved with her. So, yeah, I'd Say that it's 
working fine light now. 



Appendiv E 

Observational Questions for Educational Settings 

School Environment - Physical: 

How large is the building? Does it adequately accommodate the students? 

How old is the building? What condition is it in generally? 

What are the grounds like? 

Are there fences and walls around the school? 

Are the entrances to the building accessible to al1 students and staff? 

In what section of the cornrnunity is the building located? What is the nature of that 
section? 

What transportation facilities are available to and fiom the school? 

Are entrances clearly marked so visitors can find the offke? 

What is the temperature of the school? Can the temperature be controlled in each room? 
Can windows be opened? 

Do staff think of some space as their private temtory? 

Do students have pnvate, locked places to keep their personal belongings? 

Do students decorate hallways, rooms? What is the nature of these decorations? 

Are any parts of the building inaccessible to students in wheelchairs? Including bathroom 
doors and cubicles? 

Are the washrooms clean and fiee of odor? 

Are there soap and towels in the washrooms? 

Are there doors on the stall to ensure privacy? 

What is the nature of the graffiti (if any)? 
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Do staff members eat with students? 

How much time is given for the staff and students to eat? 1s it enough for a leisurely 
meal? 

What is the dining atrnosphere? 

How is food served? On what vessels? 

What eating utensils do students Lise? 

What kind of  food is served? How is it served? 

What are the rules and regulations of the cafeteria? 

What do children talk about at lunch? 

Are children allowed to sit where they wish for lunch? 

What do teachers think about cafeteria duty? 

What do staffmernbers talk about at lunch? 

What is the seating arrangement in the teachers' eating place? 1s it the sarne every day? 

Econonic, Social, and Culturai Environment 

What is the reputation of the school in the community? 

What are some of the major problems the school has faced over the p s t  five years? 

What sorts of things is the school cxïticized for by outsiders? 

What is the racial composition of the school? 

Do classes tend to be balanced or do minority students tend to wind up in the same class? 

What is the socioeconomic composition of the school? 



Semantic Environment 

What nicknarnes do staff give students? 

What nicknarnes do students have for staff! 

What words or phrases are used in the schooI that you hzve not heard before? 

What is their meaning? 

How do staff descnbe their school? 

How do students describe their school? 



Journal Samples 

Entry #1: Dated Novernber 20,1997: 

Good a day as any to start - found out yesterday that I passed written sectn of EPPP - 
only 1 more step to go! Also found out today that L. McD agreed to my research topic - 
inclusion at high school - case study. Now - for a student! Will be really impt to bracket 
presupp in this case - I've got 3 yr of past incl exper to deal with and lots of yrs of segr 
exper. Lefi numerous messages with school districts to find kids. Looking for a 'rnodel' 
that's in place and how to expand/restructure that mode1 for better effectiveness. Seems to 
be so hard in high school - altho 1 know change is difficult always. And a narne - keep it 
simple - Included in High School: A Case Study? Maybe 1 need a different name than 
inclusion - it's loaded with so many negatives due to the way it was introduced and 
mandated. But - I don't necessarily thuik it's collab either. 1'11 check searches on net and 
reference for various terms - 1 think it's finally coming together - feels good. Lots of 
work - but it's a good work & doesn't seern like work- In fact - it's harder to stop the 
searchingkeading! Good things take tirne - and this is good! 

Entry #2: Dated June 21,1998, Sunday 9pm: 

Thursday took K for supper after interview - general impressions: 
Eager to please 
Lonely 
Friends = anyone who is nice to her and likes her 
ReIies on others - key, coat, etc, 

- dinner - enjoyed Chinese foodpolite. 
- overall - K seems to be the type who could fit into school better than X due to her social 
skills/communication skills/humor/wit, 
- interesting how 2 in restaurant wanned to her - but asked ? thm me - 1 referred back to 
her to answ 
- somewhat apathetic re: activities - doesn't enjoy outside much at ali - walks - library, 
etc. Possibly needs friend to do these things with? 




