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452 West 57th Street, # 
New York, 
N.Y. 10019 

May 11th 1993 

Dear Kirn, 

I wish I had good news about Alba and her school but as 

you can see by the enclosed letter, the Board of Education is 

still making my life impossible. I was informed this morning 

that they needed all this paperwork, and the review is scheduled 

for to-morrow at 1 p.rn. Obviously we had to cancel and I feel 

really' terrible for the profess i ona 1 s who were·.·vol un teer ing 

their time. 

The President sent Anastasia a beautiful hand written letter 

which she will treasure for the rest of her life. I know he 

is extraordinarily busy and I do not want to bother him at this 

time. I just wanted you to know what is going on and to keep 

you informed. 

We will keep him in our prayers these days because we know 

from the heart what an exceptional human being he is. 

Best wishes, 

Mar 



Mr. Jack Colombo, 
Chairperson, 
Committee on Special Education, 
330 West 18th Street, 
New York, 
N.Y. 10011 

May 11th 1993 

Dear Mr. Colombo, 

Mary Somoza, 
452 West 57th Street 
New York, 
N.Y. 10019 

(212) 307-9010 

It was with great dismay that I was informed by my advocate 
this morning about the additional requirements needed for my 
scheduled review for my daughter Alba Somoza for to-morrow. 
As you can imagine, it is impossible for me to produce eye 
examinations, medical examinations and an "explanation" of 
her physcological testing within twenty four hours. 

I do not understand why, if you had in your possession 
my childs phys c9l9gical reports since early March, it is only 
now you inform m~you need clarification. Why was I not informed 
months ago when I applied for this review to supply a medical 
examination, particularly when you have one on record from my 
triennial( Why an examination from the State College of 
Optometry is vital to my childs review and placement is also 
bewildering to me, particularly as it has never been required 
for placement before. 

The professionals attending the review on my behalf went 
to great effort to organize their· schedules to be able to attend 
on my behalf to-morrow, now I must call them to cancel. I find 
it very discourteous and unprofessional for the Committee on 
Special Education to spring this on me at the last moment. I 
feel that due to all the media attention surrounding my daughters 
meeting with President Clinton, this last minute change might 
not necessarily have been your direct decision. I do know however 
that the CSE has asked many people to attend this review and 
I do not want it to turn into a circus. I initially had planned 
to attend with just my advocate and attorney, however, you insisted 
my physcologist and communication specialist be present and they 
agreed to attend. I would appreciate receiving a list of persons 
you intend to have present when we finally sit down to discuss this 
placement. 

With much hardship and the obvious delay to the resolution 
of my case, I will supply you with the required documents and 
appreciate the earliest possible review date for my daughters case. 

Yours 

Mary 

c.c. President Clinton 
Mr. Richard Riley - Secretary of Education 

Mr. Alan Bergman - Governmental Activities UCP 
Mr. Gayland Kirkland - Advocates for Children 
Ms. Ellen Gallagher - Ms. Joan Harrington AFC 
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THE PRE Si Ob~ T H.AS SEEN 

THE WHITE HOUSE 

WASHINGTON 

March 26, 1993 

INFQRMA TION 

FROM: 

SUBJECT: 

I. 

At the ABC Kids' Town Meeting, Anastasia, the nine year old suffering from 
cerebral palsy, requested that her twin sister, Alba, be allowed to attend classes 
with her. Although both Anastasia and Alba have cerebral palsy, Alba is in a 
special education class because of her speech difficulties. The twins live in New 
York City and attend Public School 234. 

II. DISCUSSION 

I spoke with their mother, Mary Somoza, who reports that Alba is still in special 
education classes. Mrs. Somoza believes the immen.Se amount of press following 
the February 20th Kids Town Meeting has aggravated the situation to the point 
where she has experienced hostility from the school's principal and is suspicious of 
he care provided by Anastasia's school-appointed Personal Aide. 

The Somozas plan to continue their struggle, but will proceed carefully because of 
the possibility of further retaliation against Anastasia. They have requested an 
evaluation of Alba; the school is delaying although they are required to do so by 
law. While waiting for the official school evaluation, the Somozas plan to have a 
private evaluation conducted. 

The Somozas remain very positive and feel the Town Meeting was "one of the 
most important things that's happened in our lives." According to Mrs. Somoza, 
the community and media support has been overwhelmingly favorable, and has 
been helpful in heightening public consciousness of the situation facing special 
education students in New York. 
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June 8, 1993 

MEMORANDUM 

FROM: Kim Tilley ('I- OZ 13 ~ 
SUBJECT: ABC News Interest in Anastasia Somoza 

Linda Pattillo of ABC News called regarding Anastasia and Alba Somoza. She is 
working on a story for this evening for "World News Tonight" with Peter Jennings. 

She is inquiring because Anastasia's hearing last week did not go well and there is a 
hearing tomoffow for Alba. Mary Somoza, their mother, referred her to me. 
~ 

Specifically she wants to know what has been the President's involvement with the 
Somozas since the Kids Town Meeting? She is aware of the letter the President sent in 
April, but she wants to know if there has been any contact with the Education 
Department, or has the White House intervened on their behalf in any other way? 

Linda Patillo can be reached by calling 1 800 SKY TALK (PIN 521-9900#) and then 
leaving a voice message. A message can also be left at 212-456-4040. 

How do you wish to handle this? 



UNITED STATES DEPARTMENT OF EDUCATIO.N 

OFFICE OP' INTERGOVERNMENTAL ANO JNT!RAGENCY AP'PAIRS 

June 8, 1993 

TO: Kim Tilley 
Communications Research 
The White House 

FROM: Elaine Holland 
Off ice of Intergovernmental and Interagency Affairs 
Department of Education 

SUBJECT: New York Case of Anastasia and Alba Somoza 

I wanted to alert you to a development in the Somoza case. 
Jim Button, with the Office of Special Education and 
Rehabilitative Services at the Department of Education, spoke 
this morning with Alan Bergman of United Cerebral ?alsy 
Association (202-842-1266). Mr. Bergman reported that ABC news, 
or a local affiliate, is covering Mrs. Mary Somoza and her 
daughter Alba as a news angle surrounding the Somoza's 
Individuallzed Education Program (IEP) meeting to be held today. 
Though ABC will not actend the IEP meeting, they will be speaking 
with the Somoza's prior to the meeting and do a follow up segment 
after the meeting. 

When I spoke with you on May 12, 1993, I relayed a 
conversation that Mr. Bergman had with Mrs. Somoza. According to 
Mrs. Somoza, the day before Alba's IEP meeting scheduled for 
early May, the New York school system called the advocacy group 
that is assisting the Sc~oza's to request more information and 
tasts (a new medi=al exam and opthmalogical exam.) Mrs. Somoza 
was extremely angry about this last minute request, which she 
believes was unneccesary. It delayed the IEP meeting until 
today. 

I hope this information is helpful.· As always, the 
Department of Education is happy to assist you. Please call me 
at 202-401-0419 if we can be of any help. 

cc: Ray cortines 
Assistant Secreta~y Designate, OIIA 

400 MARYLAND AVE .. S.W WASHINGTON. D.C. 20202 

: :0 : .. 
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There were almost no 
schools mainstleami:ug kids 
with Sle\'el'e disabilities Ive 

; .. Now those dl8l do 
number about JOO to~ says 

I $lafnbadr. ednca6on pro-
r, Uuiw::ssit) d. Nortb-

1 
ern Iowa He 8Dd wife Susan 
Stainbadt, also an educatioo 
professor there. are stroog in­
dusioo adV'OC8leS. 

"'In the last year or two, 
_ we'Ye seen more and more 

iIJterest than e<.~ before in 
the US.· Bill Srainbact says. 

But otber educaJDrs and 
pa.rems say the reality is tbat 
some kids must h.a\-e special 

!'C') SC hools, anC ltaI b )' forcing 
~ certain kids into regular 

•"'-. classrooll15, the inclusion 
~ movement has goce too far. 

'-1'"'11 '"Vr'e made a terrible mis­
~......_ take at ooe time in our h.isu>­

f)' by 53.}ing all children with 
disabilities should be pulled 
out and plared in special set-
ting; or classes. - says James 
~t .Kautrman. education pro­
'.essor at L'le L'r.ive:"S.ir.- or 
-.-u-ginia. -1 t.'link ,..e r.><!y be 
·:·.:: the verge of =.filg an 
e-cj ~ a!i y awalling mlstak e by 
~rrur.g L'iat [;()'Ji" all of 
:.:em. no exce;itioas.. belong 
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Feaeral law savs swdents 
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::<ent ~ble. &'l it alJOV."S 
'. .;r so<:alled ~ cominuurn of 
;;::>ices~ from p:ill<Jut pro-

grams to special schools. 
Hansen Elementary edu­

cators think their program is 
proof that inclusion works. 
Their program focuses on 
those with severe disabilities. 
Children with learning prob­
lems such as dyslexia or at­
tention deficit disorder are in 
a 'transition program" with 
pa:-i of their schooling in the 
regular classrooms and part 
in pu 11-oot sessions. 

Some Han..c:en kids have se­
rious physical and mental 
problems - like second grad­
er Nicole Bengston. 8, who 
because or encephalitis at age 
3 cannot walk or speak 
words; or Sonya Foutch, 11, 
who, because of a brain inju­
ry, was left paralyzed on her 
right side. Other students 

have Down's syndrome. Sev­
eral aren't toilet trained. 

So there are always con­
cerns when schools consider 
full inclusion.· Hansen princi­
pal Jim Jackson says teach­
ers say they're not trained 
well enough to cope. Others 
fear these children will take 
up too much cl~ time with 
disruptive behavior or aca­
demic deficiencies. 

Teachers here say they al­
ready have wide disparities 
in academic levels to which 
they have to teach. And be­
havior problems exist among 
non-<lisabled kids, too. 

Jackson says other schools 
can do what his did: Take 
money spent on special 
schools and transportation to 
pay for BS'SOCiates who pro-

~­

kl'~~~~~ ·"cemsthatSta.tesandtocatdis­
.:tricis are 'Using induSion to 
~:dump· responsibilitY~for spe­
)cial education students. · 

vide individual care for the 
children in class virtually all 
day. 

"We haven't spent any 
more money," Jackson says. 
"We have the same stalling 
we would have if we had self­
contained classrooms." 

Others think that's not real­
istic for every child. 

"If vou do that across the 
board· in every school across 
the country, the cost fador is 
enormous," says Bill Ellis, di­
rector or professional ser­
vices, the National Center for 
Learning Disabilities. 

Some parents think inclu­
sion is a wonderful ideal, but 
doesn't work for everyone. 

Bonnie Oemans, a parent 
in Azusa, Calif., said her 
school system pushed her 16-

, .~;.- ""There's a sense ·that the 
. whole ism.le is being used to 
S3ve money, by eliminating 
services (not necessary when 
there's inclusion)," Ellis says. 

But Stainback argues that 
the failures of school systems 
to provide resources for dis­
abled kids is not an argument 
against inclusion, but a rea­
son for more vigilance. 

"We have to continue our 
advocacy to be sure money 
and resources and people 
now in special education are 
integrated (into the regular 
classrooms)," he says. 

Hansen's principal Jackson 
says inclusion is just the right 
thing to do. 

"What we really believe is 
that everyone belong; in a 
regular school," says Jack­
son. "That's \\ it takes, an 
attitude that everybody can 
belong. that we need to figure 
out how to teach them." 

.·:-. 



In 'Educating Peter,' the whole chm learns a lesson~ 

W Glenn Comeau, HBO 
ORKI~ OUT WELL: Teacher ~artha Ann Stal~illQS helps Peter Gwazdauskis in Blacksburg, Va. 

The class year was documented 1n the Oscar-winning 'Educating Peter,' airing on HBO May 12. 

I 
By Nicole c.arroll a 
t&\ TODAY ' 

-Peter GW87.dauskis rolls on 
die ,4::1ass&oom Goor, his I~ 
caagirin a chair. A few feet 
awa3r, his third-grade class 
worts oo a science project. 

No· one comes to help. Peter 
is learning to help himself. 

He has Down's Syridrome. 
And this is his first year in a 
regular public school 

"11really thought Peter could 
COOM! in the fir.;t day and with 
belp continue to do what he 
needed to do," says his teacher, 
Martha Ann Stilling;.. '1t soon 
becaine dear that Peter's not 
~:to sit in his desk when the 
Olhei" kids do. He's not going to 
feel comfortable sitting in a 
comer with the other kids 
when rm reading a story." 

~tilings' school Gilbert-Lin­
kous Elementary in Blacks­
burg Va., bad _iust begun en­
rolling special needs kids. It 
was going to be a learning ex­
perience for everyone. But 
Stallings had an extra chal­
lengf! - her ye2I would be 

-1 

seen by!nillions of 1V Yi~ 
Her class was chronicled for 

-Educating Peter, a docUrnenta­
ry premiering May 12 on HBO 
that won an Academy· Award 
last month. 
- "We didn't know what was 

going to happen when we start­
ed," says documentary produc­
er Gerardine Wurzburg. "We 
wanted to honestly let the cam­
era show you what happened. 

"As a human being, I have a 
lot of faith in kids. I thought 
some positive things would 
come out of it" 

The kids weren't so sure. 
Opening scenes show Peter 

lunging for boys in the bath­
room, kicking a -friend during 
phys ed and grabbing. a violin 
out of the hands of a classmate 
during show and tell. 

"I was really kinda scared of 
him cause he was making­
these really loud noises," one 
boy tells the camera. "Why do 
we have him in our class? He's 
probably not going to learn 
anything." 

Artie, the boy kicked during 
P_ E. says: "He had strangled 

me and already pulled my fin­
ger ba~ so I didn't really start 
olf to like him." 

Stallings says she knew 
something had to change. Pe­
ter bad an asSistant teacher 
with him at all times. And a dis­
abilities specialist spent an 
hour a day 'With him. But the 
kids needed more say. 

"We decided as a class to 
concentrate more on the posi­
tive than the negative;" she 
says. '1f he took the lunch 
count and came back without 
interrupting anyone, we'd be 

_ real proud of him." 
Every time Peter did some­

thing well, Stalling; would put a 
check on the board, meaning 
the class got one extra minute 
of recess. Kids stopped trying 
to do everything for Peter, and 
Stalling; stopped doing every­
thing for them 

"It v."aS diflicult at first," she 
says. "But soon I could sit back 
and see it was going to be 
solved. The whole dass jelled 
and seemed to watch and care 
for each other and seemed to 
know what was best tor Peter." 

She began expecting more 
out of Peter, too.. When the 
cl8$ was writing about the en­
vironment in their journals, Pe­
ter would cut and paste pic­
tures of the sun, a frog, the 
snow in his. When they would 
give oral reports, Peter would 
introduce the speakers. 

He became part of the class. 
And he ~ew it 

The outbursts stopped. Coop­
eration began. A scene later in 
the year catches Peter playing 
soccer. From the sidelines, his 
class cheers: "Let's go, Peter, 
let's go. Let's go Peter, let's go." 

"He changed because we 
changed," says Jill, who sat 
across from Peter all year. "He 
changed because we changed 
our minds about him.." 

The last day of school finds 
Peter with his arm slung 
around his new best pal, Artie. 

"You think you're teaching 
Peter thing;. But really, Peter's 
teaching you thing>," Jill says. 
"We might be teaching him 
stuff like how to do thing:;. But 
he's teaching us more how to 
think and how to react" 
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Coll~ges widen the realm of careers 
II)' Tamara Henry 
USA TODAY 

TradlllaMll~ lbe IU~ ot 
far~ W«k-

11111 dJI colJe8" llUdeli IS wbo 

""' - Wiii: psytholCJll)I 
or tOdlll -' for lbOle wllh 
Ybloll problems; conlpu\er 
Pl'tJl'mnmllll lor lllalo! using 
wbeddlaln; prtat1111 ror lhe 
bearll!C lmpllred. 

fQrget science, 1rna1h, 
metldlle or englneerllig. 
"N we - haW! bope," 

111)'1 Ylrgtnla w. Siem ot die 
Amoriclm A!llDdallOll for lhe 
-ot Sc:lenOie. 

Sla1I points lo Ille iunm­
"""' willl D15ab1Udel Mi ol 

wblch adds a-· cate­
• lbe Ovtl RJabts Aa of 

IBM. 'Ille ADA rouatiein and 
bro.dtal lbe federal Reba­

. billtaliaa Ad ot 1973. 
All colleges""' required 10 

....,. ampuoesaccesable .. 

...a • provide Ille special 
)ks, equlpmen I and 

- 911 SIUdenll wllh 
can baft elperi-

""""equal 10 !heir pen 
For example, colleges 

academic pro­
srams m lllXISlb~ bulhllngs. 
and tiuY tecllDOICJll)I, hin• slgn­
lanpa&e lnlerpreler.1 and 
lake Giber lleps to ensure 
lhal ..-.me Pl'IJll'Ul'S are 
avaitallle to lhe disabled. 
AISQ. sllUllle bltseS mull be 
open •-wllh dlsabllldes. 

Wllll llle -law melllS ID' 
Siem is lllal budding :lden­
lisls and eniPneers Cllli't be 
easily derailed. 

Greg Fowler, an t11111.-r 
wbo is -- llelil al Ille dlll-
culty be "tndlJla p!Oflle 
wbo read malerial In 
~ph)'!ic:l"andthe 
CCber muses be IOOk d•rllll 
the unas .. an llllderlradu­
aie 11 Midll&Bn Slate UIUW!f• 
!icy IS a graduate sti1dent 
a1 !.tan10n1 University. ' 

-1 - - open!)• dts­
CllURll'd by .,._ •11hln 
lbe Ullivlerslly," Sll)'I Fo wter. 
40, wilo worb al Osco Sys­
leml in P11rt. Calli. 
-nere """' people I spoke 
IO ... 111:1 llley newr said 
!bars aat an area you llould .,--

...,,, .. IP'IJUP laund In a 
Jlllldylblllllldenlswlth 

pll)'SilZ dlsalllllllOI Illa.· lhe 
blgbe:ll ~unlles lo odenc:e. In 
1988. H.000 9Clei lllsls 

- ~-. phylk:al dmbdlf7, accountln& foi· 2<.l 
of lbe lldenee/englneuln1 
-'lortle. There are about 
u mllllon ..,.._ 

Olber lndlngs wer-e lb at 
.. ~ campus disa >led 

9'r¥lte allces - lrD•ble 
adaplilll labonlDry sen lnp 
.......... ___ _ 
'* ~1111'> ...... 

J 

a,c...r.-. 
OH THE AIR: JoM Soreoson. ..nose iuve<* rta.maloid ar1lwilis malces it twd to read! some 
~ nand>elesS works as a·o.i al 1he i.n-sil)' ot MJrt1in1~rado5'alion. 

vlded quadriplegic students school beca...., of a siatt re- DCt asting ID be a surgeon. 
wtlh lab assislants. bul only qulrement 10 perform cardio- l'Ve limited my cpcloas 10 
3"' could promise acce5'I- pulmonal)' resusdlatiall. llliD8' my disability wookln1 
ble labs or spedal equlpmenL Post. with "a bumina de-- lma'fere with." be says. 
Only 16'!1 could oler a DOie- sire" IO become a psJCbia- ~ Kittlf, Mllillam di­
laker, and only ll>ll olered lrlsl, has reapplied, baping - lllr ~ SIDclelll 
to accommodate stude1us lbe ADA wW belp. ~ • Temple lllliW!nt­
durlng tes11. -rm llCl ~ • lie • IJ,..,. Ml' ldloal 118 bad a 

.. Slude!llS wtlll dlsabllllles e:merJl!DCJ room 6aclllr. rm way ~ Pl'IJIPWll. 
olleo were forced to ap­
proach professors, eiq>lalo 
lhe narure ol lhelr disabilities 
and SUgesl the adalJIBlilSIS 
needed for Ille coune. "Tbls 

""''"'""" -· lhal lbe sDldenl already knows lbe 
course and lhe laborallDry 
conten~ which Is rarely lbe 
case.• says Ille srudy. 

BID Scales, director of I>& 
abled Studenl Services a1 lbe 
University DI Maryland, says 
Slalistlcs he'll collected aver 
12 years found gi:adual lm­
provemenes In campus aM­
ronment for SIUdeDIS wtlb d& 
abilities, especlally within lbe 
lasl few yesn. 

"Nowadays wlr.11 all lbe 
technology lhat we have and 
lhe legal requirements • ac> 
cornmodale students. you 
Dnd them majortng ID every-
111111& all acrtm lbe boud. -

Jim Post. 22. ol Vdk& 
Barre. Pa. who was Injured ID 
a 198~ diving accident Ill a 
Boy Scouts camp. has a lll!Pf­
ly dllerenl problem. lie -
encoura1ed throughout his 
lour years al King's CoOeae 
and graduated lasl May wilh 
honors .from. its pre-med .,.,...m. .. 

Now, hoWever. he is the 
only pre-med graduaie ""' 
- """"""'1 hv • ..-1no1 

US fl 

.. We had a blind student 
graduale lrom the medical 
school. A severe cerebral pal· 
sy graduate with bono~ lrom 
lhe physics prosram. • she 
511)'5. "Temple has always 
had students cross tbCll!le tra· 
dltional lln ... The reason 
Ibey are able to do that is be­
ca...., of the academic and 
non-academic support ser· 
vices Ibey receive from the 
!Cbool." 

Students have ttansferred 
here because other !ehools 
haven1 given them support 
services Ibey need, she adds. 

John Sorell50!\, 28, Is satis­
led wilh lhe University ol 
Maryland's support services 
as be works towards a major 
In radio. 1elevision and Glm.. 

Tbe main dimculty for Sor­
enson. who has juvenile rheu­
matoid arthritis. is maneuver· 
ing around lhe campus radio 
11111110 wbere be works week· 
ly 81 a dl!c jockey. He says 
most ol lhe equlpmenl Is de­
~ for persons sitting ID a 
bigh cbair or !landing up. He 
bas an asslslant while on Ille 
air. but be c:annoc mal<e com­
mercials or reacb all lbe 
equipment needed for lhe 
job. 

"I bave the base know~ 
ed8" for lbese skills bu! rm 
not adepC al !hem. I dOn't 
bave lbe opportunity IO P""'" 
dee lbenL Thal may certainly 
llmll me wben I'm seelling a 
DJ )Db." 11'511)'!1. 

Available senices; 
things to ask about 

AU colleges and lllll-1IDes 
are nquired under Ille ~ 
cans Wllh Oisabllilies ACI to re­
move physical and otber bam­
en." Here are some avai!Mk 
....-..lcit5: 

., Educadoaal SUppert. 1be 
""'9odalion OD Riper Educ:a­
lioo and Disability 111)'1 ~ 
ID:!dlutions belp wtdl prerep. 
lr1llion and provide lnlerprelinc 
seMceo for lbe bearina im­
paired, reader or ~ 
9erYices. penooal care 11!1!& 
IBnlS. tllped tmboolls, adapCi¥e 
t..i!ng and equlpmenl. lalte 
pr\DI materials, braille main>­
& I!, talking calculato~ or 
Braille prinlen. 

II: Psycblatrie Disabilities.. 
The Sla1e University ol New 
Vert a1 Purcbase. tbrougb ils 
Suiiponed Educalloa l'nlgJ1lm. 
teacbes llUdenlS wllll IJl5)'Cbial­
ricldisabuidel academic sll:ills. 
sud. as prepariJll for eDlllS 
and llOle-QIJdng • Well as ~ 
dllc interpersoaal skills like ne­
godating Wilb prnl"""'5. 1be 
~ Is pallerlled alter a 
prqiram model. developed • 
Bailon University. 

., Peer OrleatalloL Ball 
Slale, Muncie. Ind.. olen a net­
"°"'where oew Sllldems wllll 
di9billties are malcbed witll 
uplien:lasnen with similar dis­
ablldes. Al9ll, !be scbllol .... 

cairlJlll!S SIUdenlS - disabil-
l 
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Understanding flourishes at 
mllnstreamed Iowa school 

. . 
By Demlis Kell)· 
USA TODAY 

CEDAR FAUS. Iowa - Staff and parents at 
Hamen iElemefuary School here dearly believe 
in full indasion of students with clisabilities. 

No amount of skepticism about bow it works, 
and whether it always does, seems to derail their 
support 1.:or the idea. 

Coosicller, for ilNance. that many of the se­
verely disabled students at Hansen school are se­
riously behind in academic achievement 

In lhe !foanb..grade class, tor instance, teacher 
Linda Hansen leads her students through loag 
division IH''Oblems in\'Olving three-digit numbers. 
Meanwbiile, Steven Mondt, a Down's syndrome 
child, sit; with an 8S'50Ciate - a staJrer caring 
for bis no:!eds - simply trying to identify nwn­
bers like ·s or 12. 

Arell't such disparities arguments for puaiag 
students •iiith disabilities in separate classes? 

Not at :lll. SiY Hansen and other teachers who 
argue W!l in aay c~m there are students 
of Wide academic abilirv. 

1 ba\·e (noo-6sable<h students ba\ing prob­
lems doing loog division.- she gys.. '"Should I put 
them back in third grade?" 

B:;t wha' C·f beha•ior problems that distract 

USA- ToDfh/ -

the no!Hilsabled? In lrst grade. Ben Jensen, a 
Down's syndrome chUd, pulls lhe hair or a girl 
beside him. She shakes her bead and be stops. 

That's minor stuff, but teachers ~ regular 
students present behavior problems, too, and It's 
just a matter of dealing with those. 

Educators also point to anocher benefit that 
non-disabled students grow up with greater un­
derstanding - and le$ fear - of the disabled. 
The kids in Trina Brewer's lftb.grade class 
proved that as they sat around a library table 
with classmale Sonya Foutch. 11, who Is para­
lyzed oa her right side lrom a birth trauma that 
also caused neurological damage. 

"At 6rst, it was hard tO accept people with dis­
abilities," says classmate Amy Boyce. "Except 
now I treat them the same as everybody else." 

Adds Carrie Petersen, "'I kind of have come to 
appreciate her. I've gotten to be really good 
friends with Sonya." 

Sonya smiles as she listens to it all. "My 
friends are just great," she gys. 

Monica Bengston, mother of Nicole, 8, who 
became disabled from encepbalitis at age 3, says 
she had no idea what "full inclusion" was until 
the school otrered il Now she's glad it's here. 

"I just know in my heart I wanted her to be in 
a regular school," she says. 

By Harry Baimett 
STUDENT GETS A BOOST: First grader Ben 
Jensen, who has Down's syndrome. gets a 
steadying hand at the blackboard from classmate 
Hilary Weber at Hansen Elementary School. 
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' A LCOkAT etUITStH>ER WAYlO .HElP Kl>SWl'IH DISABILmES · · 
~ :;·i;·~.'.~.~:;~:!J..'.~~·~~,-;~~·A/!:i{ !~;·.'<'~: J\;::\::L::X·~~fr ;;>~ ·~:.· 
~··HA~·:e~:: .. WllL~TRAVEL::·~r.~-·1 :~ 
gent~ a .7~-old who. bas spina bilda. will soon own a 'r 

· .. thre.~.~~e at the· UniversitY of Tulsa in · 
Oklliihoma.:''ll~~ tiieC1 other bikes tor kids like him. ~ut ! 

.. ~clnl ~.~em. The new·modehequires leg Use· .. 
only;~ project~ when Kramendad, former SeiltJ~: 

· tte"·!:e&hawk ~·r~.;.;n.:...+ talked. to a'liiecbanical ' . ,\ 
' ' ' ' ~6"4"t ' ' ,engl-.. _neermg profesD"~.wbo turned the idea Ove:r to a student 

~i.-n's' really)e:W&r~ing tO_see Kramer riding arOund, .. ; 
says Slefail 'Radloff, 2'L -ms·father told me once that this is · · 
like ;giViog wmg; to a bird." I.argent may tiy to market tlie · · 
bike - and wants to call it "'Wi " ' ' . ' ' 

' 7".' .. ·: ' - ., ..... : :: ·.::. .-· '.-.lllgi. ' ·, · .... ·' 
. FIRtST PERSON: ~ers in Cllarlotte. N:c., 
get-~1 ;taste of what ·ifs .· _,,-i.,,._ , .,.~ 
wre· to have a disability · · · , 3.}.:y,· 
through· a "'Celebration :fl . . ''.·!t'.i<i' 
of Ability " It got its roots ... :,:-: "::·.1 · 
10 }'E:ars ~when Cindy ! \!~~ 
Teal's wbeek:hair (she ,,, 
bas multiple sclerosis) '· 
inspired questiom from 
·her son's classmates. 
Teal spoke to her son's 
clas:;; other teachers 
asked her to come to 
their classes. Now, stu­
dent:: spend a day on the 
subject, during which 
they put on devices to 
simulate a particular dis­
abiliW (eye patches for 
blind[less; mittS for cere­
bral :Palsy·). Kids '1earn 
very quickly that they 
could put on a shoe or 
feed themselves (even 
v.ith) a mitt on their 
hand," says Teal, who 
now lives in camden, 
S.C. That's the point, she 
says: "We emphasized 
not wbat people couldn't 

ML.ttiple Sclerosis Society 
TEAL: Talk emphasizes the 
abilities of the disabled 

do, but what people could do." 

USA \OD~, '1ji1 )q3 
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DESIGNS THAT WORK: Milwaukee School of 
Engineering senior.; used to make designs for hypothetical 
problems. Then, last year, professor Dan Brandt thought, 
"Why not a real project that will benefit" someone? The 
idea was welcomed by the Southern WISCOnsin Center·for 
the Developmentally Disabled, which Is shitting from rec­
reation to helping people "find some success in doing 
work," says the center's Bill Baker. For students, the chal­
lenge is to make tools that require minimal errort - such as 
pushing a lever. Among items now in use: a paper shredder 
and a device that cuts milk cartons so they can be recycled. 

BONDS OF BUDDYSHIP: College students get 
companionship and more with Best Buddies, which pairs 
them with a mentally retarded person. Started in 1987 by 
Anthony Kennedy Shriver (son of Sargent and Eunice), 
then at Georgetown University, the program has 138 chap­
ters, with about 3,500 pairs of volunteers. Many "come in 
saying, ·rm really going to help these kids,' " says Shannon 
Oliver, a junior at the University of North Carolina, Chapel 
Hill. But she says they find they, too, have much to learn . 

GREAT EXPECTATIONS: You need a ham­
mer, you go to a hardware store. You need a catcher's mitt, 
you go to a sporting goods store. But where do you go if have 
cerebral palsy and need school supplies? Jackie Brand be­
gan that search 12 years ago for daughter Shoshana, now 
18, who has limited vision. It took three years. "Kids can't 
wait three years,'' Brand says - which is why she started a 
center where people can get access to the latest technology. 
Today, her Albany, Calif.-based Foundation for Technology 
Access operates 46 such centers nationwide. 

A DANCING TURN: Mary Verdi-Fletcher takes a spin with 
Oc;ncing Wheels, a Cleveland-based dance compc;ny. 

WHEELS IN MOTION: Maybe you 10\·e dance. 
~.!a~·t;..: \OU have a disabiliry Maybe you're curiou;:. It mat­
te;:; r,m to '.\1ary Verdi-Fletcher why you watch a de: nee per­
f<:ir::,a~:ce by Dancing Wheels. It iust matters that\ ou cnioy 
::_ \·e~c:;.r:etcher. 37, founded the company 13 year5 ago 
·.:;:-,en ;:',e decided spina bifida. a condition that me2ns she 
.:~ 2 ·.:.·:ieelchair. need not deter her from dance. t:ie pas­
o'c'~' c:-at "kept calling" even when she tried not to listen. 
Tc.Ca'-. ;::e Clevcland-ba-;ed company of dancer:: "".i.·:1h 3nd 
'·''l~:')'~; c:sabilities" gi\'C:" about l.'iO demonstrc~ilOn~ 2 \CU. 

By Mary Beth Ma~lein 
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Bobby· Walsh says 

be "'Would like people . 
to know they should 
gWe kids with disabil­
ities a cbanoe. • Ifs a 
message be impar1S by 
words and example. 

W&lsb, 22, was born 
with cerebral palsy. 
He cannot walk, talk 
or use his bands. Aban­
doned at birth. be was 
raised for many years 
in institutions and fos­
ter homes. Because he 
could not communi­
cate.. he was labeled 
"learning disabled0 

· :.ACHIEVER: Joseph Walsh pushes 
and placed in special · ·.his son, Bobby, arc>llld campus. · 
education programs.. 

But Walsh. of Scranton, 
Pa.. did not tack the ability to 
Iearn.. And through the perse­
verance of Joseph and Cath­
erine Walsh, who· adopted 
him in 1982, be went to public 
schools, equipped with a com­
puter system that ·· allowed 
him to work alongside ·his 
classmates. There, despite 
initial fears among teachers 
and administrators, he flour­
ished: At West Scranton High 
School, he was a National 

· Honor Society member, and 
named homecoming king 
and most popular boy of his 
clas5. He graduated last year 
26th of 191. 

Now a freshman at 
Marywood College, Walsh 
earned a 3.25 GPA last se­
mester. His dad, who retired 
last June, takes his son to 
schoo~ carries books, takes 
notes and records lectures. 

MHe gets all the same books 
and everything that the other 
kids get," says the elder 
Walsh. His son uses a commu­
nications device he operates 
v.ith an optical pointer at­
tached to his head. That al· 

lows him to speak or print out 
words on a machine.. 

Eventually, Walsh says. "I 
would like to be successful, 
get a job and get married." 
He's already been offered 
two jobs after he graduates, 
one by the Pennsylvania As­
sistive Technology Center, a 
state office that provides 
equipment and services to 
people with disabilities. 

Walsh says he's keeping his 
options open, but computers 
are his passion. His mother 
once confided that she would 
Mliterally have to turn the 
computer off and take the 
equipment from him to get 
him to go to bed," says the 
technology center's Kristen 
Swengel. 

Swengel says Walsh is an 
inspiration - and a "very 
successful example" of what 
happens when a pe~n is giv­
en a chance. 

"He is above and beyond 
the disability," she says. "He 
does not perceive of himself 
as (disabled). I don't think 
that's how anybody perceives 
him." 



_ ·- By MicbeOe Healy 
USA TODAY 

~°i:.~~i;~ 
-~1H;i~· tiiodiliigspeciai"'' 

; ,,_ 4 1 aiineid tO aeate:~ to~''"' 

:i.:va1 
-;.·~1t-is ooe of·severat ·projects designed ·to-;\~. 

edaaile and sensitize non-disabled student5:·:0) 
-!to people with speci3l needs.. -. ·:· 1 :/~' 
, -;1be number of these programs has grQwn ;~; 
ill recent years as people ha~ become more>~'. , 

, :-:caOsciols of those.ari>urid them With msabif.'0t}; '\. 
-:-.-..es. SlJS George£. Ay~s;execUtive di~i'.:fr~~,-,.~1:~/-c::0\';:~.-:/"!·::'.+t·· -"'' . , - , ,,_, .. ·.·· 
- -1Dr, The Council for Exceptiooal Qill~-- -:-'·~~LESSON.IN.BLINDNESS: Teacher Ronna Pritikin-aerk blli'w:tt ·:to 
- .-;:-:-nai visibility iS-~ in -schooiS;-:1.\1dctif8bOirt\'.;SuafimPaifrnent at Martin Luthef' Ki ·Jr~- , · ' . :·sd'iool in · - ·~~-~RI. t~ 

. -~sa::~:.i =~:.ti:~;::):9;J~tfit;::h~:~tJ~ p~ says ~rdoo. is d~&~:~~l~ :~~jffi~~~~!0%?f._ 
.polic:ie; that bring disabled students into gen-i;/very frililk:«:onversation intended to rilake ~ The'KidS:'on·the Bloe~:Oil¢:of,the'.ol<I.: 

i.. ·-eraj educafion :~ . - · · '>'ki<IS a5 young *5 ·g "confront their owri feel- est an~ ~ ~~!ii pro.gTams))f'~ ti@4~ 
-:_ Kids are ideal audiences for this kind of Ying';" about being judged, ignored, or teased differences bl@!Jy. ~··an ·:uµ~al ··tOOJ.::}a 
education. he says, because compared with · .•.. -~use of a disa~ili~. . multi~cial tea.IRt~t 3 ~~!.oqt ·taj.J·P,upp,¢~'.:'· 
adults, "they tend co be more open and re- ·.· ·You can't do this in a soft way," she says. "The progn,mi; staft.ed o~t, as::p~bi.µty_ 
ceptiYe to those with ditfe~ As we ge~.: :~'.'You can't ~.S'.lY· '.l)pn't call kids names.'" aware~~ oi.ill'?~~ut ~-~~ .eXJ>an(i.~::tif~in­
oldel', we tend to be more JUdgmentaL" '· \" Ronna·· Pritikin-Berk, an Evanston. Ill., elude '.programs;on social concerns: educa-

Llke similar awareness curriculums, .teacher who's used ·Friends \\'ho Care v.ith tionaJ differerices'and imediciil differences" 
Friends 'ilr'bo Care mixes classroom discus-· .. · .. her elementary class at Marlin Luther King such a;; sexual fP.O.lestation, l?;ifted and talent­
sioos, guest speakers, nuts and bolts facts, : Jr. Laboratory School, was impressed that it ed learners, ari~(:AIDS; 0Sa.ysJenrufer_Bolden 
video, posters. and simulation acti\ities to ·•·.didn't confuse.acceptance v.ith pandering. of the ·-_eo1umbJa/ Md.;-based.'.Kids on the 
help kids le2.111 about vision, hearing. learn- . "A really nice thing was that the kids start· Block education:·company. · :. ·. 
ing. aoo physical disabilities. . ed to see the other children as human beings "The use of ~µppets breaks' down bani-

In the SE<t!on about vision disabilities, for who are not that fragile. Instead of being too ers," freeing kids to ask any question about a 
example, kids work in pairs to learn to be polite or too nice, they could see them on the character's disability, says Bolden. "They 
sigtlted guices: they aL<:.0 try to read through same level. Not a pedestal." forget the puppeteers are there." 
wa.~ p:::per to u!lC-=rstand \·isioa impairment A sampling of other nationally a\'ailable ..,.. Including All of Us. A guide for intr<>-

... '(r! (.~ 1 ""::!: • ~· C"' 



; aware0e5S;anc1 volunteerism. . Through ·as: -:c:: 

~·!i~~~;~ 
'- ty and Change· community barriers. · 
;~· .,. Janlie's Great DisCovery. A curricu-
. lum guide/video program designed to sensi-
. tize third- and· fourth-graders to kids with 
communication disorders. · 

Developed by the Rockville, Mci,--based 
American Speecb-Language-H_earing .Associ­
ation, it covers the science of hearing and 
speech, hearing pTe\'ention, and the prob­
lems of those v.'ith communication disorders. 

Teaching kids sensitivity to people 
with Special needs isn't just a job for 
cla$ro(>m instructors. Parents can 
also share the responsibility. 

"'One way to begin is by reaching 
out to parents of children with dis­
abilities," says . Slanley IOein, ~ 
· llsber. ·of tile Bostoobased Excep­
tional Parent magazine. 

Most likely "'they'll want your 
friendship and an opportunity for 
the kids to establish a relationship" 
- getting together for birthday par~ · 
ties, play groups, sleepovers or other 
after-schOol activities, he says. 

If you~re concerned about provid- .·;;.· 
ing for a disabled playmate's special .'% 
needs, talk to the parent about what · ., 

~~Y c%::r:Jn.n~~=~ ~;;~ '~: 
Seal Society. Don't hesitate to "admit ~~­
that you're a little nervous." "<': 

Adults who get to know people 
with differences as Individuals pre- · · 
sent a model "that's critical" to rais-
ing unbiased., understanding kids, 
says George E. Ayers of The Council ; · 
for Exceptional Cllildren. 

"If (parents) convey that attitude A.: 
: C:~~~~ ~:Sa~~rmelves will ':~· 

Parents can also model aware­
nes;; and sensitivity by working to 
ensure that their community is ac­
cessible for people with disabilities, 
from churches -and synagogues to 
recreation programs, Klein says. 

He also recommends using im­
ages and story lines in the media fea­
turing characters with disabilities -
such as TV shows like Life Goes On 
or advertisements for Sears - as op­
portunities to talk about differences . 

"It's very important to talk about," 
says Klein. "It's important to empha-1' 
size that this is a child just like you 
who just can't do certain thing;, and 
that all of us have areas where we I 
can't do certain thing;." 

I 
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Athleti~ for disabled, b· .... ··: .. 
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iinmEAPOus · ··_ At . the 

top o11be sizlh lbere's a: 1unner ·· · 
oa llSl. Tm Christy,' cxiadi of 
the Soalh Higb.''llgers, Whizzes 
bis electric wheelchair around 
the edge GI 1be bidoor plaJing 
leld ID ~a word of advice 
to die ~CID list: .': .::, :.~'~:. ·-

A batll!r' moving up-~. :;: 
the plate uses a meCBl walker. · · 
10 brace ber steps. When sbe · 
makes a bit. a teammate will 
nm forber. · · 

While players on the bench 
and fans in the stands keep up 
the usual patter of.~ 
ment and tree advice heard at 
any sporting event, the plastic 

· 'libillle ball is thrown. The bat­
ter whacks ir and the runners 
take otl. Fmal score: Tigers, 15; 
Osseo 79ers, 6. 

1bis is tbe seasoo opener for · · 
the MinnesOOi Association for 
Adapted AL"letics' softball 
leagUe. which \.'llriSty believes 
is the only b..igb school inter· 
scbolastic league for disabled 
kids in the USA. 

PLAY BALL: Richard Jackson pitches 10 teanvnate Corey Johnson, 17, who then wheels to first 
base as the South High Tigers win their adapted softbaD game. Johnson has cerebral palsy. 

Softball is one of three inter­
scbolastic high ·school sports, 
along with hockey and soccer, 
offered for students v.ith dis­
abilities. There are two divi· 
sions, ooe for teens who are 
mentally handicapped, with 
~ d~cgr,ed to be more 
physical b\;t less complex, and 
one for t.:1~ v.ith physical im· 
pairmen~. -.ii:.!l adaptations in 
the rules c.r:d pla)ing field. 

Seve:: players are on South 
Higti"s S.Jftba.U team six boys 
arid a giL Their physical im­
p.airmen~ range from the mild 
:c. :.he s.:ve:-e. ir:cluding asth-

ma, coordination disorders, 
congenital bone disease and 
spastic cerebral palsy. 

In the stands sits Ernie Burn· 
ham, a burly man in an athletic 
jacket, whose son, Ernie 
("Bud"), 18, a tall, blond senior, 
is on the field. "I get more en­
joyment watching these kids 
play than watching so-called 
·normal' kids," Burnham says, 
keeping one eye always on the 
action. "I don't consider them 
handicapped anymore." 

It doesn't take long to get be­
yond the idea that these ath­
letes are different from any 

·kids playing anywhere. 
· They feel the fever of com­
·petition, tempered by a level of 
good sportsmanship that in­
spires their fans, coaches and 
officials. 

'They've got the real spirit 
of the game," says umpire car­
ter Holmes, who has been offi­
ciating high school sports since 
1969. "Ir's wonderful to see 
what they can do. Some kids 
are really very athletic. They 
do wheelies in their wheel­
chai~ and turn in another di­
rection just like that" 

What impresses him most, 

though, is their love of the 
game. "It's what sportsmanship 
and athletics were a long time 
ago. They come out here and 
do the best they can." 

Burnham says since his son 
Ernie started playing floor 
hockey and now softball, "I've 
seen him progress, just being 
able to compete." 

For the athletes, "it's fun and 
it gives me something to do, 
other than staying home," says 
catcher Justin Eckb!ad, 16, a 
South High sophomore. "We're 
out to win, but we're out to 
have fun, too." 

.. 
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Athletics for disabled bri~ out the :gOod''~DO~ 

Photos by Kathy Strauss, AP 
WHO'S ON ARST: Coadl Jim Christy moves around the 
baseil ies in the Tigers' season opener in Minneapolis. 

Coach Christy, who has cere-. 
bral palsy, has seen that first­
hand.. - roe kids have a real re­
~ for each other and each 
odler's ability,'' he says. He re­
calls a floor hockey game 
when Mooe of the kids from 
South bad fallen. An opposing 
team member stopped and 
picked her up, and they went 
0:: pla:-ing. That's something 
y'YJ c'.or.·t se€ in other leagues." 

ne program has its roots in 
Ct!ri;:tv's vouthful love of 
sporE ~'he-n he was in eighth 
grace. be was in a gym class 
playing adapted tloor hockey, 
a game designed for students 
with physical disabilities. "I 

asked my teacher why we 
couldn't play other schools, 
like other phys ed kids did,'' he 
says. 

While in college, Christy and 
a friend rewrote the NCAA 
hockey rules for adapted play, 
and in 1974, a league of four 
teams was formed, two from a 
Minnesota high school and tv.·o 
from a local camp for handi­
capped kids. Since then, it has 
grown and gained respect 

Staning next fall, the leagues 
will be sanctioned by the state 
high school athletic associa­
tion, a formaliry that Chrisry, 
chairman of the Minnesota Afr 
sociation for Adapted Athletics, 

aild odlels boPe will brlDg 1t·10·· 
, Ille aamtioD of more young 

·:~ a1hleles. '·_ -.. : . :·::.'\'. ,.: ,; ... 
As a coach. Cluisty :. says; · 

-rve always played to ViiD. but. 
winDiog wasn't my :primary 
goal" His overall goal Is to pro­
vide a competitive experience 
and build self~m in his stu­
dents. Still, be confesses, 
"'when the game startS, I Want· 
to win." .. 

The team is ~. 11ot cmJy 
for the players but. for every­
one at South High, Minneapo­
lis' largest high school . with 
I,800 students, Christy says. 
"Ifs one more Wa.y ·for other 
.kids tn see that just ~use 
these kids are physically dis­
abled, they have the same de­
sire of playing and winning," 
he says.. "Ifs one more avenue 
kids can relate on. It shows 
how people are alike." 

Getting tn know his team· 
mates is the biggest benefit of 
participating, says Thad Le­
siak, 18, a senior who competes 
in shot put and discus with the 
regular high school team. A 
disease affecting his knees 
keeps him from playing foot­
ball or baseball for the regular 
team. but he qualified for the 
Tigers. 

"I like coming out and being 
v.ith these people," he says. 
With a sensitiviry beyond his 
years, Lesiak says, "people 
tend to push people who are 
different aside. They'll set 
them apart in special ed or 
group homes or whatever .... 
They·re so frightened by the 
way (disabled) people look 
that they don't get to know the 
person inside. And that's the 
best pan" 
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The Hospital for 
Sick Children 

F(!r 1()8 vears there h:is been a transitional 
care hospital In the District of Columbia prepared 
If> respond to diverse and changing needs of the 
c1tv"s children: the Hospital for Sick Children . .-\ 
un.iQue Jnd rnst-diective resource holdin~ J 

special spot aloni,\ the cuntinuum of care. the 
Hospital has been J. vital link between the acute 
care svstem and the home. 

·r;·,dav it is still the onlv transitional care 
hospital servin~ the Washington metropoiitJn 
:trea. That uniqueness. howe~r. poses a dilemma 
in the face of increasing demand for beds. 

Due to a 40 percent increase in admissions 
,;mce 198fi which is expected to continue into the 
next decade. the 80-bed Hospital is expandini.t its 
capacity and Sl'rvices tn accommodate 130 beds. 
The $19 million expansion and renovation project 
is schcduil'd for completion by 1993. 

While the Hospital treats children from 
i nfancv tn 21 vears ni ~c. 1'2 percent oi its patienL-; 
are under rive 1·ears old. l'J.tients are referred hv 
local Jcute ca~e hospitals and stJv. on J1·er:u.!e. 
between lour and six months. More cumplt:x c :i.>e.s 
c:rn rcljuire Hospital sw1·s of up lo one \'l'Jr. 

The lfosp1w.1 f"r Sick Children emphasizes 
:i multidisciplinary approach lo patient c:in·. 
Teams or· phvsrcians. nurses. social workers. and 
t her:ipisL~ e1·alu:itc all aspects of a child's devd1 •P· 
ment. :111d Jesi~n individual treatment plans. 
These include perrndic evaluations of s1 i<:1al. 
c·motlf>nal. J11d ph)'Sical progress lo ensure that 
therapies address the child's chani.tin~ psvcho­
social Jnd develormenlal needs. 

Conswnce U. Battle. ,\1.D .. the Hospital"s 
Chit:i Ex.:cutil't' < Jtficer and Medical Director sinct: 
l ~i':l. 1s committed to familv involvement in tht: 
['Jt1enL-;· cJre. The ""familv-(entered" approach to 
care 1promott?d hv the .-\ssociation for the Care o! 
Childr.:n s Health I inrnlves close collaboration 
hi.:twt:en th..: rat1enL~· families and the Hospital·s 
111edical ll'illlls. 

The Patients 
..\ study rl'ka.sed in ~i.:ptemher 1991 hy th.: 

Childr.:n's Ddensc Fund t:ntitled "Brii;!ht Futurl's 
"r lln1ke11 I lrl·:ims· r:11ntl'd an :ilarmin~ ricturc 
!11r the Uistrrct 11r" Columbia: 

.·\ kt:n:IJ.lt:r i.;il'.:S hirth ,·1·erv lour hours 12.li~J 
hirths in J l.)Hl.JI. 

• E\'t:I)' rive hours. a baby is born weighing less 
than 5.5 pounds. 

• .-\ !JC. i ntant dies every 33 hours 1267 infant 
t.ll'aths in 1989) 

• '1ore than 25 children a day are reported 
:1hus.:d or neglected. 

• 1111e in three children lives in poverty- a rate 
.111 r.:rcrnr higher than the national avl'r~e. 

l.1k.: scores oi U.S. cities. the District ui 
Culumh1a has been hard hit by the drug and AIDS 
c·p1dem1cs (1f the 1980s. Many of the young 
;1:itr.cnl' .1t th.: llnspital for Sick Children were 
n11m to moth.:rs with drug-related problems or 
.\llJS. Thi.:se mothers received little or no prenatJI 
,·ar.:. 1 '::itit:nt.s. cunsequentlv. are beset with 
multiple diai.tnoses a.-; well as pervasive economic 
.ind s11c1al prohkms. 

The most common di~noses for patient~ at 
tht: llosprlal for Sick Children include prematurity. 
hn>n(hopulmonary dysplasia. dysfunctiunal feed-
111g Jnd failure to thrive. ietal alcohol syndrome. 
post-trJumatic injul)' rehabiliL:ition. infectious 
Ji~a.,t:s. and n.:uromuscular disorders. 

The Staff 
The lfospilal for Sick Children is staffed on 

:1 rull-t1mt: ha.-;is bv four hoard-certrtied pediatrr­
c1ans and 43 board-certified subspecialists with 
medical staff privileges. including a pediatric 
pulmonologist. The 300-person staff also includes 
registered nurses (some with rehabilitation train­
in~J. respiratory therapists. and a rani.te of social 
sav1ce and therapy professionals. · 

Programs and Services 
With a focu.s on caring ior the ··whole" child. 

th.: llospitars prolo(rams and services cover a range 
·•I m,·dical and developmental needs. Therapeutic 
.'c'l'\"ICl'S include: physical. occupational. respira­
torv. rl'creational. and speech and hearing. The 
I losp1tal s expanded facilities will include specially­
intci;!rated therapv treatment rooms allowini.t tor 
multi-sri.:cialist otisl'r.·ation and treatment. There 
"ill also ht: tM> 25-hed step down units for children 
with kss-intensive rehabilitJtion needs. 

In c• 1niunction with the therapies is a develnr­
mental inter.-ention program which fosters nonnal 
childhnod Ut.:\·l'lopment in the Hospital setting. 
This d,·vt:lopment is accomplished through the 
ust: o! (areiullv planned cognitive. social :ind 
motor stimulation geared to reaching the child's 
110rm:il dt:l'elopmenwl swte. . 
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.4 speech-language pathologist teaches a patimt 
to communicate via cumputer. 

In addition. the Hospital staff is trained to 
recognize children who mav have been Jifectcd 
hv maternal dru~ or alcnhni use. Treatment pn.i­
grams can be wilored according to these children·s 
special development..11 needs. and can help t" 
mitigate phl'sical and cognitive impainnent.s. 

Family Services 
The Hospital staff understands that parenL~ 

need ongoing support in meeting the difficult 
requirements of thi:ir child's condition. Therefor.:. 
parents and medical pnitessionals collaborate Jt 
.::very step of the child's care. 

There are parent support groups. a valuable 
resource for familil's who are preparing to care tor 
their children·s special needs. The groups gii·t: 
parents a chance to share fears and concerns ;ind 
lo learn from each other ah(•Ut copin~ with their 
child's illness. -

Another imporwnt iamily program is the 
weekly "Kids lo Kids·· support group. The ~rnup 
gives siblings of hnspitJlized children. :in or'ten­
()verlooked ·group. :1n "pportunity tll 1·erbcilize 
anxieties. share fears. :ind li.:am from one anothi.:r. 

Hecognizing that parenL~ will alwavs nt:.:d to 
learn new care-gil'in>! skills. the Hospital·s 
expanded facilities will include a crucial fcJlur.: 
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- a family trairnns.? :1pJrtmcnt. In this tullv 
equipped. realistic scttmio! ri:irenL,. under medical 
:;upervision. will ha\'c J d1anc<" to riracticc carins.? 
for their child. This "tr;u111ni.! Jotr1H111J .. 1,iJl 1mprove 
i'JrcnL< ciintidcncl· l"r !'IL' J:11 tlH'\' t:1kc their 
-:hilJ home. . 

The Costs 
The Hospital f.,r -;1ck LhilJrl'n is a rnst­

t.:1frctive resource lnr thL· '"mmurntv. J welcome 
feature in these J:1\'S .. 1 h .. unJkss. Jdicil' Jnd 
harsh cutback,. ThL· I I• •S1'1tJJ mJ.Jn~ns an overall 
cost-rer..Ja~· oi :irrr11x1m:11d1· ~hliO rer 1xiticnt. 
which includes [1}1\~k1:111 :111d JllctiiJr\' St:r\'ICCS, 

:111d n •im :mJ h11:in.i. Tl11,; L' • 111, .. ll:Ji 11; nnc·third 
the c11sl' 11! 11thcr 1:"·tl1t1c:' 111 !he ll1strict o>t 
L'1.Jumh1:1. 

111 l'i'!O. th..: 11> isp1wl,; '•r..:r:ttrni.! hudi.!ct was 
~ U million. Ncarh· :di 1'17 rc·rrcn11 nl iL.;; patients 
dcpcnd ( >11 MeJica1d 11) r:1v t ht:('< isl' ( ,f their CJre. 
Since :\h:JicaiJ [1J\'mcnl' l:tll ,;hort 11( costs. the 
HospitJJ n.:lies nn :111 1111cns1w lund raisin!.! pro­
.:r:-im In m:-ikc up !he· J1ffcrt'ncc. 

The Future 
l~xperb prnic·cr 1h:11 thL· \\:l';hini.!ton. D.C. 

:1rca will n.:1.1uirc :11 IL\l't ~IHI tr;1ns1t1nnal c<ire beds 

by the year 2000. In light nl current :-ind antici­
pated needs. the Hospital for Sick Children 
embarked on a $19 million renovation and expan­
sion project in 1991. The project will not onlv 
bring the bed total to 130. J 60 percent cap<icit}· 
1ncreao;e. hut it will mean significant gains in space: 
growth from the current 4'!.000 squ<ire leet to 
116.'!00 square leet. 

The project will also cre<ite criticallv needed 
feature such as private consultation rooms. Jn 
cduc;ition center. a hydrotherapy pool. new isola­
tion rooms. separ<ite Jining ;ind play area'i. and 
more efficient <idministr;:itive space. 

The funding for the project is coming from 
a VilJ'ictv of sources. A two-year CapitJJ CampJign 
has. to date. raised over $1.8 million towards a 52.:i 
million goal. This monev has come from J t'om­
bination ol foundation ~rants. individual J; in a­
t ions and corporate contrlbutions. The bulk oi' ihe 
i'unding. however. was dcrin:d (mm J pri\':tll' 
bondini.! issuance. 

The project. l;:iuncheJ at J ccrcmonv tcJtur­
ini.! President George Bush. First L:iJv i3arb:1ra 
Bush. Secretary nf He;iJth and Hum<in Services 
Luuis Sullivan. 1\l.D .. <ind U.S. Surgeon Cener<il 
Antonia Novello. M.D .. promises to make the 
District's uni4ue he;i,lthc<irc resource a \'ital p:-irt 
nt the iuturc. 
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HHllng the handicapped: Dr. Con­
stance U. Battte. head of The HospilJll 
for Sick Children. wtth Kimmi, 1n 1 B­

month-<>ld P•Uellt 

ONE DOLLAR 

~. 

Constance Urciolo Battle 
Work with disabled children 
influenced her career path 

lly IJ l1 JISA SI !EPNU) F:.SCOBAH 

C 
onsrance Urciolo Barrie's resume 
runs i 6 rages. but ir was a rem­
porary JOb that didn't even make 
rhe list that set the direction of her 

career. 

In the late 1960s when her then-husband 
decided to finish his residency at the Uni­
versity of Illinois in Chicago. Battle took a 
job at the dental school's center for cranial 
facial anomalies. She ended up mediating 
meetings c•f 30 or more doctors to decide 
treatment for children with malformed 
faces. 

"It turned out to be fantastic. I learned 
how to coordinate a big team of subspe­
cialists to orchestrate the care of a child 
whose condition is incredibly complex ... 
said Rattle. "I had a taste of sitting at the 
core. sitting ar the hub. and making it hap­
pen. 

Thar led her ultimately to become chief 
o.ccuttve officer and medical director of 
The Hospital for Sick Children, where for 
I 9 years she has been orchestrating care of 
severely disabled children in transition 
from the hospital trauma unit to their par­
ents· homes. 

Dr. Robert Parrott. former director of 
Children· s Hospital. National Medical 
Center. encouraged Battle to take over 
leadership of the struggling hospital when 
she came to him for advice in 1973. She 
had iust returned to D.C. atier a two-year 
fellowship in health administration at Uni­
'erstty of Chicago's business school. 

"I was struck then by her intelligence, 
and her hard work, but particularly her 
dedication to children with disabilities." 
said Parrott, now director emeritus of Chil­
dren 's. 

WEEK OF FEBRUARY 24, 1992 

Battle has special insight into the strug­
gles of the handicapped: Her eldest child. 
Ursula, is severely disabled by cerebral 
palsy, born breach 24 years ago when Bat­
tle was in the middle of her residency at the 
Universitv of Rochester. 

Battle said she never seriously consid­
ered pulling back her career. even though 
her mother said she should. "The only 
thought I had in my head was what would 
help Ursula. I felt I could become more 
knowledgeable." Battle said, showing a 
family picture of herself with Ursula and 
her two sons. 20-year-old Bill and 16-year­
old Chris. 

Battle. 51. is one of those women who 
has managed to do it all. Divorced in 1979. 
she has raised her three children in her 
Potomac home. One of the many seminars 
she conducts is titled: "The Professional 
Woman as Mother." 

How did she manage? "I always say. and 
I'm not being silly.just barely." 

Battle said she doesn't know if she 
missed out on anything, but she does 
alwavs feel under pressure. "It's kind ofa 
style.of mine." she said. "I always liked it. 
being under tire." 

Her position puts her in that line. The 
fact that Battle is both a physician and a 
hospital administrator is unusual. outside 
large teaching hospitals. For example. she 
is the only physician on the board of the 
D.C. Hospital Association. and is chair­
woman-elect. 
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"There is a real tension between admin­
istrators and physicians, often vying for 
power. often distrusting one another's 
group. If you act as a CEO and as a physi­
cian. that confounds the whole scenario." 
Battle said. "I happen to be quite comfort­
able with the fact that it puts me in a unique 
position and vantage point." 

That Battle is a woman in her position 
puts her in an even smaller group. Accord­
ing to the American College of Healthcare 
Executives. last year 12 percent of the 
chief executives of U.S. hospitals not affil­
iated with a religious order were women. 

Battle has been a leader of women in 
medicine, locally and n.ationally. She ded­
icates several mornings a week to ·tutor a 
female medical student through a mentor 
program set up by the American Women's 
Medical Association. 

Not only the students look to her as a 
mentor. Dr. Lillian Gonzalez-Pardo, a 
pediatric neurologist at the University of 
Kansas, asked Battle to speak as a role 
model at her induction as association pres­
ident last year. 

In her letter Gonzalez- Pardo wrote: 
"You are a prime role model in your pro­
fessional work, the compassion you have 
for the patients and fami hes you deal with, 
as well as your personal strength in caring 
for your own daughter who has a major dis­
ability. but I know brings JOY to you and 
your family. 

"You had trust and confidence in my 
work and abilities, even though I had my 
self-doubts; you encouraged me to be 
strong and believe in myself." 

Battle herself has had role models, like 
the classmate, 20 years her senior, who 
encouraged Battle not to give up her career 
when Ursula was born. And the former 
head of George Washington University 
Medical Center, who gave her gentle 
encouragement and a great recommenda­
tion. And Parrott. who pointed her toward 
The Hospital for Sick Children. 

"I saw the great opponunity here. It was 
in dire straights, it was in a mess. but it had 
such potential." she said. 

Battle turned the ailing hospital around, 
bringing in a medical staff that is commit­
ted to transitional care, and boosting the 
hospital's ragged reputation. 

"She's cenainly a very efficient admin­
istrator·. She's very skillful. and has a great 
sense of direction." said Dr. Roselyn Epps. 
member and former director of the non­
profit hospital's board. "She is a very hard 
working person who is able to face chal­
lenges and move forward." 

The hospital is only one of a couple 
dozen of its kind in the country, rehabili-
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tating children who have gone through sig­
nificant trauma - a premature binh, or an 
auto accident - and preparing them and 
their parents for life. 

"We don't make heroic cures here, and 
we hardly ever diagnose things heroically 
here, but we do enable a child to become 
more functional, to reach. his potential 
here," Battle said. "We do help a family 
adjust to him and take care of him and 
ready itself for him." 

Under construction outside Battle's 
window is an 80-bed wing expected to 
admit patients by January. Six years in the 
works, it will be for the sickest children, 
and will have an array of new equipment 
and services, including a small apanment 
for families to live for several days, to learn 
to care for their disabled children. The 
existing building, constructed in 1926 and 
modeled after a French chateau, will be 
used for administrative offices, and 50 
beds for children needing longer-term 
rehabilitation. 

Week or February 24. 1992 

Battle grew up in D.C., her father a pro­
fessor with a double doctorate in linguis­
tics and philology. She attended George 
Washington University School of 
Medicine, graduating in 1967, went to 
Rochester for her internship and residency 
and then to Chicago where she was the 
only physician and only female awarded a 
fellowship from the U.S. Department of 
Health, Education and Welfare at the Uni­
versity of C~icago Business School. 

Battle teaches at George Washington, 
Howard and Children's, and leads semi­
nars at her hospital. She also writes papers, 
dozens of them. One landed her on nation­
al television - Prime Time Live, 48 
Hours, 20/20 - about caring for disabled 
infants kept alive by high-technology 
medicine. 

"We have the power to save babies," she 
said. "We have to keep trying, but we have 
to do it in a concened way, and ifit doesn't 
work for some, we have to take care of 
them throughout their lives." 

Her own disabled child fueled Dr. Battle's 
passion for the welfare of sick children 

''This is my founh baby," Battle said of 
the expansion. 

Fundraising is on target, with $15 mil­
lion borrowed and $3 million donated so 
far. almost reaching the $19 million need­
ed. she said. 

Battle led the charge to convince the city 
to approve the expansion, armed with stud­
ies of D.C. 's children, and the hospital's 
long waiting list. 

Even though most of their care is paid by 
Medicaid. the hospital is financially 
healthy, panly because it is not drained by 
a trauma center. Battle said the hospital has 
a 2 percent to 3 percent positive operating 
margin. 

Although she never dreamed of being an 
administrator, Battle knew she wanted to 
be a doctor when she was five years old and 
her parents brought her back a doctor· s bag 
and nurse's cape tjom a trip to New York 
City. 

"l was intrigued by what doctors did," 
she said. "I remember when 1 turned six 
and I reached the average weight for a per­
son of my age. I just found it all fascinat­
ing. 

DOSSIER 
Constance Urciolo Battle, M.D. 

The Hospital for Sick Children 

Title: Chief Executive Officer and Medical 
Director 

Age:51 

Spouse: Divorced 

Residence: Potomac 

Noteable Quote: "There is a real tension 
between administrators and physicians, 
often vying for power, often distrusting one 
another's group. If you act as a CEO and as 
a physician. that confounds the whole sce­
nario. I happen to be quite comfortable with 
the fact that it puts me in a unique position 
and vantage point.· 
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I PMW!! THE POO 

PRISONERS OF TECHNOLOGY 
Modern science has rescued these children, 
but for r_r.:hat kind of life! 

B.1· C..\TllY TilOST 

rECll'>OLOGY 

T
llE 
!hat g[\{•< lii'e tu prP· 
rnlit un-' ,111d .sick babies 
-..qrnt·t 1 mes hecnnH-'S 
ttlPlr c.qJlor. 

\! I he H<>spital fnr 
Sick l'hilrlrPn 111 \\'ash1ng1u11 
D.C .. " ""''"ll·\·•·ar-nlrl girl lies 
mutlonle:;., 1n. lwrl. hn J,•gs 
crarlli11g a otuffed rabbit. She 
wp;.us a pre!t_\· k!ret>n rirt-'8.S. 
n>llow nhhnns art• TJerl c1re· 
i·ull\' 111 her hair. Un the wall 
are p1Jsters or" a t rnp1cal 1~la1H1 
and a wh11e kittt'n. 

The •:hilrl was horn with a 
de~enerat1ve 11euromuscular 
disease that has left her rnnre 
helpless th~n a newhom. 

:\t hirth. "it was as..o;ume<1 
she would J1e and she didn't." 
savs a d1>ctor. "She sun:1vPd 
on.I\' hecause <1f technulo~\· .. 
Tubes fastened tn a <·e11tdaior 
µump fnrrP ox_vgen illtO her 
lun~s and k•,ep her trachea 
rnoist: a winking blue panel 
records her !wan and resp1ra· 
torv rnte . .-\nnther tube i••eds 
her. 

The <."111ld has heen 1n h<>S· 
pitals :-;inn.• li1rth-1n this 1 111 .... 
since l!!,>\4 "'iht• " f1iih· r .. ch· 
nolng_v.f1,:_·pPrHit•n; ;.;ii_\.'S Uli:!a 
lhll. :1 iln,;p1tal ,,(final. "She 
!113\" f\'H.l'l !1J rt s11ec1(1c :-raff 
me;nl>t:r rJr rel'o1ln1ze a pt:'r­
_..:qn"s vnin~. hut WP.rP nnt :-;ure 
what . ..::h+: ··,....crign1zt:-s and 
doesn·t :-1·•:•1gni1.e .. : \\.hat t:an 
:=.he dn·' ··'.\.1rh1ng.·· :=.a.vs \1s. 
f:hll. 

.-'lnrl pr11hahl\' rie<·er "ill 
For r he ,.ntine; girl i~ one qf 
:in i11crt':i.s1ng .number oi chi!· 
dren who :1rt:' ··prisonprs of 
technulo~.,· .. -pat1~nts who 
would have rl1ed :it binh 
without l1il'·Sah·a~1ng t•••:hnol· 
ogv bu! whr> •:::111·1 Sta_v alive 
w1fhrnJt its l'1Hltlnlllfl£ as.s1s­
tance. 

\1an\' are d1ildren «ho 
were horn l!!O :-:,qon ~ind too 
>mall. ur '-''II h grave diseases. 
nr hnt h. \lodern sciPnce has 
ri.•scued : hese •:hildren: ;ir1w 
,;ociet\' has t<J decide whether 
that's a bl1·ssing nr a curst'. 

The i1Jckiest •:hilr!ren ,.,·en· 
t uall_v l'.!) hnmt: v. ir h 1 ht-1r 
hreathin~ diiri fe .. ~ding tuhes. 
n1ghtr1m1: hn•rtthing :darms. 
suction machines and nther 
medical ;•araphernalia. ll11t 
m:u1v :tfl' !1 11 J damal!ed \11 

ever. go home. Utht:rs are dt~-

'I:-:. TK.11:-;T t:i ,\ . ..;T..\~T fu:1••1R.TU< 

1.·,: Tin~ \\.\l.J. . ...;TH.H.T .11>1 H.' \I. .... 

\ \ .\:--111 :'\!. f1 '·" 11 ! R. ~:,\ ! 

:-;Prtt>rl h\· parent~ wnn itrt:' 1m­

wdl111~ •ir tl!lanit• !·i •·• 111t•. f!.J:-i· 

t 1·r h1Jrtlt:'S :111cl ·•! ht·r 1·:1.:il1t ies 
an• ill -.n1lr1 .-.11ppi,· ;dr.-ad_\·: Ill 

:-:.nmt· ··:1:-.t"!"I ..... ialt' ·'I !·••:al rt:g-

1ilat1n11s r\" .. ll UH:t.~1· II 1rnpossi­
bJe to p!a,·e a chtlrl with a 
hn•ath1112 11r t"1•f"tlin.1it 1uhe in a 
i.:ro11p ht1fll•• :\nd f1•w (·:niµles 
:1n .. \l,:illmll. llJ ;idopt ;ind care 
f,ir a ,·hild "'"ho 1111:1~· alwa.vs 
~lt' ;tt tht> llll:'rrv of a maehinP. 

:\11<1 :-11 irwv :-Ja\' n11. And 
, >ti. I waik t h~nu~n I hi· halls 
p\"t'r\" dav :ind :'''t> lht' lives 
thes .. ··htlrlri·n t .. Hrl lnng after 
!ht' dr:lfllH. .lfld ciam1nH nf 

1 n~a.11111·111 d1.·1·1s1q11~ havt• been 
r11a1l•·.·· <'.111:'Ta111·1· ~~attle. the 
;1wd11·:1i d1r1·(·1nr :11 th1~ Ho~pi­

r:d f,>r .~11·k l .hi!drt•ri. wrote 
; \'-"II \••ars :1gn 111 a medical 
,1<>11rnai "I wHt•·h the children 
whns ... ra1111i1l'S l1a\·t· cqne nn. 

\A. ho ha, .... t1t'Cf)nJt:" t'IT10t 1onall_\· 
distanr1·rl and llliJ\t>d 'Hl 1 .... ith 
l!Udt 1111ci :-.1.·lr'·r1·1·r1m1J1a!1unl to 
rn~w 1·hapt••rs m thPlr ll\'PS. 

"And I witness and think 
,,j the l·>n~ l•mel\' Saturdav 
afternoons "'"ht>n tnan_;· of the 
nurst•s and I t1t'rap1sts are gone 
and lhP ditldrPn are 'lowlv 
pas.-.;ing tht- 11rne. minute b~· 

minutt• It 1..; :lt 1hnsP mo-
1nent• that I hl'ratP the tech· 
noln2_v 1 hal has ;1Jlowt:-d us to 
t·rpaf,.i ;i llt'W ;1,1;!'.0!l_\" :Ill t'X\.S· 

t t'I11"e .-.:1)/llt•wn ... rt• h1·1 w~en life 
and death ... 

111 this 11t·lht>r wnrlrl one 

dav. a thn·e·\"t:'CH·olrl·hov. who 
:ll. h1rt h 'A'e1~·h1·d h;orPI.\·. half a 
pound. l1·ans 1>r1 a !'"ipr:>cial de­
<'!L'e t<> l"''P himself up. He is 
:a l·ast- :'! lld_\· r)f t ht' ravages iJf 

··xt n~nw 11n·mat 1ir11 _,.. He has 
1i~JfH'r 1· 0 ·..;p1r:.it1in· 11rohlt!fllS 
:u1rl f•·edir1i! ttih ... ~. :1nd so lit· 
tl1~ r:11.1...:;1·t1tar t•JIH' :hat he 
!ll'eds h1~lp t11 :-;land. Emntiun­
all_v. h1· i:-; a ~J1J.rnonth-olci. 
_.;mil111c ;11ui h]ow111g hubbies 
at thl' nurses whn 1111zzle him 
:1:-; t ht->\" pns~ h_,. 

111 tht~ l!lt"anl ruurn. a l--l-
111onth-rdd L:irl htlrn 1irerna­

lurPl\" !il's stHrotuHi1:d L.v the 

machrnes and medicines that 
keep her ail\'e. Breathing 
tubes ntll frnm the ventilator 
intn her neck and a feedmg 
t uhe 1..:uts into her stomach 
abo\'e the ttn\' bear cartoons 
un her diaper~. She gets nine 
different t.'ves of medications 
dail \' to treat her kidnev and 
n!Spirator\' prnblems. ii1cluri · 
ing 'ter:rJids that puff out her 
tiny cheeks. and drugs to 
keep her calm. 

The d3ilv 'chedule posted 
•J\'er her crib reads like Arm\' 
maneuvers: "0001-aeros~I 
[medicine ,;pra~· [, cpt [chest 
pats to Jo1_1sen secretionsl .. 'ix 
[suctioning[. !tleds, ,·ital 
signs... Duct ors .-:.av :-:he 11.-:.erl 
ro hr:> so agltatecf b\' 1101ses 

that ii the\' stood hv.her heri 
talking. he.r heart r~le would 
zoom - and she would ha\'e a 
bronchial spasm. Work-shift 
changes wnitld leave her so 
rattlerl 11 wnuld take hours tn 
gel her t<J breathe normallv 
again. 

. Though there's no •:\'t· 

dence in her case. such he· 
havior can indicate maternal 
drug abuse. T" soothe her. 
lights are dimmed. soft. music 
turned 1111. 1:1nci screens plat:ed 
around her bed to muffle 
noise. Her parents \'isit. ;rnrl 
doctors hope she ma_\' he able 
t11 fo home somedav. 

"i ext to her b~d is a two­
.n!ar-olrl hnv whom nurses art> 
carr\'ing hack from group 
1herapv Thev c·arrv hini. hi' 
portable •>X\'gen 1rnit and his 
stomach rnhe A splint helps 
st raighlen his legs. anri ht: 
1.:ries 011t. pl1shing. his ~lasses 
dnwn arollllri his JH.>se :tllrl 
twisting angrih· i11 his bed. A 
nurse fuhs hi.s head s.\·mpa-
1 helically, sa\ ;ng he's proba· 
hl; anKT\' hf·cause he doesn't 
w~nt r o. cu me hack tn iieci. 
Over his crib is posted a sign 
telling nurses ahout his de\'el· 
!lJlrllt:-ntal progress i.llld !lt:'eds. 
··Cive him tr.Jvs that n>ck or 
r11ake music .when the\' are 
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t<>uched or pushed," it sa:-·s. 
.-\not her hov has a rare 111 · 

r..stinal disorder that requires 
pumping nutrients through 
t lw heart and b_,vassing the 
st onwch. Almost two <·ears 
«Id. he sits in a high ~hair. 
i:-:.cilated in a special room. 
plil<·ing with a Mickey \1ouse 
1•<>1>-up t11v. At night, the rloc· 
''"' sa\'. he pla.vs with his 
tube,; anrl punches the hut· 
1011' nn his feeding pump. 
The.'· hope he will improve 
a11d KO home to his parents. 
Hut the future is less bright 
f•>r " girl nearbv, horn with 
: he same disorder. whose fam. 
ilv is tmstable and probablv 
111.:apable of caring ior her 

The hospital has had 
111nn\· successes. rehabilitati111:? 
and .sending children home 1;1 
families and lives of hope. and 
lk Hattie makes a pomt that 
:1·chnolog\' performs miracles. 
1 ''"· The medical staff tries 
hard !<> make the hospital a 
h1·lfn1: There art> p!a_vronm.s 
;111d rititrlnnr pla_\·grounds. 
1i1·\·t·loprnPntal program 1~) 

ill· Ip I he chilrlrPn tno\'e for· 
w;irrl and learn fll.'W ~kills. 

inps !o fast-iood n~<.:taurants 
:ind :1musernenl park:;. a11rl 
wed;h· f:unil\'·St\'le dinners. 
1 >•1t·11~r~ civ1• t.he (hilrlren har­
j·•·tf•·~ a1irl ll€W dcith ... ~. and 
'.!ilunteers cnme i11 tu nit and 
11errn their hair. 

"There's not a c·hilrl some· 
''"~ hasn't fallen r11 love 
•.1·r1h ... sa\'S \largaretia .Jack· 
.-•H1. " >e;11or atte11tiing phvsi· 
•.'ian. "But [the staff[ still goes 
/1(JfJlt.' aiter 1.•1ght hours anci 
t 1k1·:-' ,·acntions. It's r11i1 the 
;..;;1111e thing ;1~ h;n·i11g 

111nr hl•r.·· 

.-\nd the chilrirPn keep 
•.'<>mrng. Th,, ~0-pati<:nt hosµi· 
ta i has plans t<> adri .'.CJ beds. 
S:ivs Ms. Byll: 'The projec· 
t ion is the 11umhers «·ill jt1st 
ht'ep i11crel.ls111g." 
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This Corps Fights to Give Something Back to the Community 
By Patrice Gaines-Carter 

Washinston Poot Slaff Wriler 

It happened to Joanna Harriston while 
she was at the Hospital for Sick Children. 
"The therapist just wanted a little girl to sit 
up for a minute, but he couldn'.t get her to 
do it. I don't want to brag, but I got her to 
sit up for two minutes," the 18-year-old 
said, smiling broadly. 

For Kevin Brown, 23, a greater under­
standing of what it means to give came 
while he was working with the elderly at 
the U.S. Soldiers' and Airmen's Home. 
Brown recalled: "Mr. Reynolds won Bingo. I 
said, 'Mr. Reynolds, yell Bingo!' He strug­
gled. He said, 'B . . . B . . . Bin . , . Bin­
go!'" 

As members of the D.C. Service Corps, 
Harriston and Brown have spent seven 
months doing large and small services for 
some of the neediest people in the city. The 
corps has 30 members, most of whom grew 
up in the Washington area and many of 
whom still live with relatives. They joined 
the corps for different reasons: to keep busy 
and off the streets, to ponder what next, to 
learn about worlds they would otherwise 
never enter or to earn a little tuition mon­
ey. 

But by the time they leave it in June, all 
of them should have gained a lasting sense 

of community, said John Amsterdam, the 
corps director. 

"So many young people are increasingly 
alone .... Over the last few generations 
we have become less connected to our com­
munities," Amsterdam said. "Whatever ca­
reers they choose, we want them to be con­
nected to their communities, to recognize 
there is an undisolvable bond that says, 'I 
am who I am because the community al­
lowed me to be this.' " 

In the corps, young people ages 17 to 
23 spend September through June work­
ing for a stipend of $100 a week and the 
promise of $2,000 in scholarship money 
and assistance in applying to colleges. 
They paint shelters for the homeless, till 
gardens in city neighborhoods, tutor chil­
dren and help elderly people feed them­
selves. Money to support the program 
comes from private donors. 

Of the 30 members of this first group, 26 
are high school graduates. Four are work­
ing on their general equivalency diplomas, 
and six have attended college. They come 
from diverse racial, social and economic 
backgrounds. 

Each workday begins with calisthenics at 
8:30 a.m. at Freedom Plaza on Pennsylva­
nia Avenue NW. Amsterdam said the ses­
sions are "a chance to start the morning 
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Corps member Seeky Hernandez helps Paul Turner at the Soldiers' and Airmen's Home. 
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with high energy, to bring everyone 
together and to be seen by the pub­
lic." 

They end the sessions with hugs, 
high fives and handshakes. Then 
they catch buses and subway trains 
to three work sites. 

Recently, the corps went to Bir­
ney Elementary School, the U.S. 
Soldiers' and Airmen's Home and a 

"If I have a positive 
impact, maybe these 
kids will look at 
white people 
differently.;, 

- Corps member J089 Williams 

garden in the Montana Terrace 
public housing complex in North­
east Washington. 

At the home, corps member 
Seeky Hernandez helped feed vet­
erans in the hospital. 

Hernandez, an 18-year-old with a 
mop of curly hair, put a napkin in 
the lap of an elderly man sitting in a 
wheelchair. 

"You like spinach? Makes you 
stronger," he said, gingerly placing 
a forkful of the vegetable in the 
man's mouth. 

A few minutes later, Hernandez 
put a towel at the neck of a man 
whose head moved back and forth in 

spasms. Then he held up a cup of 
chocolate milk and carefully put a 
straw in the man's mouth. 

"I decided to join the corps be­
cause it would help me stay out of 
the street," said Hernandez, who 
came to Washington from El Sal­
vador when he was 11 and 
dropped out of school in the eighth 
grade. He is working on getting 
his diploma and wants to become a 
teacher. 

On a dreary, misty day, corps 
members cleared land and built a 
compost bin at Montana Terrace, 
where the Department of Recre­
ation and Parks' Youth and Urban 
Gardens Program gives free plots 
and vegetable seeds to residents. 

Corps members hoed for Barbara 
Queen, a 63-year-old resident 
whose arthritis prevented her from 
doing it. 

Queen, who dreamed all winter of 
a garden, said of the volunteers, "I 
couldn't do this without them." 

Amsterdam already is recruit­
ing the next corps, which will con­
sist of I 00 youths working year­
round. He said he searches for 
idealism, optimism and a balance 
between what candidates can offer 
and what they can gain from the 
experience. 

He has asked current members 
to help find their replacements. 
Last week they took their "show" to 
the auditorium of the Washington 
International School in Cleveland 
Park. 

Before going on stage to speak to 
the audience of teenagers, Joss Wil­
liams, 18, said he joined the corps 
because he had seen the value of 

community service in the lives of 
his father, who went to Mississippi 
to work in the civil rights move­
ment, and his mother, who works 
with battered women. 

On stage, he told the high school 
students of his own work at Birney 
Elementary School in Anacostia. 

"It's an all-black school and ... I 
was real scared to go there," Wil­
liams said. "The kids would say, 
'Yo, Vanilla Ice! White men can't 
jump! This little boy on the play-

ground came up the other day and 
said, 'I don't like white people.' I 
didn't know what to say. 

"I feel the corps is a chance to 
expose them to white people," Wil­
liams said, "and if l have a positive 
impact, maybe these kids will look 
at white people differently." 

Corps member Dan Carter, 20, a 
Ballou High School graduate, didn't 
tell the students that he once sold 
drugs, but said he was "part of the 
problem." 

Meeting an elderly Italian Amer­
ican woman in a nursing home has 
made him feel better about himself. 

"l never understood a word she 
said," Carter said, referring to the 
woman's thick accent. 

He paused, then went on. "I go to 
see her every Saturday now. She 
looks forward to seeing me. It 
makes me feel good about myself. I 
can't explain it. You have to do this 
kind of work yourself to under­
stand." 

Zena McClain helps >ntana Terrace resident Barbara 'l garden. "I couldn't do this without ti " Q~ i said. 
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PROGRAM SUMMARY 

In September of 1992, the D.C. Service Corps launched its second year-round youth corps. 
One hundred young people came together from all over the District of Columbia to work 
to improve their communities. From September until June, Corpsmembers will perform 
a variety of community service activities throughout Washington, D.C. and will also 
participate in an intensive youth and leadership development program. 

The D.C. Service Corps is a nine-month comprehensive program that integrates 
community service with focused learning activities to develop empowered young leaders 
with strong social values, such as responsible citizenship, respect for others, and a 
commitment to community service. 

Corpsmembers are recruited to reflect the wide diversity of the Disuict of Columbia, and 
come from a wide vruiety of racial, ethnic, socio-economic, and educational backgrounds. 
Working together and learning from each other, they make an impact on their community, 
as they develop and strengthen their own ideas about leadership, social responsibility, and 
the value of community service. 

The mission of the D.C. Service Corps reflects the conviction that young people can make 
a difference in our communities. As an organization, the D.C. Service Corps has three 
central objectives. We aim to develop the potential of a diverse group of young people 
to become socially responsible, empowered, pruticipating citizens and leaders. We also 
seek to accomplish productive community services, including hands-on physical 
improvements and direct human service work, that cannot be completed with existing 
resources within the District of Columbia. In addition, the D.C. Service Corps works to 
develop relationships between existing community organizations that will expand and 
support the concept and application of youth as resources for community development. 

The Corps accomplishes both physical improvement and human service work that meets 
a demonstrated need, but cannot be accomplished with existing resources. In no case do 
work projects displace existing workers. 



Corpsmembers spend approximately two-thirds of their time each week directly involved 
in community service activities. Therefore, projects are carefully selected to maximize 
the development and enrichment of the Corpsmembers. Physical work projects range from 
painting school classrooms to clearing and landscaping community gardens. Human 
service projects include tutoring elementary school children, providing companionship and 
support to the elderly, and working with the homeless. 

To complement their service work, Corpsmembers also participate in a comprehensive 
leadership development program. This educational component integrates the 
Corpsmembers' community service experiences with focused learning activities to 
strengthen social values such as responsible citizenship and commitment to the 
community. 

Corpsmembers participate in an intensive series of seminars, discussions, and workshops 
that are designed to develop and enhance their communication skills, c1itical thinking 
aptitudes, and leadership abilities. Special programming focuses on the exploration of 
personal and societal values, issues of multiculturalism and diversity, and goal-setting and 
planning for the future. Corpsmembers share in the responsibility of designing and 
facilitating meetings and workshops for the entire Corps. 

Corpsmembers are also challenged to reflect upon their work and service experiences in 
the larger context of social problems and civic responsibility by keeping journals, holding 
corps-wide meetings, and making presentations to community leaders. 

In exchange for their hard work, Corpsmembers receive a weekly stipend of $100 to help 
defray their living expenses. Outing their year of service, Corpsmembers have the 
opportunity to continue and broaden their education. Corpsmembers who successfully 
graduate receive a post-program financial award to be used for postsecondary education, 
technical training, job entry, or career development. 

The D.C. Service Corps is guided by the philosophy that young people are a valuable 
resource and can make a significant difference in their community. Corpsmembers are 
volunteers motivated by the belief that young people can shape the future. The D.C. 
Service Corps provides an opportunity for these young people to explore and strengthen 
their own beliefs and values, while offering them the chance to make a positive difference 
in their community. 
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What Corpsmembers Say about the D.C. Service Corps 

"I joined the Corps to get a better understanding of our community and to funher my education. 
What I enjoy most about DCSC is that everyone works together like one family. " 

- Changa Cooke, 19 years old 

"It isn't the pay or the $2,000 scholarship for me, because I could make that at a fast food joint. It is 
knowing that what I get up every morning to do will be greatly appreciated by my community. My 
favorite memory is helping a little boy learn to read and write correctly. Seeing him smile when he 
finally got it right was my biggest reward." 

- LaChanda Medley, 19 years old 

"My experience in DCSC will affect my future life and my willingness to accept responsibility for 
myself and to commit myself to the community. " 

- Jutata Basnight, 19 years old 

"The combination of service, work, and education has helped me to mature in ways that a strictly 
academic environment could not satisfy. I've established a lot of contacts, a solid foundation of 
commitment and reliability, and a sense of being a part of something special that will hopefully continue 
forever." 

- Len Davis, 19 years old · 

"With DCSC I was able to go places in the City I otherwise never would have. The work that I 
did and the things I saw will help me address issues of poverty and prejudice with a more 
informed, developed perspective." 

- Genevieve Preer, 18 years old 

"My DCSC experience has clarified my need to be conscious, helped me see my role as a leader, and 
helped me realize where and what I must do next in my life. " 

- Amir Thome/I, 20 years old 

"Before I joined DCSC I used to pass homeless people on the street and not really notice them. Now 
that I understand my community better, I feel closer lo these people. I stop and talk with them now, 
think about my work in shelters, and hope to someday find solutions to our city's problems. " 

Joss Williams, 19 years old 

"Working with DCSC I have accomplished my goals. Now I am someone who seeks for the highest 
point in life. I am a person who is dedicated and committed. I am one who will succeed. I have 
become a mature and patient person. Most importantly, I've learned to not be a follower but a 
leader in life." 

- Chartrina Gray, 18 years old 
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lRlOil 
• l\L~Y Cli!lllln propos:1l 
will include job training 
:rnd reflll'll\ of welfare, 
but it's alrc:tdy facing 
prohlcrns with funding 

m· E!J.r.N w.11m~::-i 
Kw')h!-!1'r1Crln.\'t'U'S1~1p17J 

] W.ISlllN<;TllN: In the last few 
~ years. Tony Wr\1~\H had Ileen 
~ thrnwn out al high sd1ool, shot 

twice and !Justed on a cocaine 
charge. This 1<·;i,; not a guy with a 
g<XXl·look\ng hin1rc. 

PJmcla Davis, nn the other 
hand. worl(L"li lier way Um..1ug-h a 
small M:111·L1nd college and was 
ki..)l\ing tow:lrd graduate schCk.11. 

lt 1s ht\i-d to imagine w:o more 
different youngo J~J[1-lt.'. 

· Davis, it .seems, is an ic!eal 
candi1bte for Pre>!dent Clinton's 
n:l!ional ~rviec prn~m. 

But so is IV1ight. 
l\'1·ight, ~'1l. a bl1ck city rcsi· 

rlent, and Dav1S, 24, a whlte ~ub­
urbanite, now work in an inner­
city youtll co1-ps, a pilot program 
th.it is a model for tlle n.itional 
service proijram that Clinton says 
is a top priority for the fu"St year 
of his adminlscration. 

Clinton's plan to help young 
people pay back federal college 
loans Llirough publlc-ser.ice Jobs 
got tlle attention during tlle presi· 
denlial campalgn. But it turns out 
that the national service program 
being developed at the White 
House - albeit smaller than 
many expected - Includes a 
whole lot more than loan pay­
backs. ll also has elements ot wel· 
fare retonn and Job training and 
can reach from high school drop· 
outs to college grartuates. 

Listen !O Tony Wright: 
"I'm on parole, was looking tor 

a job. I didn't Join this as a tall· 
back. Actually, I did - but now 
I'm glad. I grew up In tlle s~ts 
w11h kids, hanging out. . I 
want to become a CPA." 

And Pamela Davis: 
"I graduated from college last 

spring, and I wasn't quite sure 
what I wanted to do. I could have 
gotten a menial job, but I wanted 
to do something productive. I look 
at lhls as an Internship , . . a 
learning experience. ll provides us 
with the opportunity to be compel· 
itive and successful In the work­
place. We're continuing the legacy 
that JFK started with the Peace 
Corps." 

The two = working togetller 
on projects ranging tram painting 
a school to helping the elderly 
with physical tllerapy to teaching 
kids how ·to senle differences. 

ln a slx~h-gracle classroom in a 
batteretl section ot Washington, 
IV1ight is telling one ot tlle kids, 
"Whatever it was, \t 's not worth 
fighting over, right?" He ought to 
know. He has gunshot scars on his 
face and chest to prove ii. 

Living out the dream 

Sen. Harris Wottord, D·Pa., 
said Clinton has long believed 
that, for naLlon.il .>er;1\ce to be 
effccUve, It must cut across race, 
education, class and even age 
lines. 

"!l's a larger vision," said 
Wottord, a co-tountler ot tlle Peace 
Cof})S and a Mtional servtce au­
tllolity whO ls wo1·l1ing witll While 
Hou,;e ol!lclals tlraftlng legi,lation 
that wilt be the toundatlon tor 
Clinton's nmiona\ service plan. 

IVoll•lrd an<I cthr.1'S knowledge· 
able about tJ1e prL.,;idcnt's thinkl/lg 
said tlle rroh'ra m t h;i t Clinton en­
vi~lons \ ... 111 lnc.h1de such rroJcct!:i 
as tlle O.C. S<!r;1tce CoI']'lS, pro­
grams that put pc'Oplc to work, 

TOM HORAN/ KNIGHT.RIDDER TRIBUNE 

D.C. Service Corps member James Banks helps Marlon Taylor with physical 
therapy at the J.B. Johnson Nursing Home In Washington. The program Is a 
model being studied by planners of President Clinton's national service corps. 

introduce them to the rewards ot 
helping others, k"'P them oU the 
government dole and, tor some, 
give bontl5'.'S to cdp pay oil col­
lege loans. 

"People In the D. C. Service 
Carµ; are living out tlle dream," 
said William Galston, deputy as­
sistant to the president tor domes­
tic policy and a top adviser lo 
Clinton on national ser;1\ce. 

ll Is a dream that pays $100 a 
week, won'! take excuses and be­
gins every day on a plaza in view 
ot the U.S. Capitol, where 100 
young people ~ In ldentlcnJ 
khaki pants and navy blue Jackets 
are leaping up and down, doing 
tlle rcqulslte calisthenics tllat pro­
mote a team spirit and start tlle!r 
day at community se~\ce. 

These corps members signed 
up alter responding to tllers like 
this one: 

"You are 17 to 23 years old. 
What will you be doing this year? 
College? Job hunting• Working? 
Hanging out? .. A group ot 
concerned young people ·wiJl begin 
changing tlle wand. You could be 
one o! them." 

Becoming productive 

The D.C. Ser;1ice Corp.s, a 2-
year-old program modeled on tlle 
successful City Year program, 
which began ttve years ago with 
private tunrlS ln !loston, may be 
tlle turning poln! !or Wright. 

W\tll sldlled supcr;1isors, atler­
work ck15:;<.'S to earn a hlgh school 
C<julvalcncy 11\ploma and college 
·cou nsc ll ng, the corps could steer 
Wright away from a UteUme at 
government dep:mdency or push­
ing drugs on the srrcct toward 
becoming a wage-earning, tax­
paying accountant. 

"Some ot tllese programs can 
mean, Utcrnlly, the dllterence be: 
tween lite and ueath tor these 
kids," "''Id Catllr:ctne Milton, ex­
et:utlvc dirt.'Ctor fJ! I.he Comml.s.slon 
on National and Communlly Serv· 
Ice, an Independent, nonpartis.1n 
IL'llcral agency sr:l up hy Conr;ress 
In 19~0. prc-Cl\mrm. 

Its ml,;sion ts to "engage Amer· 
leans ot every a~e and back· 
hro1111d In !:iClVk:<.: to thL"lr coon· 
try" by cncourag\n~ model 
pro~r:tms and de·1t:!oping- commu-

"I grad11ate<l from college 
last spring, and I wasn't 
quite s11re what I 
wante<l to do .... [ look 
at this as an internship 

. a learning 
experience. It provides 
us with the opport11nity 
to be competitive and 
successful." 

PA~fl'J"\ OA VIS 
emplu!J~C in an inner-city 
~·(!lJ,UJ cnrp'i 

nity·service leaders who can help 
enlarge service programs nadon· 
wide. 

Congress has appropriated 
more than $1 SO million !or the 
commission's ettorts, and last 
year the commission awarded 
grant.,; to 153 community.ser;1ice 
proj~L>. Including a SI million 
grant to the D.C. Service Corp5, 
allowing it to grow from 30 to 100 
participant.>. 

Jon Amster<L1m, proijram di· 
rector lor tlle D.C. Scr;1\ce Corps, 
said his proje<:l "will help to write 
a pa5S<lge to ;idultllood" tor tlle 
young people who unish the rigor­
ous nine months and win the 
$2,000 stipend ;it the end. 

In addition. by mixing college 
kids one! hi~h school dropouts, 
strCC!-!>mc111 husllers and !>ubur­
banitcs, bbdis, whites and Hls· 
panic,; on Jot<S In ,;,:hoots, hospi­
tal>, nu~ing homes and the like, 
"we can usher In the tln:ll chapter 
G~ th'! dvi\-r\~hls movement," 
Anl>terttun :;aid. 

Problems aplenty 

CtJn-cntly. rhrr;c laity go.:il!i arc 
huttinl{ up iJgaln:;t a suing ot un­
pl<;;L'>tnl realitiL.,;. White House ot­
ticL11!i acknowle<lgc th:1t the M· 

tir,nal ,;i:rvlce prn~ram - which 
C.1imrrn said wou Id be "the lJo.~t 
m(1nt.:y we will ever sr~nd" - wUJ 
h:1 'Jf! l/J ~t.ar1. .·ana 11. 

'll•: problem!< al swrttni: such / 
prv;,:rane; - coupk'!.1 with the fe<J. 

1 

era! budget deficit, S..."'Orcs al otller 
costly Clinton camr~Lign promises 
and tough economic times -
lea.\'e '.:inly an ~umate<l 51 billion 
to S2 billion for this lop Clinton 
pnmity. 

The commission estimares that 
at l2 billion, there would be 
100.000 lull-ume p.:lrticipants, a 
goat that rnuld be rcachc<l In a 
few years. That would barely be· 
gin to nil the need. Abuut 5 miJ. 
lion of about 12.5 million college 
unclergraduates have go\·emmenl 
loans to pay back, and million' 
more young people have droppc\i 
out or Just finished high school. 

Clin!On advisers, ;uch as Gal· 
ston, say tlle president never in· 
tended that tlle program would be 
up and completely operating early 
ln his presidency. 

Said Millon: "Even it rhere 
were au the money ln the '":orJd. it 
would not be 1<ise 10 go lo 500,000 
panicipants now. There are.linut.> 
on the nu m bcr ol people who 
know how to make quality pro­
grams. It's got to be done slow. 
ly." 

Getting the best chance 

White House and other official' 
say tllc pre;idem also wants to 
avoid a new, top-hea\7 bureau­
cracy. l.linton is determined to en­
courage st.1tes and local govern­
ments to match the federal 

·contribution and hopes to urge in­
novation. 

"Kind ot ;in invitation to lhc 
lm.lginallon," Wotton.I ·Sdid. 

DeMarco Wells SC<'S It ln st.1r­
ker terms. Wells, 18, who dropped 
out ot school alter tlle ninth gracle. 
is learning skills by working wi >h 
the mainten..1ncc 1n::\O a\ a citv­
ownc<l nu1'Si11g home J.S part ot lie, 
job in lhe D.C. Service Corps. 

Wirh two am.>:>1S on his record 
;ind a hmJre th.1[ spcU(-d hleak 
wnh a c.:apit:ll 0, WL"lb put it this 
way: 

"I was on the srrrets and stuff 
like th:tt. I ll'ante<l to change, and 
l thought this w1iuld give me the 
tJ:~t ch.1net\." 



* 17 to 23 years old? 

* Interested in working with a diverse 
group of people? 

* Willing to work for a better 
communitv? 



* Able to make a full-time 9-month 
commitment from September to 
June? 

IF SO ... 
CALL 202 234-2057 

DC*Se1~vice*Corps 

Young People in Service, Shaping the Future 
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What 1hey say about 1he 
DC Service Corps ... 

The DC Service C:Orps is planting the seeds of 
communiry involvement in Lhe minds of 
young and thoughtful DC residents. 

The Washington Post 

I com mend the young people of the DC Ser -
vice Corps for their outstanding perfonnance 
working with us in Anacostia. The group 
symbolized excellence and created an atmo­
sphere of unity in their effons to help us 
build stronger communities. 

Brenda Lu Richardson 
Executivt: Dirator 

Anacosl:.a!Congress Heights 
Partnership for the 

Prevention of Homelessness. 

Our hats are off and our faces are beaming 
with appreciation for your contribution of 
volunteer services. The refreshing atmo­
sphere ~reated by DCSC volunteers provided 
us at the Meyer Elementary School with a 
"shot in the arm" and hope. 

&irbara King Lyles 
Principal 

Meyer Elementary School 

Two important objectives of the DC Service 
Corps are to mobilize youth to carry out 
productive community service and to instill 
in diverse groups of young adults a sense of 
empowerment, leadership, and public re­
sponsibiliry. lt is fitting that we recognize this 
organization for its contributions and eff ons. 

Mayor Sharon Pratt Kelley 
On proclaiming Ocwber 7, 1991 

DC Service Corps Day 

For more Information or for an 
appllcotton, please contact: 

DC Service Corps 
45 P Street, NW 
Washington, DC 20001 
Telephone (202) 234-2057 
FAX (202) 667-5299 

A Private Non-Profit Organization 

• e 
s 

s • 
'Young People in 
Service, Shaping 

the Future" 



1he DC Service Corps 
is a full-time urban Peace Corps for young 
people 17-23 years old. DCSC Corpsrnembers 

dedicate a year to furthering their education, 
developing leadership skills, and making a 

difference in their community through serving 
others. 

Corpsmembers Must De 
* 17-23 years old 

* Committed to community service 

* Interested in working with a diverse 
group of people 

* Self-motivated and res1xmsible 

* Able to make a 9-month commitment 

* Ready to grow, learn, and to lead 

Dasie Requiremen1s 
Include 
* Daily hours 8:00-5:00 Monday through 

Friday from September to June 

* Performing a wide variety of community 
service projects with a team of l 0- 12 
members 

* Panicipating in weekly trainings, 
seminars, and educational workshops 

* Documenting experiences in an ongoing 
journal of writings 

Acfivffies--------------
* Tutor children in schools 

* Supervise Day Care * Conduct community surveys 

* Renovate housing and shelters 

* Assist the mentally and physically 
disabled 

* Transform rundown parks * Care for the elderly * Lead younger youth * Panicipate in civic events and ceremonies * Meet with community, business, and 
I 

national leaders 

Program Benefits 
* Weekly Stipend of $100 * College Scholarship or Community 

Service Award upon gr:idmtion i11 June * Year-long workshops on \\Tiling skills, 
communication, and leadership 

* Special training in serving children, the 
disabled, and the elderly 

* College and career guid:mce 

* Experience working in groups * Attendance at retreats and conferences * Unique experience that will stand out on 
college applications and professional 
resumes * An opport~nity to make a difference 
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BY RICHARD SCHNITMAN and JEFF BENAY 

. : . ~ : -. 

ver the past decade, while reform efforts 
in regular education have made front­

page news, the reform of special education 
has been discussed primarily within the pro­

fessional and political communities. 
Special education ref~r;m has focused on issues re­

lated to the placement of d\ildren with disabilities, with 
terms such as "mainstreaming," "least restrictive envi­
ronment," "the regular education initiative," and "full 
inclusion" describing various aspects of the movement. 

This article will briefly review the history of special • 
education reform, discuss current ideas related to best 
practice, and illustrate a number of organizational 
characteristics typical of schools now using exemplary 
special education models. 

A Look Back 
: .. ·.. Although special education was mandated through 

:·, ~<··:. :: ... , ., .. _ federal legislation in 1975, special education services 
~·. •J ·i ~; . . ~. ; 1': : . 

... ;;-,_.,, . _ _, :. __ ..,,. . have been part of American education for much . 

t\~''.!r~~~::>.=~\· ~~~:£~~:r2!~~d:~;.~~:~~!;~~;~~E~~~~:~ 
.· .. .-:- ,_.~~- .- ;., .. '.: .. .-·.... . Brown v. Board of Education, the 1954 Supreme Court 

·:-~·-',;t-:~1:;:·,i~~l~.;_;.:'\:·'.:~:'."·~:·:·:· ';\~,. ,· decision abolishing the legality of school segregation 
"""'· ~ ·•l -.\: • ~·'l"·· .... • • • •'• ' ' ' •" t. '(. o ... ·.t I 

:·-,,._::;£<·"" ~;;~-~{~.,~;;.,.;;,., ___ ~1 - 1 -.. , _,,.for blacks and whites, set the 'stage for emerging con-
.. ''.·'···"-~"'''P\'.·.>.·• .. , "'~·-·' •· b d d . 1 d 1 £' · ~ :-•'~N<n.L: 1;--;:;:", _. ,-, , ... _ .. , , cerns a out segregate e ucauona mo es 1or stu-
~fJi'?i4/}L~';~gfJ.\:_r.~-;:.:;~<;,'(;;;:,1~-~- dents with disabilities. · .- · 
!;(~l'.{;· .·.;.;.""''._';' _:.' ;,. ;,,:~":·:~"~:,'. :·· ' ' . :.: ·'· .. : 
+/:·~·s . -::.THE SCHOOL ADMINISTRATOR 
...... · .. 

. ... -... . . . : _ ~ .. :-

Concerns over the placement of chil­
dren in separate schools and special 
classes within regular schools were 
based on evidence that segregated 
practices were inherently discrimina­
tory, racially biased, instructionally inef­
fective, socially and psychologically 
damaging, and compromising to a 
school's ability to provide equality of 
educational opportunity to all students. 

With the passage of the Education 
of the Handicapped Act (since re­
named The Individuals with Dis­
abilities Education Act) in 1975, the 
efficacy of segregated placement 

· practices in the _l 9J9s .·was further 
evaluated and the ~notion of "main­
streaming" gaine~_ currency Withir:i 
the educational ·community. Main­
streaming enabled.~~<;ients in -¥f pa­
rate programs.-to' In'te'ract with·:non­
handicapped peers, usually during 

. non-academic activities .... '~. -:\r~· . .f..;;_· ·· 
· · ·-While the word ~mainstreaming" 

... neve~ appears_ in -~e tex_t of the r,~·~.4:-·-~,\'. 
. 142, Its meanmg IS denved from ~e >: 
law's least restrictive environment·'.."· 
clause, which mandates the follciwin.g: \} 

·. ... : ··~;~:::'.~i;\:'~ 
. ~ .... 



• To the maximum extent appropriate, handi­
capped children, including children in public or pri­
vate institutions or other care facilities, are educated 
with children who are not handicapped; and 

• Special classes, separate schooling, or other re­
moval of handicapped children from the regular edu­
cation environment occur only when the nature and 
severity of the handicap is such that education in reg­
ular classes, with the use of supplemental aides and ser­
vices, cann.~H be achieved satisfactorily. 

Before long, the efficacy of mainstreaming was ques­
tioned. Special education reform considered more in­
clusive models where children with disabilities would 

· participate with non-handicapped peers in both aca­
.demic and non-academic areas. A new phase of special 
education reform began to take form in the eady 
1980s, referred to as integration, full inclusion, and the 
regular education initiative.. --· ·· · ; · :-,!~~'.''' ·::.,·, 

Full inclusion, where all students are educated in the 
Same schools and the.same classes, evolved from the ef­

. forts of parents, edu_cators, and federal bureaucra.ts.in 
·the U.S. Department of Education's Office ofSpecia~ 
Education Programs.·! 1.,·r, .. ;~, .. · :!:, ·.·:·:::; .~1-::"·::;-,-+1,;";~.:,-'- 1 

· .Those a.dvocating for .the reform of specia! .. ~9';1~~-: 
· ·uon_-and the adoption ·?r _ind~~-ive. apprc?_~c~,~~.~;~e, -
· mouvated by concerns s1m1lar to those of reformers m 
·_the early 1979s. Both groups.were concerned ~fsegie-' 
··gated practices that denied students.With.disabilities 

. . -~ 
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equal educational opportunity. 
Currently, there is debate within the 

educational community as to the value 
of inclusion. Even so, rnanyschool dis­
tricts throughout the United States 
and Canada are using inclusionary 
models where all children, regardless 
of their type or severity of disability, 
are fully educated in regular educa­
tion classes. 

School Characteristics 
Schools that have adopted an inclu­
sive approach to special education dif­
fer from each other in size, location, 
and wealth. Despite these differences, 
there are a number of common char­
acteristics of which three will be 
examined here: 

: ,• ,The relationship between inclu­
sion and the broader issues of school 
reform; 
... •. The use of teaming approaches 

for problem-solving and program 
implementation; and :;._,, 
:i..•. Ghanges in the roles of profes-

sionals and parents in inclusive 
schools. ·: ~Q'(·!W' 
•\P•<.,~<.-. ;>""." •1 • :-_~·J./;,. 

Thoughtful Missions ' ' c"~:,. ' 

· Schools that embrace fully inclusive 
approaches often are engage'd in 

:·'·· 
.10 ·~THE SCHOOL ADMINISTRATOR 
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other reform or restructuring effort5. 
A<; a result of these efforts, schools em­
bracing inclusive approaches often 
embrace well-articulated mission state­
ments that reflect the values and be­
liefs of those involved in the school 
community. 

In inclusive schools, district mission 
statements speak to the needs of all 
children. For example, in the Swan­
ton School District in northwestern 

Vermont, teachers, administrators, 
and community members discussed 
their beliefs regarding the mission of 
the school for two years before devel­
oping a written statement. 

This ongoing communication en­
couraged the consideration of\·aried 
perspectives and contributed to a 
high degree of investment in the 
school mission. 

The Swanton mission states: 'The 
Swanton school community believes 
that given enough time and appropri­
ate instruction, students will achieve 
what is considered necessary to learn. 
We recognize that students arrive at 
school with differing backgrounds, 
influences and needs. We are commit­
ted to the concept5 of fairness andjus-

tice which reflect a concern for each 
individual's development, dignity and 
growth potential. Approaches to social 
responsibility will promote behavioral 
changes which empower students to 
understand their obligations to others 
as members of a democratic society." 

The Swanton mission established 
standards and goals for the school sys­
tem and then undertook a number of 
fundamemal changes to meet those 

"' 



standards. The reforms modified how 
teachers participated in governance 
decisions, how parents participated 
with professional staff in issues related 
to instruction, how children were 
grouped, and how practices in special 
education were to be delivered. 

The Swanton district's practice of 
sending children with disabilities to 
special education classes out of the 

community raised questions over the 
lack of alignment between beliefand 
action. 

Teachers, administrators, and par­
ents agreed to explore other means 
for providing educational support to 
children with significant disabilities 
within the local school. By 1986, all 
children living in Swanton were placed 
and supported in age-appropriate reg­
ular classes regardless of disability. 

Team Problem-Solving 
Schools embracing integrated or 
inclusive models, such as the Swanton 
district, often use a teaming approach 
for problem-solving, planning, and 
program implementation. 

The traditional organizational struc­
ture, whereby a teacher is solely re­
sponsible for all the children in class, is 
limited in its ability to address the di-

verse needs of a diverse student body. 
Schools that include all children 

have broken the professional isola­
tion_,by linking teachers, parents, and 
adnHnistrators with one another. 

Stud~nt-centered planning teams 
have been considered essential for 
the implementation of inclusive edu­
cational programs for a number of 
important reasons. First, teams pr.o­
vide all parties with a support net­
work. No one individual has all the 
skills needed to meet the educa­
tional needs of children with severe 
disabilities. 

Second, teams are a powerful tool 
for problem-solving. When a collabo­
rative team approach uses specific 
problem-solving techniques, solutions 
to complex issues are more likely to 
emerge. In addition, the quality of 
outcomes resulting from multiple per­
spectives is usually greater than those 

a child's educational experience, few 
schools organize themselves in ways 
that make them accessible to most 
parents. Teams allow parents to meet 
with professionals on a regular basis, 
share responsibility, and develop a 
meaningful relationship. 

Finally, teams are important as they 
enable the group to share responsibil­
ity. No one member of a team has all 
the answers. When a group of individ­
uals work together with common 
goals, complex programs can be de­
veloped and implemented in regular 
education classes. 

Teaming, therefore, allows teach­
ers, parents, related service providers, 
and administrators to recognize the 
complexity of the task at hand and or­
ganize personnel and resources in a 
manner which allows for success. 

" Adoption of a team-based model re­
~ fleets a more holistic view of the sys-
6 tern, whereby teachers, administra­

tors, and parents must be linked in an 
interdependent manner to succeed. 

The adoption of teaming strategies 
... not only alters a school's approach to 
~ the education of children with disabil­
" ities, but fundamentally changes how 
j schools operate, how decisions are 
~ made, how instruction is delivered, 

and how individuals relate to each 
other. 

In a team-based approach, the roles 
of teacher, administrator, and parent 
are different than they appear in 
more separate and segregated mod­
els. Thus, another characteristic of 
schools embracing an integrated ap­
proach to the education of all chil­
dren is that the traditional roles of 
teachers, administrators, and parents 
change. 

New Responsibilities 
Schools that do not use teaming 
strategies often have a high degree of 
specialization among professionals. In 
a team model, teachers, parents,_and 
administrators share responsibility for 
a range of activities and embrace par­
ents as equal partners. The parent's 
role is elevated in its importance and 
function and the professional roles ex­
pand from specialist to generalist: ; 

resulting from unilateral efforts. c;.'°) 
Third, teams involve parents in a 

meaningful way. While educators long 
have recognized the relationship be­
tween a home-school partnership and 

Where this role transformation has 
occurred, teachers and administra­
tors have discovered a team approach 
is both professionally enriching and 
more efficient. · ~· · · 
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In inclusive schools, administrators 
report they participate on teams, are 
involved in instructional decisions, 
and share responsibility for achiev­
ing collaboratively established goals. 
These administrators no longer are 
responsible for making unilateral de­
cisions related to resource allocation 
or accessing outside technical assis­
tance and support. 

When administrators of inclusive 
schools share their power with the 
team, the benefits are clear. Decisions 
are more child-<:entered, they reflect 
the multiple perspectives of those in­
volved, and all parties are invested in 
the decisions made because all have 
participated. 

Richard Villa and Jacqueline Thou­
sand, in Strategi.es for Educating Learners 
with Severe Disabilities within their Home 
Schools and Communities, identify a 
number of important roles for the 
building and central administration 
in a team-based model supporting 
fully inclusive practices. They include: 

• Challenging teams to make deci­
sions that align with the mission and 
philosophy of their school; 

• Modifying master schedules to 
support teachers with the time needed 
to meet as teams; 

• Creatingjob descriptions that re­
flect the new roles of professionals 
working in a team-based system; 

• Hiring personnel who embrace 
the district's philosophy and have ap­
propriate technical and communica­
tion skills; 

• Supervising and evaluating staff 
in a manner that supports the dis­
trict's comrnitment to all children; 

• Setting the agenda for staff meet­
ings and include items that relate to 
support needs of all children; and 

• Arranging for inservice and 
training for staff. 

Blurring the Roles ... 
In addition, administrators need to 
support staff in the self-evaluation of 
their performance as a team and ad­
dress their inservice needs related to 
improving teaming skills. As with the 
administrator, teacher roles also 
change in schools embracing inclu-
sive practices. · .,.,·H.: 

In an integrated school, the teacher 
provides direct instruction, consults 
with other team members, supervises 
paraprofessionals, and coordinate~. re-
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lated services. Teachers in integrated 
schools also participate in training 
colleagues. 

The role of a special education 
teacher in an integrated school also 
changes. In a segregated special 
class or "pull out" model, the spe­
cial education class teacher pro­
vides direct instruction to a limited 
number of students in a controlled 
environment. 

In an integrated o.r inclusionary 
model where the special education 
teacher is a member of a team, the spe­
cial education teacher co-teaches with 
regular class teachers, shares in the re­
sponsibility of providing training, sup­
port, and supervision to paraprofes­
sionals, and participates on teams as 
an equal member with parents, class 
teachers, and administrators. 

In a number of school districts in 
northern Vermont, including the 
Winooski, Milton, and Swanton dis­
tricts, responsibilities of regular and 
special education teachers have be­
come less distinct. Participation in a 
team process has resulted in teachers 
learning skills from each other. The 
process of moving from teacher spe­
cialist to teacher generalist reflects an 
upgradir:ig of skills among all profes­
sional staff. 

Teaming is a strategy that encour­
ages this outcome. When teaming re­
sults in a professionalization of all 
staff, integration is modeled by adults 
to students. In districts where student 
and sWfintegration has occurred, all 
instructional staff are regarded as 
teachers r.l:iher than special education 
teachers, regular education teachers, 
speech language pathologists, and 
psychologists. .. 

Several factors have contributed to 
these transformations. Two of the 
most important are new knowledge 
and staff development. 

Districts implementing integrated 
approaches have an increased need 
for ongoing staff development. Most 
districts have an enormous supply of 
expertise on staff, and can tap into it 
to provide training. Yet traditional or­
ganizational strategies often isolate 
staff from each other and make it less 
likely they will share knowledge_ and 
expertise. . : · ,. ., . .· ''"~:irli.~ 

Districts that have embraced inclu­
sive practices assign a top priority to 
the staff development needs of team 

members, including parents. Strate­
gies include linking with other dis­
tricts, giving teachers and parents time 
to meet, involving staff with institu­
tions of higher education, and partic­
ipating in professional organizations. 

Multiple Benefits 
Inclusive education offers the child 
with disabilities the opportunity to be a 
meaningful member of the community, 
to have exposure to talented teachers, 
to develop social relationships with 
non-handicapped peers, and to have 
quality educational programs taught in 
a "normal" school setting. 

Inclusive education offers teachers 
the opportunity to use their skills with 
a wide range of stud en ts, to join other 
teachers for support, to work with ad­
ministrators on decisions that affect 
their ability to teach, and to link with 
parents. 

Inclusive education brings admin­
istrators into the arena of instruction 
as members of a team. Inclusive 
education links administrators with 
teachers and parents so quality deci­
sions may be made that benefit all 
children. 

Inclusive education offers parents 
the opportunity to develop ongoing 
relationships with a small group of 
school professionals working on be­
half of their child. For parents to be 
meaningfully involved, and for schools 
to benefit from their insight, parents 
must have an ongoing relationship 
and a forum for open and honest 
discussion. 

The student-centered planning 
team enables this level and quality of 
involvement to occur. 

Finally, inclusive education offers 
the school the opportunity to be truly 
effective. Ultimately, if a school is to 
be successful it must provide equity 
and excellence for all children. Edu­
cation in a democratic society re­
quires no less. 

Richard Schattman, a faculty member 
at the University of Vermont, is a re­
search associate with the National 
Study of the Implementation of Least 
Restrictive Environment, a national 
policy study group. Jeff Benay is 
director of Indian education in the· 
Franklin Northwest Supervisory Union 
in Swanton, Vt. 
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UNITED STATES DEPARTMENT OF EDUCATION 

O:!'FICE OF l!\'TERGOVERNMENTAL AND INTERAGENCY AFFAIRS 

Kim Tilley 
communications Research 
The White House 

Elaine Holland 
Off ice of Intergovernmental and 

Interagency Affairs 
The Department of Education 

April 12, 1993 

SUBJECT: New York Case of Anastasia and Alba Somoza 

Per your request, attached is a biography of Ramon (Ray) 
Cortines, OIIA Assistant Secretary Nominee. Ray is a former 
superintendent of schools in California who knows the New York 
State Commissioner of Education personally. Ray offered to speak 
with him about this issue informally. This may be a good tact to 
take with this sensitive issue. Please let me know if this 
sounds like an interesting option. 

My phone number is 401-0419. 
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UNITED STATES DEPARTMENT OF EDUCATION 

WASHINGTON. D.C. 20202-__ 

RAMON C. CORTINES 
U.S. Department of Education 

Mr. Cortines has been a school teacher and an admlnistrator 
since 1956. He has taught at the elementary, middle, and senior 
high school level. He has held numerous positions in public 
schools, that of assistdnt superintendent, principal, 
administrative director, and others. 

He has served in four school districts starting in 1956 as a 
teacher in Aptos, California; then as teacher and administrator 
in Covina, California; as an administrator and superintendent in 
Pasadena, California for eleven years; as superintendent in San 
Jose, California for two years; and he is now retired ~fter 
serving as superintendent in San Francisco, California, for six 
years. 

He has a B~chelor of Arts in speech and education, and two 
master of arts degrees in school administration and in adult 
learning. 

He was conferred an Honorary Doctorate of Humane Letters by 
San Francisco State University and was conferred an Honorary 
Doctorate of Laws by Golden Gate University in San Francisco. 

Appointments include: 

Associate in Education, Harvard University Graduate School 
ot Education; 

Honorary Adjunct Associate Professor of Education by 
Trustees of Teachers Ccllege, Columbia University, New Yo~k; 

consulting Professor at Stanford University and Associate 
Director, PEW Forum on Educational Reform, Stanford 
university. 

Presently, Mr. Cortines serves as a consultant to U.S. 
Secretary of Education Richard Riley. 
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Galen D. Kirkland 
Executive Director 

Anna Switzer, Principal 
Public School 234 
292 Greenwich Street 
New York, NY 10007 

Dear Ms. Switzer: 

April 5, 1993 

Thank you for the recent meeting on March 24, 1993 with you, the Special 
Education Supervisor for P.S. 234, the District 2 Administrator of Special Education, a 
representative from Advocates for Children of New York (AFC) and Mrs. Mary Somoza. 
As you know, Mrs. Somoza has requested AFC's assistance in an effort to obtain 
appropriate educational services for her twin daughters, Alba and Anastasia Somoza. 
Toward that end, we are writing to reiterate several unresolved issues discussed on 
March 24th, and to emphasize our interest in cooperating to serve the best interests of 
Alba and Anastasia. 

First, according to Anastasia Somoza's current educational program, she is 
entitled to receive the services of a one to one paraprofessional. This individual is 
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Mrs. Somoza has already brought these concerns to your attention and requested 

your intervention on behalf of Anastasia. In fact, she has identified another 

Dedicated to the protection of every young person's right to an education 



Anna Switzer, Principal 
Page Two 
April 5, 1993 

paraprofessional who is very interested in working with Anastasia. To date, you have 
not addressed nor resolved these problems. Based on our interaction at the March 24th 
meeting, AFC is extremely concerned that your negative response to Mrs. Somoza's 
expressed desire to obtain an inclusive education for Alba, and to the media coverage 
associated with this issue, is contributing to the school's failure to provide appropriate 
services to Anastasia. In fact, Mrs. Somoza has repeatedly expressed her appreciation 
for the many beneficial actions taken by the school on behalf of her daughters. 

Finally, we are eager to work with you to resolve these problems and improve the 
vital working relationship between school staff, Mrs. Somoza and her children. We look 
forward to your prompt reply. 

Mary Somoza 
Parent 

c: President Bill Clinton 
Joseph A Fernandez 
Luis Reyes 
Howard Tames 
Anthony J. Alvarado 
Pamela Sorocchio 
Helene Soloff 

Sincerely, 

Galen D. Kirkland 
Executive Director 
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President Bill Clinton 
C/O Kim Tilley 
Old Executive Office Bld. 
The White House 
Room 197 
Washinqton, D.C.20500 



UNITED STATES DEPARTMENT OF EDUCATION 

OFFICE OF SPECIAL EDUCATION AND REHABILITATIVE SERVICES 

THE ASSISTANT SECRETARY 

APR 9 1993 

NOTE TO KIM TILLEY 

FROM Jim Button~ ~ 
SUBJECT: BACKGROUND INFORMATION ON INCLUSION 

Kirn: My intent is to provide a number of articles that will give 
you the overall flavor of the assumptions behind, and the benefits 
of, inclusion without keeping you busy for the next month. 
Obviously, we have a number of technical articles that address 
curriculum adaptations, teacher training and other features 
required for the implementation of such inclusive systems. I will 
provide any of these more technical documents, if you wish. 

I have organized the material into 4 sections: 

SECTION 1. Articles on inclusion 

There are several articles--one is very general (Davern and 
Schnorr); and a series of articles from the School 
Administrator that provide a general look at how several 
school districts are approaching inclusion. I have also 
provided you with three more technical articles--but they 
relate to the inclusion of children with more severe 
disabilities (Giancreco/Evans/Ferguson) 

SECTION 2. Support from the field 

I have included the "Winners All" document from NASBE, which 
supports inclusion, and a description of New Mexico's policy 
on full inclusion. 

SECTION 3. Information on technology 

There is an AMERICA 2000 Daily Conference Call that sets the 
stage for the application of technology (Shane/Morris). This 
represents the basic theme that we spoke about yesterday-­
that Alba can be included in the regular classroom, and the 
creative use of technology will be a principle vehicle to 
provide the supports necessary for inclusion to succeed. In 
addition, Howard Shane sent me a fax about a school district 
that was implementing such technology that I have included in 
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this section. 

SECTION 4. Articles on realignment. 

As I indicated to you when we spoke on the phone, the broader 
issue is basically the realignment of special education (and 
all the other separate educational systems--Chapter 1, 
bilingual, migrant and others) and regular education. I have 
included two articles from a recent issue of Educational 
Leadership on integrating regular education and special 
education and a article on providing comprehensive 
educational, social and health services, written by the 
Assistant Secretary Designee for OESE. 



SECTION 1 



Public Schools Welco:me 
Students with Disabilities 
as Full Members 
by Linda Davern and Roberta Schnorr 

A 
growing number of schools and 
districts across the United 
States and Canada are moving 
in the direction of welcoming 

all children-regardless of their learning. 
physical or emotional characteristics 
(including students with the most severe 
disabilities)-as full members of their 
school communities. Full membership 
means that children arc hased in regular 
classes and participate in a variety of 
learning activities with children without 
disabilities while pursuing individual goals 
appropriate to their success in the present 
and future. The parents of these children 
and the school staff involved in such 
dforts believe that .. inclusion·· is impor-

tant for the general knowledge develop­
ment of these children and young adults as 
well as the following: 

• Language/Communication Develop­
ment. If we expect students with special 
needs to develop effective verbal language 
(or other forms of communication), these 
students need to be immersed in rich lan­
guage environments with their nondisabled 
peers. 

• Social Skills Development. A long 
term goal for our children is to live and 
work successfully in their communities. 
For children with disabilities. this same 
goal applies (although they may need 

additional support). The appropriate place 
for such preparation is regular classes and 
activities in schools. It is here that chil­
dren can learn from each other. Every par­
ent and teacher knows that children and 
young adults imitate each other. In order 
for students to develop the critical social 
skills which are vital for success in work 
and personal life. children and young 
adults need role models throughout their 
day and throughout their school years. 

• Building Friendships. Friendship is 
very important in the life of a child or 
young adult. It is an integral part of their 
sense of well-being. In order to develop 
friendships. children need daily shared 
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time and experiences with others their age. 
Schools can be a source of friendships that 
last a Ii fetime. 

It is interesting to listen to what parents 
have to say about '"inclusion" and their 
children: 
"Now what has integration meant for 
my son Daniel?2 Well first of all, Daniel 
likes sameness and familiarity. He has 
been able to walk in the exact same 
footsteps as his brother and sister, 
which is something I 11e~·er imagined 
was possible when he was two years old. 
Both his older brother and sister went 
to I the same elementary, middle and 
high school] and it has been just lovely 
that Daniel has been able to follow the 
same pattern of schools. The develop. 
ment of language has been just tremen­
dous because he has been surrounded 
by normal speech-bombarded with it 
six hours a day. 

"What has integration meant to our 
family? First, it has made a big dif­
ference in how isolated and different 
and lonely and set apart we felt­
because we really did feel that way 
when he was young .... I would say 
what is most important is that his school 
and work experiences combined have 
taught us as a family that Daniel is 
capable of leading a reasonably ordi­
nary day-to-day life-like the rest of us. 
When he was little it seemed impossible 
that he could lead a kind of 'regular 
life.' It has helped us feel hopeful and 
guardedly optimistic about his future." 

How does the presence of students with 
special needs affect other students at 
school? The majority of students in our 
public schools learn very powerful lessons 
when students with special needs are sepa­
rated from them. Since they do not get to 
know these students well. they often come 
to believe that these children and young 
adults are different and scary, and should 
be separated from them. When students 
with differences are not in their class­
rooms. these classrooms do not reflect 
society and do not adequately prepare our 
children for the future. If we want gradu­
ates who welcome others-regardless of 
their learning. physical or emotional 
characteristics-as neighbors. co-workers 
and friends, daily shared experience 
among students will be essential. As one 
parent expressed it: 

"These [graduates] are going to be his 
job coaches; they may be the staff that 
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work in the home where he lives. 
They're going to help him scrub his 
teeth, participate in selecting what he 
wears, and comfort him when he is ill­
they'll be involved in very personal and 
intimate ways in his life. Some of them 
will be growing into positions of respon­
sibility. They'll be running the program 
he's in. Some of them are going to be 
moving into positions of bureaucracies 
... they'll be directing policies that will 
determine the kinds of programs he's 
in. I think they will serve him better 
and be richer human beings themselves 
because they've had the opportunity of 
spending time with students like 
Daniel-because that was part of their 
normal school career.'' 

How Are Individual Education Pro­
grams Carried Out in Regular Educa­
tion Settings? 

By law. each child and young adult who 
is identified by a school district as having 
a "handicapping condition" has an Indi­
vidual Education Program (l.E.P.) 
developed by school staff and parents (and 
hopefully students). Schools which wel-

come all students as full members are 
finding ways tor students to work on the 
individual goals which arc important for 
them. while remaining with students with­
out disabilities throughout the day. To 
show how teaching staff achieve this. we 
will present information 011 Jamal. a first 
grader. 

In Jamal's first grade class there are two 
teachers. Six students with special needs 
are members of the class. One of the 
teachers is certified in special education 
and one is certified in both special and 
regular education. Schools and districts 
moving in this direction have worked out a 
variety of staffing arrangements to meet 
the needs of students. Sometimes a con­
sultant teacher will periodically meet with 
the regular class teacher to assist in plan­
ning for a student(s). In some situations, a 
teacher assistant will help in the classroom 
all or part of the day. 

Jamal's teachers believe it is important 
to create an atmosphere where all children 
can learn actively. have fun doing it, and 
leave feeling good about themselves ;:1>d 
others at the end of the day. These 
teachers are open to new approaches and 

Practice makes perfect with the help of a fellow musician. 



:!re always changing and improving how 
they organize their classroom and 
activities. 

Jamal has individualized goals on his 
education plan. A sample of some of the 
goals follows: 

• indicating choices in a variety of 
situations: 

• responding to greetings with a wave 
or a "'high five" (he has no verbal 
speech); 

• learning to tap people on the shoulder 
when he wants their attention; 

• using a "'language board" with pic­
tures and a few words on it (for example. 
"yes."" "no""); 

• understanding an increasing number 
of gestures and "'signs" (for example. 
··now.·· "later.·· "more.·· .. finished'"); 

• attending to books and being able to 
turn the pages (it is unclear how much 
reading ability he has); 

• using a picture schedule of activities 
for the day and moving towards the proper 
activity area when needed; 

• handing a money pouch over to the 
lunch cashier when he gets his lunch; 

• progressing with his toilet use skills; 

• picking up and chewing his food; and 

• other motor development goals. such 
as using his forefinger and thumb to grasp 
things. and sitting on the floor and getting 
up as needed. 

Many of the goals above are considered 
"functional skills"-that is. skills that arc 
important in his day-to-day life. Oppor­
tunities to address these functional skills 
already exist in the daily routines of all 
students (e.g .. taking care of personal 
belongings. taking off and putting on coats 
and hats. using the restroom. using the 
cafeteria and eating lunch). Jamal receives 
more focused instruction during these rou­
tines than most of his classmates who arc 
independent in these activities. 

In developing his daily schedule. his 
teachers and therapists have looked for all 
possible opportunities throughout the day 
to work on the goals mentioned above. 
Below is a schedule of a typical day: 
8:30 Jamal arrives at school, greets his 
classmates (with help), and receives 
instruction unzipping the pack he carries 
back and forth to school. getting his lunch 
money out. and bringing his notebook to 
the teacher"s desk. (His parents and 
teachers communicate daily through the 

use of a notebook.) Jamal and the other 
first graders have a few minutes to 
""cruise"" the room. There are lots of 
books and activities around the room and 
it"s a great time for kids to connect with 
each other. 
8:4S The entire class divides up into part­
ners who read books together for a few 
minutes. Jamal's partner brings two books 
over. and he picks one of the two by 
pointing to it. He will turn the pages while 
she reads aloud. She (or a teacher) may 
ask him to point to pictures. Since the 
class desks are placed in clusters of four. 
children spend a lot of time during the day 
talking and learning from each other in 
both formal and informal ways. 
9:00 On some days. students arc paired 
for '"class jobs." On this particular day. 
Jamal and a partner will take the atten­
dance cards and messages down to the 
office. These jobs teach all students to 
take responsibility for the smooth func­
tioning of the classroom. After this. the 
whole class reviews the calendar and 
schedule for the day. At the same time. an 
adult or a student will help Jamal put his 
schedule pictures in the proper order for 
his day. 
9:30 During a penmanship lesson. the stu­
dents sit in groups of six. Jamal will pass 
out the papers to each child in his group as 
directed by the teacher. He is learning to 
associate their names and faces. He is also 
working on his '"grasping'' skills. Later. 
an adult will put two colors of crayons by 

him and ask him to pick up the blue one to 
color with. He is learning a lot about lan­
guage in this and all class activities. 
10:00 All students take a break for the 
bathroom and a drink at the water fountain 
at this time. Jamal will line up with the 
other children. but will need assistance 
and may take longer in the restroom. 
IO: IS There are a variety of activities dur­
ing reading time. Sometimes children 
develop a class ·'big book .. with a page 
about each of them. His teacher may write 
home to ask what Jamal"s favorite TV 
show is. or what he likes to do with his 
family so that his page can be completed. 
Since his classmates arc getting to know 
him so well. they can fill in some informa­
tion like. "What"s my favorite food?" He 
can use the ··yes/no" section on his lan­
guage board to tell them if they are right. 
and to answer questions about other rcad­
inl! stories. 
11: IS Jamal needs to visit the nurse to 
receive his medication. An adult points to 
the picture of the nurse on his schedule to 
make the destination clear. and they walk 
together to the nurse·s office. Afterwards. 
he returns to class. walks down to the 
lunchroom and sits with friends. An adult 
assists him with getting his lunch. paying 
the cashier and developing his eating 
skills. 
12:00 All children are involved in Leam­
ing Centers--centers set up in the comers 
of the room with educational activities for 
individuals or small groups. Sometimes an 

"How about right here?"-students enrich each other's work. 
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occupational therapist will join a small 
group at a Learning Center to work with 
Jamal on specific skills. On other days. 
his teachers prepare a ··cooperative learn­
ing'' lesson. 3 The class is divided up into 
small groups which include students of 
different race and sex. as well as different 
learning and personality characteristics. 

Group membership sometimes remains 
the same for several months so that the 
students develop a sense of group cohe­
sion. Students learn positive interdepend­
ence by sharing goals and materials, and 
taking on different role assignments. 
Jamal is also given a role when these 
lessons occur. although the way he partici­
pates may look different from his peers 
(e.g .. he uses a name "stamp" to sign his 
name, he gives members a "high five" to 
encourage them. instead of using words). 
One of the teachers provides support to 
him and his group. 
12:55 Jamal joins his classmates for art. 
music. library or physical education class 
at this time. A variety of rich learning 
experiences occur in these classes. 
I :30 Students usually have a math activity 
at this time. On some days. Jamal leaves 
the room for a session with a related serv­
ice provider (e.g., speech therapy. physi­
cal therapy). On other days. his teachers 
develop ways to incorporate him into 
small group instruction. One day he works 
as a "checker" for his math group. The 
six children are using small cubes to solve 
number problems such as "eight minus 
four." After the children determine the 
answer. Jamal and his teacher will touch 
each block and count from one to four in 
order to "check" the answer. He is learn­
ing one-to-one correspondence through 
this activity. 
2:00 Jamal begins to prepare for dismissal 
by getting his backpack off his hook and 
bringing it to his desk. He will put his 
notebook in the pack and re-zip it (with 
assistance). On this day. his class will join 
another class to have a sing-along. He will 
need to sit on the floor and get up after the 
singing is finished. He greatly enjoys the 
songs and often claps along. At dismissal. 
he walks with a partner and an adult to the 
bus. 

It is clear that the "typical day" of this 
first grade offers many opportunities for 
Jamal to learn and grow. 

What Happens When Students Get 
Older? 

Shifting from "special" classes to 
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inclusive programs is not limited to young 
children. In inclusive education programs. 
students with special needs continue to 
progress from grade to grade with their 
classmates. When they complete elemen­
tary school. students transition to middle. 
and later, high school with familiar 
classmates. 

Students with disabilities in middle and 
high schools have individual schedules 
like other students. Teachers and parents 
help students select courses which will 
allow them to address their individual 
goals and interests. In some cases. an 
additional teacher or teacher assistant is 
assigned to a class that includes one or 
more students with significant needs in 
order to provide support or make adapta­
tions in the curriculum. Some older stu­
dents may receive instruction in functional 
skills in the community for one or more 
periods a day in addition to the regular 
classes they take (e.g .. weekly instruction 
in a community workplace. learning to use 
the grocery store). Since the community is 
a rich environment for learning for any 
student. some teachers involve students 
without special needs in such instruction. 
and pose challenges to them related to 
their goals in school (e.g .. applying math 
and health concepts in a grocery store). 

Do Middle and High School Students 
Accept Classmates Who Have 
Disabilities? 

Many students are both positive and 
supportive of their classmates who have 
disabilities. Many students who have been 
in "inclusive" education classes in ele­
mentary school believe that students with 
disabilities should continue to be members 
of their classes. 

"Before I came here, they were in all our 
classes in elementary school. They're 
people too, just like us .... They should 
be in more [regular} classes here." 
-a middle school student who has a 
classmate with autism in one of his sev­
enth grade classes4 

Yet this kind of acceptance can also be 
heard among older students who have 
classmates with disabilities for the first 
time in middle or high school. A high 
school girl describes Terry. a classmate 
she met during her junior year. Terry had 
always been in special education classes 
prior to this year. 

"She's real nice, you know. The way she 
used to walk in and yell 'hi' to e~·erybody 

·~;.~~r 
: .... ~ 

' . ~~ ... It s pretty good to have her in class; I 
was kind of helping her in the beginning. 
She sat at our table because her 
{wheel]chair didn't fit at the other ones. 
One time, I was helping her and she was 
helping me-you know how she does it. / 
think we were doing abstract or asym. 
metrical forms on paper. And she was 
having a fun time." 

This student viewed her clas~mate as a 
"fun person." She didn't even mc·ntion 
Terry's disabilities. Terry is accompanied 
to class by a teacher or assistant for sup­
port in her work. Terry is a young woman 
who has severe physical disabilities and 
does not speak. This girl and other class­
mates describe her not as "handicapped," 
but as "outgoing. friendly. and fun." 

What Do Students with Disabilities 
Learn in Regular Middle and Second· 
ary School Classes? 

Secondary students also have Individual 
Education Programs with speci' ··· ~!oals 
determined. Students do not neeJ !•> learn 
the same content at the same level as their 
classmates to benefit from attending regu­
lar classes. Many regular classes in middle 
and high school offer rich learning 
environments for modified academic and 
other related skills (e.g .. communicatio~ 
and social skills)--as well as positive role 
models. 

Dave is a middle school student who 
has autism. In his seventh grade social 
studies class. many of his individual goals 
were drawn from the same content as his 
classmates-although he is not expccr:d to 
learn as many facts and details about 
American history as most of the other stu­
dents. Participating in small group 
activities and listening to his teacher's 
presentations and class discussion contrib­
uted to his learning. particularly since his 
reading skills are different from most oth­
ers in his class. 

Dave was also enrolled in seventh grade 
math. but received individual instruction 
from a support teacher within the class. In 
addition to his math goals. much of what 
Dave learned in this class centered around 
staying "focused" and learning appropri­
ate social behavior in group settings. The 
seventh grade math teacher commented on 
what Dave had learned by the end of the 
school year: 

"His skills and behavior are much better 
than when he came in at the beginning of 
the school year ... In the very beginning 



of the school year when he came to class, 
I didn't think I was going to make it ... 
He would hit himself or he would make 
noises ... or he would get out of his seat 
and ask me something ... He would talk 
out loud instead of whispering ... His 
growth over this year has been phe11ome-
11al ... It is unbelievable that he is the 
same young man. He still demonstrates 
those behaviors ... He still has those 
days. But his productivity has tripled ... 
I mean he can sit through a class and 
work ... Now, he can work through the 
distractions of the class. He can produce. 
There's a tremendous amou 111 of 
improvement ... 

"At the beginning of the year, I ques­
tioned whether he should be here ... But 
the interaction, the ''feeling'' part of the 
class, the knowledge of the need to func­
tion within a group, even if he's doing 
sumething totally different ... to be able 
to walk into a crowd and do what you 
need to do--/ mean that's part of every­
day Living .... And I think that as educa­
tors, placing him in situations like this 
five different times a day can only 
help .... hopefully it will transfer into 
everyday functioning in groups and 
crowds-and being able to deal with 
other people.'' 

One high school student. Sam. who had 
always been in special education classes. 
began taking a regular music dass during 
i:1s third year in high school. This young 

man lives in a state institution for people 
with developmental disabilities. He has 
extensive physical disabilities and appears 
to have intellectual disabilities. He does 

Making School Integration Work: 
Additional Resources 

The·following list of resources is geared for 
those interested in learning more about inclu­
sive education: 

D. Biklen. Achieving the Complete School: 
Sirategies for Effective Mainstreaming, New 
"{,irk: Teachers College Press, 1985. 

D. Biklen (Executive Producer). Regular 
Li1·es (Videotape). Washington. D.C.: State of 
the Art, Inc. (WETA. P.O. Box 2626. Wash­
ington. D.C. 20013). 1988. 

J. Dobbins (Producer/Director). Jenny's 
Story (Videotape), Islington. Ontario: Integra­
tion Action Group ( 19 Rivercave Drive. 
MOB4Y8), 1987. 

1. O'Brien. M. Forest. J. Snow and D. 
Hasbury, How to Improve Schools by We/com-

not have verbal speech. After his first year 
in a regular class. his teacher reported that 

he "is well-liked and has made a number 
of friendships ... School is one of the few 

places this student has opportunities to 

make friends with people his age. One of 
his classmates. a sophomore. described 

the relationship: 
"Sam hangs with us-me, Tom, Leon, 
Ted. And we like rap, and he raps ... 
He's pretty cool .... He's fun to be with 
. .. And he knows what we're talking 
about ... Everybody wants Sam there. 
When he's not there, everyone's like, 
'Where's Sam?' " 

Sam's music teacher discussed the 

impact his presence had on other members 

of this high school dass: 

"If we learn to deal with it [disabilities/ 
and associate with it, and identify with it, 
then it's much easier for us to cope .... 
There are kids that learned to love him 
and accept him that probably never had 
to deal with handicapped people at all. 
And just the environment itself-it 
changed. Learning to 'read' [his/ 
sounds, be it good sounds or bad sounds, 
and people are willing to accept these 
forms of communication.... These 
things all had an impact." 

Summary 
As noted in a parent newsletter. the 

inclusion of children and young adults 
with disabilities with other students in our 
schools will result iri "an ever widening 
circle of people who believe that dis­
abilities arc a part of life. that people with 
disabilities are a part of lourl natural 
envirnnrm:nt who should not be isolated. 

and that people with disabilities can have a 

ing Children with Special Needs into R~gular 
Classrooms, The Centre for Integrated Educa­
tion: Frontier College Press, 1989. 

C. B. Schaffner and B. Buswell. Opening 
Doors: Strategies for Including All Students in 
Regular Education, Colorado Springs: Peak 
Parent Center. Inc. (6055 Lehman. Colorado 
Springs, Colorado 80918), 1991. 

S. Stainback. W. Stainback and M. Forest 
(Eds.), Educating All Students in the Main­
stream of Regular Education, Baltimore: Paul 
H. Brookes. 1989. 

1. York, T. Vandercook, C. Macdonald. C. 
Heise-Neff. and E. Caughey, Class Integration 
of Middle School Students with Severe Dis­
abilities: Feedback from Teachers and Class­
mates. Minneapolis: University of Minnesota, 
Institute on Community Integration. 1989. 

positive effect on non-disabled people and 
the general community ... , 

All students can benefit from regular 
class activities even though the individual 
goals for some may be quite different. 
Such efforts arc not always easy to imple­
ment, and depend on adequate support for 

both students and school personnel-but 
the benefits for all students are substantial. 
As one regular education teacher noted: 

"Above all, we want our kids to show 
concern for others, now and in their 
future days. Typical kids in integrated 
classrooms benefit because these goals 
are as much a part of their daily class­
room experience as the 'academics.' In 
reality, I believe the academics are 
enhanced because of these goals. " 6 

And this teacher observed: 

"I believe that all kids have a right to be 
in inclusive classrooms-to be educated 
with their peers. When everybody in a 
class is considered equal, some very great 
things will happen." • 

Linda Davern is the Coordinator of the 
Inclusive Education Project (a collabora­
tive project between Syracuse University 
and the Syracuse City School District). 
Syracuse University, Division of Special 
Education and Rehabilitation, Syracuse. 
New York. Roberta Schnorr is a graduate 
associate with the Inclusive Education 
Project, and is currently involved in 
research related to the inclusion of sec­
undarv students. 

I. These and the two quotes from parents 
that follow are drawn from A. Ford. E. Erwin. 
L. Davern. R. Schnorr. D. Biklen and J. Black 
(Eds.). Proceedi11g.1· of' the School Leaders' 
Institute 011 Inclusive Education. Inclusive 
Education Project. Syracuse University and 
Syracuse City School District. 

2. The names of students have been 
changed. 

3. D.W. Johnson, R. Johnson. E. Holubec 
and P. Roy. Ci rein of Learning, Alexandria. 
Va.: The Association for Supcrvi~ion and Cur­
riculum Development. 1984. 

4. These and the quotes that follow were 
gathered as part of a research pro.ice! related to 
regular secondary classes which include stu· 
dents with disabilities. 

5. P. Mosser and L. Sommcrstein (Eds.). 
Pare111 Netll'urk Cu1111ectio11.1·: Pare11r.1 Help 
Pare111s, 3 (~). p. I. Summer. 1989. 

6. This and the following quote arc taken 
from the ProCl'edi11g.1· of the School Leaders' 
/11stitute 1111 /11c/11sil'e Education. Inclusive 
Education Project. Syracuse University and 
Syracuse City School District. 
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BY RICHARD 8ClIA11'MA~ and .JEFF BE~:\ r 

ver the past decade, while reform efforts 
in regular education have madt' fr-0111-

page news, the reform of special education 
has been discussed primarily within the pro­

fessional and political communities. 
Special education reform has focused 011 issues rt'­

Iated to the placement of children with disabilities. with 
terms such as "mainstreaming," "least restrictive envi­
ronment," "the regular education initiative," and "hrll 
inclusion" describing various aspecL-; of the mo\'emc 11 \. 

This article will briefly review the history of special 
education reform, discuss current ideas related to hest 
practice, and illustrate a number of organizational 
characteristics typical of schools now using exemplary 
special education models. 

A Look Back 
Although special education was mandated through 
federal legislation in 1975, special education services 
have been part of American education for 111ud1 
longer. During the 1960s, special education em­
braced a segregated model wherehy eligihle chilcln·n 
were served in separate classes or separate schools. 
Broum v. Board of Educatirm, the I 9!14 Supreme Court 
decision abolishing the legality of school sq.~rq~ation 
for blacks and whites, set the stage for emeq.~ing con­
cerns about segregated educational models for stu­
dents with disabilities. 
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.·, . ; 

~_::~:.~f ~*,fki,;1,~;,%~~A~ifa~t'~~~l;1tt 
. •, .~·· "" 

(AllllTfllSllHT tl11· 11bn·1111·11t 11f1hil­
cln·n in sqiara11· ~d11111I' ;rnd spt'rial 
rbssl'S within rq~ubr srhoub Wt'IT 
hast·cl 011 t·vid1·11tT tha1 'q.:rt'ga11·d 
pr;1rtin·s Wt'r<' i11ht'n·11th di,ni111in;1-
t11rv. r.iri;1lly hi;1sc:d. i11s1rnni1111;1ll' ind~ 
krrin-. sorialh· and psn-h11l11gir;1llv 
1L1111agi11g. and 1·11111pr11111i~i11g tu a 
~r111111l's ahilit~· to prm·id1· 1·q11;ilil\· of 
t;d11c11io11al 11ppon1111itv II 1 ;1ll -;t11dt·11L'. 

\\'ith tht· passagt· of thl' Fd11r;1ti1111 
of tht· I L1111lic1ppt·d :\rt t si11n· rt'­
n;1111t'd Tiu· I ndivid u;tls with Dis­
aliilitit·s Education :\rt) in I qi;1, thl' 
l'flican of st'grt'gatt'd pL1tTn1t·111 
praciin·s in thl' l~liOs wa' lurthcr 
t·\·ah1;11t·cl and thl' notion of "111ain­
strl';1111i11g" g;1incd r11rrt·11n· within 
tlll' t·durational ro1111111111il\. \Lti11-
s1rc;1111i11g t·11ahlt'tl s111dl'nl.' in st'JM· 
ra11· programs to intt-ran with n1111· 
k111dirappt'd pt·t..-s. 11s11;ilh during 
11111 i-;1r;1dt·111ir ;1n i,·i t it·s. 

\\.hilt- th1· word "111;1i11s1n·.i111i11g" 
llt'HT •1ppl'ars i11 thl' ll'X\ 111 \ht' l'l. ~H­
I ·I:!. its lllt';111i11g i, d1·riwd lr11111 th·· 
Lt,,.·s ll-as1 n·strini\t' 1·11\·1n111111t·111 
cL111st-. which 111;111<L1tn till' lullm,·i11g: 



• To the maximum extent appropriate, handi­
capped children, including children in public or pri­
vate institutions or other care facilities, are educated 
with children who are not handicapped; and 

• Special classes, separate schooling, or other re­
moval of handicapped children from the regular edu­
cation environment occur only when the nature and 
severity of the handicap is such that education in reg­
ular classes, with the use of supplemental aides and ser­
vices, cannot be achieved satisfactorily. 

Before long, the efficacy of mainstreaming was ques­
tioned. Special education reform considered more in­
clusive models where children with disabilities would 
participate with non-handicapped peers in both aca­
demic and non-academic areas. A new phase of special 
education reform began to take form in the early 
1980s, referred to as integration, full inclusion, and the 
regular education initiative. 

Full inclusion, where all students are educated in the 
same schools and the same classes, evolved from the ef­
forts of parents, educators, and federal bureaucrats in 
the U.S. Department of Education's Office of Special 
Education Programs. 

Those advocating for the reform of special educa­
tion and the adoption of inclusive approaches were 
motivated by concerns similar to those of reformers in 
the early 1970s. Both groups were concerned by segre­
gated practices that denied students with disabilities 
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equal educational opportunity. 
Currently, there is debate within the 

educational community as to the value 
of inclusion. Even so, many school dis­
tricts throughout the United States 
and Canada are using inclusionary 
models where all children, regardless 
of their type or severity of disability, 
are fully educated in regular educa­
tion classes. 

School Characteristics 
Schools that have adopted an inclu­
sive approach to special education dif~ 
fer from each other in size, location, 
and wealth. Despite these differences, 
there are a number of common char­
acteristics of which three will be 
examined here: 

• The relationship between inclu­
sion and the broader issues of school 
reform; 

• The use of teaming approaches 
for problem-solving and program 
implementation; and 

• Changes in the roles of profes­
sionals and parents in inclusive 
schools. 

Thoughtful ~ions 
Schools that embrace fully inclusive 
approaches often a.re engaged in 

other reform or restructuring efforts. 
As a result of these efforts, schools em­
bracing inclusive approaches oft.en 
embrace well-articulated mission state­
ments that reflect the values and be­
liefs of those involved in the school 
community. 

In inclusive schools, disu;ct mission 
statements speak to the needs of all 
children. For example, in the Swan­
ton School District in northwestern 
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Vermont, teachers, administrators, 
and community members discussed 
their beliefs regarding the mission of 
the school for two years before devel­
oping a written statement. 

This ongoing communication en­
couraged the consideration of varied 
perspectives and contributed to a 
high degree of investment in the 
school mission. 

The Swanton mission states: "The 
Swanton school community believes 
that given enough time and appropri­
ate instruction, students will achieve 
what is considered necessary to learn. 
We recognize that students arrive at 
school with differing backgrounds, 
influences and needs. We are commit­
ted to the concepts of fairness andjus-

tice which reflect a concern for each 
individual's development, dignity and 
growth potential. Approaches to social 
responsibility will promote behavioral 
changes which empower studenL<; to 
understand their obligations to others 
as members of a democratic society." 

The Swanton mission established 
stai;idards and goals for the school sys­
tem and then undertook a number of 
fundamental changes to meet those 



~~­

.f,f. 

I 
f~'::?1 • standards. The reforms modified how 
:~~j.f.'~;'. tea~h.ers participated in gov~r_nance 
:!Pi~.::~: deos10ns, ~ow paren.ts paruc1pated 
-~~··,•(;:; with professional staffm issues related 

:·~~: to instruction, how children were 
-~t· grouped, and how practices in special 

education were to be delivered. 
The Swanton district's practice of 

sending children with disabilities to 
special education classes out of the 

community raised questions over the 
lack of alignment between belief and 
action. 

Teachers, administrators, and par­
ents agreed to explore other means 
for providing educational support to 
children with significant disabilities 
within the local school. By 1986, all 
children living in Swanton were placed 
and supported in age-appropriate reg­
ular classes regardless of disability. 

Team Problem-Solving 
Schools embracing integrated or 
inclusive models, such as the Swanton 
district, often use a teaming approach 
for problem-solving, planning, and 
program implementation. 

The traditional organizational struc­
ture, whereby a teacher is solely re­
sponsible for all the children in class, is 
limited in its ability to address the di-

verse needs of a diverse student body. 
Schools that include all children 

have broken the professional isola­
tion by linking teachers, parents, and 
administrators with one another. 

Student-centered planning teams 
have been considered essential for 
the implementation of inclusive edu­
cational programs for a number of 
important reasons. First, teams pro­
vide all parties with a support net­
work. No one individual has all the 
skills needed to meet the educa­
tional needs of children with severe 
disabilities. 

Second, teams are a powerful tool 
for problem-solving. When a collabo­
rative team approach uses specific 
problem-solving techniques, solutions 
to complex issues are more likely to 
emerge: In addition, the quality of 
outcomes resulting from multiple per­
spectives is usually greater than those 
resulting from unilateral efforts. 

Third, teams involve parents in a 
meaningful way. While educators long 
have recognized the relationship be­
tween a home-school partnership and 

a child's educational experience, few 
schools organize themselves in ways 
that make them accessible to most 
parents. Teams allow parents to meet 
with professionals on a regular basis, 
share responsibility, and develop a 
meaningful relationship. 

Finally, teams are important as they 
enable the group to share responsibil­
ity. No one member of a team has all 
the answers. When a group of individ­
uals work together with common 
goals, complex programs can be de­
veloped and implemented in regular 
education classes. 

Teaming, therefore, allows teach­
ers, parents, related service providers, 
and administrators to recognize the 
complexity of the task at hand and or­
ganize personnel and resources in a 
manner which allows for success. 

~ Adoption of a team-based model re­
:S fleets a more holistic view of the sys-
6 tern, whereby teachers, administra­
o; tors, and parents must be linked in an 
.§ interdependent manner to succeed. 
~ The adoption of teaming strategies 
~ 
6 not only alters a school's approach to 
~ the education of children with disabil­
~ ities, but fundamentally changes how 
~ schools operate, how decisions are 

made, how instruction is delivered, 
and how individuals relate to each 
other. 

In a team-based approach, the roles 
of teacher, administrator, and parent 
are different than they appear in 
more separate and segregated mod­
els. Thus, another characteristic of 
schools embracing an integrated ap­
proach to the education of all chil­
dren is that the traditional roles of 
teachers, administrators, and parents 
change. 

New Responsibilities 
Schools that do not use teaming 
strategies often have a high degree of 
specialization among professionals. In 
a team model, teachers, parents, and 
administrators share responsibility for 
a range of activities and embrace par­
ents as equal partners. The parent's 
role is elevated in its importance and 
function and the professional roles ex­
pand from specialist to generalist. 

Where this role transformation has 
occurred, teachers and administra­
tors have discovered a team approach 
is both professionally enriching and 
more efficient. 
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In inclusive schools, administrators 
report they participate on teams, are 
involved in instructional decisions, 
and share responsibility for achiev­
ing collaboratively established goals. 
These administrators no longer are 
responsible for making unilateral de­
cisions related to resource allocation 
or accessing outside technical assis­
tance and support. 

When administrators of inclusive 
schools share their power with the 
team, the benefits are clear. Decisions 
are more child-centered, they reflect 
the multiple perspectives of those in­
volved, and all parties are invested in 
the decisions made because all have 
participated. 

Richard Villa and Jacqueline Thou­
sand, in Strategies far taucating Learners 
with Severe Disabilities within their Home 
Schools and Communities, identify a 
number of important roles for the 
building and central administration 
in a team-based model supporting 
fully inclusive practices. They include: 

• Challenging teams to make deci­
sions that align with the mission and 
philosophy of their school; 

• Modifying master schedules to 
support teachers with the time needed 
to meet as teams; 

• Creatingjob descriptions that re­
flect the new roles of professionals 
working in a team-based system; 

• Hiring personnel who embrace 
the district's philosophy and have ap­
propriate technical and communica­
tion skills; 

• Supervising and evaluating staff 
in a manner that supports the dis­
trict's commitment to all children; 

• Setting the agenda for staff meet­
ings and include items that relate to 
support needs of all children; and 

• Arranging for inservice and 
training for staff. 

Blurring the Roles 
In addition, administrators need to 
support staff in the self-evaluation of 
their performance as a team and ad­
dress their inservice needs related to 
improving teaming skills. As with the 
administrator, teacher roles also 
change in schools embracing inclu­
sive practices. 

In an integrated school, the teacher 
provides direct instruction, consults 
with other team members, supervises 
paraprofessionals, and coordinates re-

lated services. Teachers in integrated 
schools also participate in training 
colleagues. 

The role of a special education 
teacher in an integrated school also 
changes. In a segregated special 
class or "pull out" model, the spe­
cial education class teacher pro­
vides direct instruction to a limited 
number of students in a controlled 
environment. 

In an integrated or inclusionary 
model where the special education 
teacher is a member of a team, the spe­
cial education teacher co-teaches with 
regular class teachers, shares in the re­
sponsibility of providing training, sup­
port, and supervision to paraprofes­
sionals, and participates on teams as 
an equal member with parents, class 
teachers, and administrators. 

In a number of school districts in 
northern Vermont, including the 
Winooski. Milton, and Swanton dis­
tricts, responsibilities of regular and 
special education teachers have be­
come less distinct. Participation in a 
team process has resulted in teachers 
learning skills from each other. The 
process of moving from teacher spe­
cialist to teacher generalist reflects an 
upgrading of skills among all profes­
sional staff. 

Teaming is a strategy that encour­
ages this outcome. When teaming re­
sults in a professionalization of all 
staff, integration is modeled by adults 
to students. In districts where student 
and staff integration has occurred, all 
instructional staff are regarded as 
teachers rather than special education 
teachers, regular education teachers, 
speech language pathologists, and 
psychologists. 

Several factors have contributed to 
these transformations. Two of the 
most important are new knowledge 
and staff development. 

Districts implementing integrated 
approaches have an increased need 
for ongoing staff development. Most 
districts have an enormous supply of 
expertise on staff, and can tap into it 
to provide training. Yet traditional or­
ganizational strategies often isolate 
staff from each other and make it less 
likely they will share knowledge and 
expertise. 

DistricL~ that have embraced inclu­
sive practices assign a top priority to 

the staff development needs of team 
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members, including parents. Strate­
gies include linking with other dis­
tricts, giving teachers and parents time 
to meet, involving staff with institu­
tions of higher education, and partic­
ipating in professional organizations. 

Multiple Benefits 
Inclusive education offers the child 
with disabilities the opportunity to be a 
meaningful member of the community, 
to have exposure to talented teachers, 
to develop social relationships with 
non-handicapped peers, and to have 
quality educational programs taught in 
a "normal" school setting. 

Inclusive education offers teachers 
the opportunity to use their skills with 
a wide range of students, to join other 
teachers for support, to work with ad­
ministrators on decisions that affect 
their ability to teach, and to link with 
parents. 

Inclusive education brings admin­
istrators in to the arena of instruction 
as members of a team. Inclusive 
education links administrators with 
teachers and parents so quality deci­
sions may be made that benefit all 
children. 

Inclusive education offers parents 
the opportunity to develop ongoing 
relationships with a small group of 
school professionals working on be­
half of their child. For parents to be 
meaningfully involved, and for schools 
to benefit from their insight, parents 
must have an ongoing relationship 
and a forum for open and honest 
discussion. 

The student-centered planning 
team enables this level and quality of 
involvement to occur. 

Finally, inclusive education offers 
the school the opportunity to be truly 
effective. Ultimately, if a school is to 
be successful it must provide equity 
and excellence for all children. Edu­
cation in a democratic society re­
quires no less. 

Richard Schattman, a faculty member 
at the University of Vermont, is a re­
search associate with the National 
Study of the Implementation of Least 
Restrictive Environment, a national 
policy study group. Jeff Benay is 
director of Indian education in the 
Franklin Northwest Supervisory Union 
in Swanton, Vt. 



·How Four Communities Tackle 
ainstreaming 

Editor's Note: AlTOss the nation, public leaders in four communities to describe 
school leaders are attempting to support how they are mainstreaming students 
. ~he education of students with disabilities with disabilities of all types into regular 
rn 'regular education classrooms. This .classes with non-disabkd students. They 

. '" 'inclusive' education movement is having were asked to discuss some of the lessons 
,- :·;., ·:.· .. : a dramatic impad on special education. t~ have learned about their odyssey . 

. .:..:. ·: ·'.°'1: ~'The School Administrator invited :_ =··,/~'.·:·:_. .... · ·.,;\".:(-:·:;,: 
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Saline, Michigan 

Aligning Our Beliefs with Action 

W:en our school district con­
ucted a self-evaluation as 

part of a school improve­
ment process during the 1986-87 
school year, we observed a clear dis­
crepancy between our beliefs and 

Practices. " 
(j 

While our mission statement as-
~ serted the belief that all students can c:; ,' 

learn and "we will equip all students ;:; 
with knowledge, technological proli- :3 
ciency and the personal skills neces- ~ 
sary to succeed," our assignment of E 
students with disabilities indicated the JO· 
contrary. 

We had to treat all of our students 
equally. We had to invite all of our stu­
dents back to the neighborhood 
schools. We had to change. 

Accepting a Challenge 
Since the mandatory special educa­
tion laws were enacted, our school dis­
trict has integrated fully most mildly 
or moderately impaired students in 
the general classroom. Therefore, 
our challenge was to develop strate­
gies to integrate students with the 
severest handicaps. 

In the 1986-87 school year, 19 of 
our 3,000 students were classified with 
moderate and severe handicaps and 
were educated in off-site, centralized 
programs administered by a regional 

<:>" 

" :;;:; 
" 0 
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Superintendent, Saline Area Schools .1 



return their children with severe 
·handicaps that fall. 

'Guiding Principles {r0 implement the process, we adopted 
_:proven i~structional and administra­
: tive pracuces, developed support net-
· works for teachers, provided addi­
:tional support for teachers and others, 

. .,·.and developed support networks for 
ii'"studen ts. 
~(,; We adopted 11 best practices to 
·~:guide the management of the pro­

'.gram, based on the research litera-
. ture. We took some from many differ­
;ent authors, especially Jacqueline 
Thousand of the University of Ver­
"mont, to create our own set: 
":~. • No. 1.: Age-appropriate placement in 
_.local public schools. We use a general 
:rule of thumb for classroom place­
°;'ment of plus or minus two chronolog­
'~ical yt'ars. 
··:_~\: • Nu. 2: Integrated delivery of educa­
tional and rel.ated services. All services to 

, the handicapped are offered in the 
'general classroom often with the par­
~~ticipation of students who are not 
·''tlassified special education. 
/,:. • -No. 3: Social integration. Social 
'.support of the handicapped student 
)s provided with "Circle of Friends," 

:. _"Peer Buddies," and other tools . 
.. :; .. -~- '·. • No. 4: Transition planning. Collab­;,tl:" _orative ef[orts among_the adult'i con­
~~: cerned with the handicapped young­
i-j< ster guide the transition of a child 
''!("" from centralized program to the reg-
s/· ular classroom, from elementary 
);;\ school to middle school, or from one 

··-_ f grade to another. 
'..(· • No. 5: Community-based training. 
) From the earliest years, students are 

.. ,. introduced to the world around them 
~l and the community outside the 

- .! school. As the students mature, they 
are nurtured and taught in the com­
munity environment to foster the 
highest degree of independence and 
interdependence. 

• No. 6: Curricul.ar expectations. The 
regular education curriculum is 
adapted to a level that best challenges 
the handicapped student. -

• No. 7: Sy.~tematic data-based instruc­
tion. Documenting successes and 
progress in surmounting educational 
and social challenges assures maxi­
mizing consistency of appropriate in­
struction over time. 

• No. 8: Home-school partnership. 

Parental involvement with all parts of 
the student's schooling is essential. 
Parents are part of the team, which 
meets at least. once each month or as 
often as once each week. 

• No. 9: Staff development. Without 
training, the staff cannot acquire the 
skills and confidence to implement 
the program. 

• No. 10: Team collaboration. The 
adults who work together to direct 
and provide the education of the 
student must be trained in the skills of 
team management, collaborative de­
cision-making, and group dynamics. 

• No. 11: Systematic evaluation of ed­
ucational and related services. Evalua­
tion serves as the best tool for change 
and communicating accurate infor-

• ,'i'• 
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ing the 1990-91 school year, two more 
students joined the program, so the 
latest evaluation focused on 12 stu­
dents in our inclusion model. 

The second-year evaluation con­
firmed the findings of the first: in­
creased positive attitudes of staff 
and students; increased willingness 
among teachers to advocate for stu­
dents with handicaps, receive train­
ing, and assume additional responsi­
bilities related to integration; no 
adverse effect on academic achieve­
ment of general education students; 
positive anecdotal reports of special 
education student achievement; in­
creased comfort and satisfaction by 
general education teachers in inte­
grated classrooms; and high special 
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rnation to the community at large. 

Comparative Costs 
The Department of Developmental 
Disabilities at Wayne State University 
in Detroit conducted the evaluation 
as a stipulation of our state grant. Dur-

~? ·~· ... ... __ ·.,:, ... 

education parent satisfaction. 
Computing the comparative costs 

of educating a handicapped student 
in a fully integrated setting versus a 
centralized program is almost entirely 
dependent on three major factors: 
labor agreements, severity of a stu-
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· dent's impairment, and the features 
of the adopted model. Also, our dis­
trict's transportation costs have been 
reduced drastically with the inclusion 
program. 

Bearing in mind those caveats, we 
have computed our actual costs in 
centralized programming at approxi­
mately $19,000 per student versus 
$13,000 in the integrated program. 

Ontario, Oregon 

For this program to succeed, the su­
perintendent and the board of educa­
tion must be convincing when they 
convey the belief that all children can 
learn and all students must have ac­
cess to fully integrated schooling. For 
most districts, translating those beliefs 
into action requires a complete sys­
tems change. In our schools, we have 
been guided by the theoretical mod-

els of organizational change in the 
writings of C. Bell, W.L. French, N. 
Haring, and M. Helmstetter. 

We began this process of change 
with the belief that heterogeneity is 
beneficial to us all and that it will en­
able attainment of the goals of publi· 
education. This program has vaL­
dated our beliefs. 

Ending Our Practice of Compartmentalization 

H istorically, educators have cre­
ated separate programs and 
systems to address unique stu­

dent needs. This compartmentaliza­
tion of responsibilities has created de­
partments and agencies with their 
own organizational needs and de­
mands. It also has increased dramati­
cally the costs of transportation, facil­
ities, and management. 

For the Ontario School District, 
considering the impact of this com­
partmentalization or specialization of 
services on students was important. 

We saw migrant students being 
bussed past one school to attend an­
other because services were located at 
one and not the other. We saw stu­
dents with severe disabilities being re­
strained in vans and transported an 
hour each way to the nearest center 
that specialized in their education. 
We saw students and teachers at­
tempting to transfer student skills 
learned in a resource room, reading 
room, or talented and gifted room to 
the regular classroom. 

In addition, we saw educational 
plans with as many as 12 adults as­
signed to help a single student and 
wondered how confusing this must be 
to the student. We saw students iden­
tified as talented and gifted pulled 
out of their classes to be transported 
to another school for one day each 
week and wondered about the impact 
their absence had upon their class­
mates and teacher and about the lack 
of integration of the two curriculums. 

BY J. DAVID CLOUD 
Superintendent, Ontario School District 

Arbitrary Norms 
Integration implies that people of 
diverse ethnic origins, skills, and 
needs are together. It also implies that 
what is taught has a sense of unity of 
purpose and content. 

In public education, we systemati­
cally have fragmented both the soci­
ety of the school and the curriculum 
to rationalize or departmentalize the 
management of our responsibilities. 
We have institutionalized the rejec­
tion or segregation of those whose at­
tributes are outside some arbitrary 
norm. 

ln Ontario, we began reintegrating 
students closest to the norm. Those 
who were non-English proficient, 
mildly retarded, or physically chal­
lenged boarded the bus with their 
neighbors and went to school with 
them. 

We made sure they received the 
support they needed to be successful 
there. The talented and gifted stu­
dents stopped traveling to another 
school and their classroom teachers 
were provided the means to teach 
them at the appropriate rate and level 
of learning. 

In the summer of 1990, the Oregon 
Department of Education gave me a 
chance to attend a two-week work­
shop at McGill University in Mon­
treal. During this time 1 listened to 
George Flynn and Brian Cullan of 
Kitchener, Ontario, talk about inte­
grating students with severe disabili-
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ties into the regular classroom. They 
spoke from the perspective of the 
child, the teacher, and the classroom. 
They began with a discussion of val­
ues common to educators every­
where, highlighting the inconsisten­
cies between our stated values and the 
day-to-day management practices in 
our schools. 

When l returned to Oregon, I 
began discussing the possibility of re­
turning students from a centralized 
education service district to the neigh­
borhood schools. In that the ESD 
serves several districts, any change had 
to be a compromise of views. In our 
case, we decided to serve Ontario's 
children in their neighborhood 
schools and support the existence of a 
centralized service model for those 
districts whose administrators and par­
ents wanted that resource. 

Budgetary Implications 
The 1990-91 school year was a year of 
preparation. We began with the school 
board and the administrative team, 
discussing the issues from a philosoph­
ical and theoretical perspective. 

ln November, board members had 
the opportunity to hear a presenta­
tion by personnel from Lincoln 
County schools, a district in Oregon 
with a long history of instructing stu­
dents with special needs in general 
education settings. This was the point 
at which our discussion shifted from 
the theoretical implications to the de­
tails of budgeting and planning. 



We identified individual students 
who would be coming home to their 
neighborhood school. We assessed 
their needs and the ability of the 
school to support their education. 
With the close support of personnel 
from the Oregon Department of Ed­
ucation, we identified and provided 
staff training between January and 
the start of school last September. 
The state also provided specialists on 
site to help plan the transition and 
train staff members. 

We used the first months of our 
budgeting cycle to create the fiscal 
support for the change in service 
model. Structural changes dictated by 
individual needs were incorporated 
into the maintenance and remodel­
ing budget. Transportation routes 
were modified. Supply inventories 
were compared to the needs of these 
youngsters and additional purchases 
were made. 

The analysis of the net cost of the 
change reveals increased expenses in 
personnel, reduced cost in transporta­
tion and facilities, and only nominal 
change in the supply costs. Modifica­
tion of the neighborhood schools was 
funded through a three-year serial levy 
passed in 1989 to bring the district's 
facilities into compliance with stan­
dards for handicapped access. 

Yet planning didn't cover every 
contingency. For example, staff train­
ing and site preparation were based 
upon the identified students and 
their residence at the time our plan­
ning occurred. By late August, chil­
dren had changed neighborhoods or 
moved out of the district, while oth­
ers moved into the community. We 
made late adjustments to accommo­
date their needs and support the 
schools' teaching staff. 

At the high school, the formerly 
segregated students and their parents 
were invited to an evening open 
house. After initial introductions and 
obligatory comments, the adults 
began a tour of the building and high 
school students escorted the new stu­
dents on a separate tour. 

Peer assistance and acceptance is 
an important part of the integration 
process. The resource teacher worked 
with staff members and coaches to 
create opportunities for the students 
within both the academic and social 
life of the school. Student schedules 

were crafted to place students where 
they would find success and support 
with their age peers. 

Lingering Concerns 
Some issues will continue to need our 
attention. For example, there are ser­
vice district employees and local dis­
trict staff who work with the same stu­
dents. Lines of communication and 
role definitions sometimes become 
confused. 

In addition, there are staff members 
who still perceive the new student as 
someone else's responsibility, stating, 
"These are my students, that one is 
yours." This is a human response to 
perceived role enlargement and re­
flects industrial notions of departmen­
talization and the fragmentation of re­
sponsibility into discrete assignments. 
Given time, training, and experience, 
we arc optimistic staff will perceive all 
students as their responsibility. 

You might be wondering, "Was this 
worth the effort?" The answer is 

IC]. 

found in the people. 
You will see students who were 

quiet and withdrawn exhibiting a 
greater sparkle and enthusiasm for 
life. You will see a student who had 
been violent initiating positive con­
tact with adults and students. 

You will see parents, once grateful 
for any kind of program, now more 
involved in the school and optimistic 
about the future of their child. You 
will see members of the student body 
exhibiting human worth and caring, 
not pity and charity. 

You will see adults reacting more to 
the humanity of a student and less to 
a description of the person's condi­
tion. 

The answer found in these people 
is, "Yes, it was worth the effort." 

David .Cloud acknowledges the help 
of Ron Guyer, district director of stu­
dent services in Ontario, in preparing 
this article. 
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. COMMITTED TO KIDS? 

CURIOUS? 
CONTACT US. 

Mesa Public Schools is Arizona's largest school district, 
with 64,000 students, 7,000 employees and still growing! 

We're located just east of Phoenix, in a suburban, residential community 
that's supportive of education. 

Because of retirements over the next few years, we anticipate 25·30 
administrative vacancies at all levels. Current salary ranges, based on 

experience and education: $43,500 • $68,000 
Quality administrators, please contact 

Dr. Janice Bowers 
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Rum Ri.ver, Minnesota 

Building New Capacities To Overcome 
Tradition-Bound Practices 

BY MARK WOLAK, .JENNIFER YORK, and NANCY CORBIN 

T hree years ago, several school 
districts within the Rum River 
Special Education Cooperative 

started a pilot project to place chil­
dren with severe disabilities in regular 
classrooms on a full-time basis. 

When we began our inclusive edu­
cation initiatives, 85 percent of all stu­
dents with moderate and severe men- .9 
tal retardation in Minnesota were ~ 
served exclusively in self-contained ~ 
classrooms. 

With prevailing practices and atti­
tudes favoring segregated schools ur ;:; 
separate classroom sites for students ~ 
with severe disabilities, the first dis­
trict teams to tackle inclusive educa­
tion in their communities faced :; 
daunting challenges. ~ 

The Rum River cooperative is an in­
termediate education agency providing 
consultative and direct services to eight 
independent and predominantly rural 
school districts responsible for 14,500 
students in east central Minnesota. The 
cooperative is relatively large in geo­
graphic span and in population, pro­
viding specialized services and support 
to 900 staff in 25 school sites. 

This article is designed to assist 
public school administrators in their 
efforts to support educators and fam­
ilies in the inclusion of students with 
disabilities in general education 
learning environments. In particular, 
we examine underlying assumptions 
and strategies that have proven useful 
in the change to inclusion. 
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Underlying Assumptions 
A strong mission statement clearly 
delineating the purpose and function 
of special education is essential. The 
mission of the Rum River Special Ed­
ucation Cooperative is to assist local 
school district staff with the inclusion 
of students with challenges in regular 
education settings. 

Our mission does not allow for spe­
cial education services to be provided 
in a separate school site nor does it re­
inforce the notion that only teachers 
with special education labels know 
how to teach students with special ed­
ucation labels. In order to accomplish 
this mission, our agency designs part­
nerships with members of our local 
school communities and provides 

technical assistance and training as 
needed. 

One of our goals is to ensure site­
based communication and decision­
making with principals, staff, and fam­
ilies about ways to support students in 
their local schools and classes. Because 
staff involvement in the decisions 
about inclusive education practices is 
vital, we try to help administrators and 
teachers to build new capacities in in­
structional skills and decision-making. 

Our ongoing strategic planning 
process is designed to ensure the 
thoughtful development and clear 
focus of our work with staff in each 
school district. 

Currently, in Rum River Special Ed­
ucation Cooperative, almost all chil­
dren attend their home school in 
their local communities. The pilot 
project participants valued the idea 
that all children belong to their re­
spective home school communities 
and ultimately the classroom of their 
age peers. 

In addition, these team members be­
lieved the education of children with 
disabilities is a shared responsibility be­
tween regular education and special 



e~ucation and not the exclusive do­
main of special education. These es­
sential values must be articulated and 
agreed upon by team members. 

Facilitating Participation 
As our first step, we asked the ele­
mentary principals if they would be 
willing to participate in a collabora­
tive project to include children with 
disabilities full time in regular educa­
tion classrooms. 

Somewhat surprisingly, six of the 10 
principals volunteered. These six 
principals then facilitated the forma­
tion of building-based teams. When 
given preliminary information, staff 
members volunteered to support ini­
tial inclusion efforts. By the end of the 
first year ( 1989-90), 12 children ex­
hibiting a wide range of abilities and 
challenges were in full-time place­
ment in age-appropriate regular edu­
cation classes. 

During the 1991-92 school year, 
more than 40 students who previously 
would have been in segregated classes 
now receive their education in regu­
lar classrooms. Team members be­
lieve even more strongly this is the 
way to provide the most appropriate 
education for each student. 

Collaborative planning does not 
happen without the advocacy of ad­
ministrators to allocate time for staff 
to develop individual education plans 
and make team decisions about in­
structional issues. All staff members 
involved with the child and family 
must have sufficient training, notably 
in the early stages as people learn new 
ways of designing and delivering edu­
cational services. 

Collaborative teamwork is a new 
way of working, particularly for many 
regular education classroom teachers. 
Some initially felt invaded and awk­
ward having more people around. Yet 
once they received support from 
team members and became more 
comfortable, most classroom teachers 
commented on the resourcefulness of 
teamwork. 

The primary initial function of 
the team was to serve as a resource to 
the classroom teacher who could 
then most effectively support the 
students. 

Each school-based team developed 
procedures for making decisions, pro­
vid ing instruction, and evaluating 

progress. Inclusive education requires 
plenty of planning time for participa­
tory decision-making. 

Tremendous lip service is given to 
the need for teamwork in our class­
room, yet little training and technical 
assistance is provided to the partici­
pants. Since collaboration requires 
more advanced skills in a varietv of de­
cision-making models, the pe~ple in­
volved in the inclusive education ef­
fort must receive basic training in 
effective teaming. 

Noticeable Benefits 
After three years, we believe the 
results for children and families war­
rant continuation of inclusive educa­
tion practices for special education 
students. 

Parents of the included students re­
ported their children learned more 
academic and functional skills and 
learned these skills more quickly than 
when their children were taught in sei:r 

arate settings. Families were pleased to 
have their children make real friends 
with peers. Teachers pointed to the 
mutual benefits of social integration. 

A study examining the achieve­
ment levels of classmates indicated no 
significant differences from same-age 
peers in classes that do not have stu­
dents with disabilities. 

In sum, the expanded opportuni­
ties and experiences available in reg­
ular education classrooms raised ex­
pectations for students with disabil­
ities and many are learning and 
achieving at a rate considered far 
beyond what had been anticipated. 

We have de-emphasized the impor­
tance of categorical consultants show­
ing up in the classroom or at the team 
meeting with all the answers. We be­
lieve the teachers, support staff, and 
parents can make good decisions and 
will know when to ask for help from 
external consultants. 

We believe our role as a cooperative 
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~r central services agency is to pro­
vide training and technical assistance 
at the request and by design of the 
school teams. Our support is focused 
on establishing effective collabora­
tion and problem-solving processes 
that operate at the local building level 
in addition to the technical support 
for unique characteristics of individ­
ual students. 

Freedom to Risk 
Our experiences support the move­
ment toward inclusive education. Stu­
dents, families, and school staff indi­
cate that the inclusive education effort 
has been positive. Our initial evalua­
tion data indicate increased positive 
peer interaction, decreased maladap­
tive behaviors on the part of students 
with disabilities, and increased under­
standing of students with disabilities 

on the part of school staff and student 
peers. 

We realize the progressive nature of 
this change and believe we need to 
measure academic and social pro­
gress for our students over time. 

There are no ready answers and no 
recipe books for teachers, administra­
tors, or family members grappling 
with the inclusion of students with dis­
abilities in regular classrooms. We find 
the concepts of strategic planning, the 
principles of participatory decision­
making, and the skills of collaborative 
planning to be essential in the success 
of inclusive education. Teams need to 
have the freedom to risk, to make mis­
takes, and to make the right decisions 
regardless of previous organizational 
rules for behavior. 

We will continue to move in the di­
rection of inclusive education com-

West Cook/East DuPage Counties, Illinois 

munities. We believe the result will be 
a more positive future not only for 
people with challenges or disabilities, 
but for all people. In the process, we 
continue to ask questions about how 
to most effectively use special educa­
tion resources. 

Our hope is that as partnerships h< . 
tween general educators and specia 
educators grow stronger, together we 
will define an improved educational sys­
tem that provides an array of support 
options to meet the needs of all stu­
dents, including those with disabilities. 

Mark Wolak is director of special edu­
cation in the Rum River. Minn., Special 
Education Cooperative. Jennifer York 
is an assistant professor of educational 
psychology at University of Minnesota. 
Nancy Corbin is inclusion project 
director tor the Rum River cooperative. 

Surmounting the Disability of Isolation 
BY HOW ARD P. BLACKMAN 

Executive Director. La Grange Area Department of Special Education 

Our cooperative's motivation to 
explore the fuller inclusion of 
students with disabilities within 

regular education classrooms in their 
neighborhood schools is aptly captured 
in Canadian activist.Judith Snow's in­
sightful observation that "the only dis­
ability is having no relationships." 

Repeated and prolonged conversa­
tions with parents, and especially our 
children, helped us to better under­
stand that isolation from peers who can 
both contribute to and learn from 
each other is the most disabling condi­
tion for children, if not for all people. 

Within our cooperative we have 
learned to replace the question, "Is 
this intervention good for children 
with disabilities?" with "Does this in­
tervention make good sense for any 
child?" 

By asking this question, we began 
questioning the logic (given poor out­
comes) of placing students with be­
havioral or learning difficulties, al­
most always associated with low 
self-esteem in the same classroom 
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thereby limiting their opportunities 
to both learn and model from peers. 
We began to reexamine the efficacy 
of homogeneous, or lower-track, class­
rooms based on disability. 

Enlightened Approach 
The La Grange Area Department of 
Special Education, a public school co­
operative with 55 schools in 16 subur­
ban Chicago school districts, has been 
identified as one of few school coop­
eratives of its size in the nation that 
never operated a separate school for 
children with disabilities. All special 
education programs in LADSE dis­
tricts have always been housed in reg­
ular public school buildings. 

While children with moderate to 
significant disabilities participate in 
regular education, they often attend a 
regular school outside their own 
neighborhood, thereby limiting the 
impact of mainstreaming. Only re­
cently did we better appreciate that 
mainstreaming is supposed to be a 
means toward an end, the end being 

better learning opportunities by in­
creased exposure to the richness and 
diversity of the regular education 
classroom, leading to opportunities to 
develop sustained relationships with 
peers. 

While parents value the quality of 
the instructional programs in regular 
school buildings and the uncommon 
dedication of highly skilled special ed­
ucation teachers, they often expressed 
concern over the absence of friends 
and relationships in their child's natu­
ral environment, i.e., the block, the 
neighborhood, and at every level of 
the community. Parents were pained 
by their children's isolation and lone­
liness after school and on weekends 
that were so inevitable since they fre­
quently did not know any child in the 
neighborhood. 

For many children, the most natu­
ral school environment is the neigh­
borhood school. As a colleague re­
cently suggested when reflecting 
about the differences between main­
streaming (being based in special ed-
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ucation setting for a part of the school 
day) and inclusion (being based in 
regular education with the opportu­
nity to receive parallel instruction in 
community-based settings when ap­
propriate), mainstreaming means 
that you are a visitor, and inclusion 
makes you part of the family. 

Frequently, school districts inter­
ested in moving toward inclusion seek 
out "how to" information from others 
with implementation experience. For 
understandable reasons, inclusion 
programs resist boiler plate, pre-pack­
aged approaches. Inclusion must con­
sider the educational needs of the 
particular resident students being 
served in other schools as well as the 
needs of staff, how the students are 
currently grouped for instruction 
within the school, the culture of the 
school, and myriad of other neigh­
borhood school conditions that differ 
from school to school. 

Yet there are learning strategies 
that facilitate successful inclusion. Ex­
panding the capacity of the neighbor­
hood school and regular education 
classroom to meet the needs of more 
students who learn differently re­
quires commitment to cooperative 
learning, effective instructional strate­
gies such as direct instruction, peer 
mediated learning approaches such 
as peer tutoring, and cross-age group­
ings. 

Lessons Learned 
Our recent experiences with inclu­
sion have taught us some things that 
might be helpful to others. They are: 

• There is a bad inclusion and good 
inclusion. Good inclusion requires 
an absolute understanding and ad­
ministrative commitment to reallo­
cating resources currently targeted 
for special education. You need to 
be prepared to spend at least as 
many resources as you now spend on 
pullout and/ or traditional special 
education programs by reallocating 
these dollars for special education 
supports within the regular educa­
tion class. 

• There is nothing pervasively wrong 
with special education. What is being 
questioned is not the interventions 
and knowledge that has been ac­
quired through special education 
training and research. Rather, what is 
being challenged is the location 
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where these supports are being pro­
vided to students with disabilities. 

Special education needs to be 
reconceptualized as a support to the 
regular education classroom, rather 
than as "another place to go." Recent 
research suggests what is so wrong 
about special education is the stigma 
and isolation that result from being 
removed from the regular education 
class for so long. We now have the ef­
fective strategies to bring help to the 
student rather than remm~ng the stu­
dent from the enriching setting of the 
regular education class. 

• Children, unlike adults, often are 
positive about inclusion. While adults 
tend to have anxieties about inclusion 
(perhaps because it so contradicts our 
training and assumptions), children 
without disabilities generally have 
very positive feelings about helping 
peers who need assistance. 

When asked why adults sometimes 
assume they may not support each 
other, children often say, "It's because 
adults don't trust us to do the right 
thing." 

Our repeated experiences at 
lADSE assure us that students of all 
ages are more likely than not to "do 
the right thing." Indeed, students are 
able problem solvers and contribute 
to designing new strategies that facil­
itate successful learning outcomes for 
their peers with disabilities. 

Often we are reminded the real ex­
perts about 8-year-old behavior are 8-
year-old children. We would do well 
to rely more on children when we are 
seeking new strategies to motivate or 
enhance learning for their peers with 
challenges. 

Administrative Commitment 
• rou must be committed to listening to 

teachers. Teachers who are concerned 
that inclusion could become another 
way to simply "dump" students in reg­
ular education settings without sup­
port may be right given a lack of ad­
ministrative commitment. 

To be done well, inclusion requires 
commitment at every level to the 
principle that children with disabili­
ties can learn within the regular class­
room given proper supports, and an 
unswerving commitment by adminis­
trators and the school board that re­
sources will be reallocated to assure 
appropriate support to the regular 
education classroom. 

Ironically, resources usually are 
readily available. We now better un­
derstand the high cost associated with 
segregated pullout program models, 
especially those associated with bus­
ing students outside their neighbor­
hood school. 

Teachers need to be given absolute, 
unqualified commitments that chil­
dren and teachers will be supported 
by reallocating dollars currently spent 
on sometimes poor senfre models to 
better ones within regular education 
classrooms. 

• You must acknowkdge the important 
ro/,e special educators play as consultants 
and team teachers. Regular education 
teachers clearly understand this. 
They appreciate the important role 
of special educators if inclusion is to 
be successful. 

Again, "place" is the issue. Special 
educators can work effectively in the 
regular education classroom with 
other teachers, thereby enriching ed­
ucational opportunities for all stu­
dents. 

• Inclusion provides reciprocal benefits 
for all students. While the benefits of 
inclusion for children with disabilities 
have been emphasized because of the 
irreplaceable impact that contact with 
a range of other students provide, we 
have learned that heterogeneous in­
structional grouping provides every­
one with increased learning opportu­
nities and outcomes. 

Special education resources redi­
rected to supporting regular class­
rooms that include students with dis­
abilities provide all students with 
additional instructional supports. 

Most of all, the best way to do inclu­
~ion i~ to get involved. Do it! Everyone 
1s a wmner. 

FEBRUARY 1992 29 



( 

• 

Helping Teachers Manage the 
Inclusive Classroolll 

Staff Developnient and Teaming Star 
Among Managenient Strategks 

BY BARBARA AYRES and LUANNA H. MEYER 
School of Education. Syracuse University. Syracuse. New York 

M ore than two decades 
ago when "main­
streaming" sounded 

like something new, planning 
grants were awarded to schools 
of education as an incentive to 
include information on students 
with special needs within their § 
teacher preparation programs. ·~ 

At the time, mainstreaming~ 
"" seemed a bold venture. Public o; 

schools, structured around the ·~ 
belief that most students were"' 
"typical," had created unified .".: 
curricula for large groups of c:i 

such youngsters organized ac- ~ 
cording to age. Now someone~ 
was going to enter _the class-~ 
room who had special needs. ~ 
What could possibly prepare G 
teachers for this major shift in J ·.!'!. 

expectations? 
Surely, the first step was to ensure 

regular education teachers were 
both more sensitive and more knowl­
edgeable about these new students. 
As a result, many teacher education 
programs incorporated one or two 
special education courses at the pre­
service level, most likely dealing with 
legal requirements and the charac­
teristics of various handicapping 
conditions. 

More changes occurred in the 1980s, 
as students with severe disabilities 
began to appear at the schoolhouse 
door. Again, our reaction was to learn 
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about "the label"-as if know­
ing all about chromosomes and 
the latest diagnostic terms 
would somehow help teachers 
do what they needed to do in 
their classrooms. 

One teacher we know who 
was told she soon would have 
two students with special needs 
in her third-grade class said, "I 
told the special education con­
sultant 'I need to read some 
stuff on Down Syndrome. And 
Janie's autistic. Okay, I need to 
read some stuff on autism.' 
Then I'm reading about the 40 
million different classifications 
of autism and it varies from 
child to child and I Q's vary with 
Down Syndrome, and this is like 
saying, 'Oh, yes, I'd like to have 
a manual on the third-grader 

please.' Right. ... They don't make 
blueprints for kids!" 

Could one or two course~r a ser­
ies of inservice workshops-focused 
on various handicapping conditions 
possibly prepare the regular classroom 
teacher for these new challenges? 

Classroom Diversity 
"I counted up that there are seven 
kids in here that I feel are high-needs 
kids besides Tyrone (a student with 
Down Syndrome). Not high needs as 
far as academics .... I consider Jessica 
a high-needs kid because things just 
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break down so easily for her." 
This teacher touches on various is­

sues of diversity in the "regular" class­
room with "typical" students. There 
are other realities of diversity as well. 
Gender can be a subtle but powerful 
source of influence upon children if 
teachers mirror society's differential 
stereotypes for boys and girls. 

One-fourth of today's young chil­
dren are living in poverty and do not 
come to school ready to learn. One­
fourth of today's ninth graders will 
not graduate from high school four 
years from now. 

Clearly, many children with and 
without diagnosed handicapping con­
ditions have tremendous needs, and 
school may be the one environment 
that could be safe, nurturing, and 
enabling for young people who other­
wise would find themselves in a down­
ward spiral. 

Other aspects of diversity can and 
should become sources of personal 
sustenance for children. Cultural, 
racial, and linguistic diversity is a real­
ity that should be enriching for all 
children and for our society. 

In the Syracuse, N.Y., City School 
District., virtually half of the students 
in the middle schools are members of 
a "minority" group. In such settings, 
old ideas of mainstream versus minor­
ity cultures are neither descriptive nor 
helpful. 

Perhaps it is most fitting, then, that 
terms such as mainstreaming and in­
tegration are giving way to the con­
cept of inclusion. Inclusion has no 
conditions and makes no differential 
value judgments. Everyone belongs, 
everyone is welcome, and everyone 
has a contribution to make. 

Yet if this new reality is to become 
a source of personal growth and cul­
tural enrichment for all its mem­
bers, teachers now need much more 
than classes on handicapping condi­
tions. They need to be prepared 
through both preservice and inser­
vice education to become part of a 
new school community where all stu­
dents are both valued and expected 
to learn. 

Instructional Strategies 
Rather than existing as a separate 
system and set of resources, special 
education must become part of a uni­
fied educational system to better ac-

commodate today's diverse student 
needs. 

The significant contribution of spe­
cial education in meeting children's 
needs has been in developing a tech­
nology of individualization. Special 
educators can assess learning styles 
and academic skill levels, identify so­
cial and behavioral needs, and orga­
nize the team around an individual­
ized plan to meet both academic and 
non-academic needs. 

This technology can be a valuable 
contribution to the regular class­
room-particularly if the resources of 

- · ... · 

propos1uon. Our society is full of 
people who work together to solve 
problems. 

School offers children a time and a 
place to learn how to be members of 
society-how to be part of working 
groups, play groups, and communi­
ties and how to make friends. This so­
cialization process is sometimes re­
ferred to as school's "hidden agenda." 

We take peer relationships for 
granted without fully acknowledging 
the crucial role friendships play in 
preparing children for adult life. But 
more and more, the implicit socializa-

Percentage of All Students with Disabilities 
Ages 3-21 Served in Six Educational Placements 

Home/hospital 

S . h I 0.9% R 'd . I eparate sc oo \ ,,....- es1 enha 
5.2% ~ / 0.8% 

-,• -·· ·: .,. .. 

·; (":. -~ 

I:~·: .. -~-.~ .. -~~ >~~;~~~t ~::.~::-. 
::. , Separate class 

24:4% ::.!:· 

..... 
ir:.l·· . ' ~···· 

t' :i:J .• ."~--

i"·,· 

Resource room 
37.3% 

- .... l • 

··~· · ..... ·.; 
·"'7--·- -...-·--:--;-.. ,+•c• ',j"!-•-,~~L".• • -~~·'' ' ' • 

:. _ ;,,> .;,:>:: >>.,:·;· ,~;· ... • _ Reau
1
1ar class·:.::;~.;.:·:.,-. '1> ;1·x-' .,-;_ • , ·1 

J .3%_ .: _~i\.' ~ .......... .-.t~·.i .. ~=/ ~ .~ •••• , ..... -· 

Defi~iti~·~:·:·i~~~l~-r cl~s~\~~l~des stud~~~s who rec~ive. most ~f their education in 
a typical class and receive special education for less than 21 percent of the day. 

Resource room includes students who receive special education for 21 to 60 
percent of the day:·- '.:,: .... : . . .. ·. . ;.n ·· :: .:.:··"' '· _--. •~, :· ·: :· ·, ·'>. · 

Separate class includes students who receive special education for more than 
60 percerit of the qay:::~.'> : ... '.:,,:,:1::· :: ·c: · .. • . , ··· · .. ·t·~.,t.-& ,.c;.:;.•:\•: ;!··):~_ .. ,. . . .., , : · .. · 

i ·""'t ~· •:' .; r ~ , • ,. • 

Source: U:S. Department of Education, Office of Special Education Programs·,. : 
• . . .. . . . '"" : .. ~1.-:-·· - . ~- •• . •.. _t_J 

: _:,;. ": ··-·- ·,.~ ,,.4.<"..._"..:..1.,,,,_,.,,._. --~~~•;•~- _ ...... •-·· -~-•"·· -L ...... .:.t ":"-"-.t>~·.· .•. 

special education become more read­
ily available to intervene on behalf of 
any child at risk regardless of labels. 

But individualized instruction can­
not address all the needs of the regu­
lar classroom. Life is not a one-t0-0ne 

tion and group experiences in school 
are not sufficient to adequately 
prepare tomorrow's citizens. We 
should become as explicit about so­
cial-emotional goals as we have been 

continued on page 33 
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continued from page 31 
r~garding academic expectations for 
children. 

Educational innovations such as co­
operative learning developed by 
David and Roger Johnson, Robert 
Slavin, Spencer Kagan, Shlomo Sha­
ran, and others have double value: 
They do indeed enable children to 
master important academic goals, but 
they also teach children how to be 
part of a social unit. 

In addition, whole language ap­
proaches to reading and language 
arts empower children to bring their 
culture and experiences into the 
classroom where they are valued and 
become an integral part of the aca­
demic learning process. 

Interdisciplinary teaching at the 
middle school level challenges teach­
ers to integrate their subject specialty 
concerns into broader themes, cur­
rent events, and the daily activities of 
their students, rather than teaching 
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each subject in isolation and hoping 
students will generalize the skills they 
learn to the world around them. 

Interdisciplinary teaching has the 
. added potential of helping students 
see the relevance of school to their 
own needs. 

Teaming Approaches 
Teaching can be a lonely profession. 
Many teachers spend the majority of 
their school day with students, in iso­
lation from other adults. Although 
some teachers prefer this autonomy, 
many are beginning to value opportu­
nities to collaborate with their peers 
as they work together to address the 
needs of all their students within the 
classroom. 

Sometimes this partnership begins 
with a general education teacher and 
a special education teacher working 
together, an entire grade-level team, 
or a teacher and a teaching assistant. 
One teacher told us, "I really like the 

team idea. I like the support of it, I 
like the structure of it, I just really 
enjoy it. It's really nice to be able to 
bounce ideas off somebody else." 

Yet it is not always easy for adults to 
work together. This is not something 
we ourselves experienced in elemen­
tary or secondary school or in col­
lege. This is changing, as today's 
young people participate in coopera­
tive learning at all levels. 

But since today's teachers generally 
did not have such cooperative group ex­
periences, school leaders must provide 
support and practice to enable teachers 
to master collaborative teaming. 

Successful teaching teams have the 
same components as successful coop­
erative learning groups: positive inter­
dependence, face-to-face interac­
tions, interpersonal and small-group 
skills, individual accountability, and 
group processing. 

Administrative support is crucial if 
continued on page 35 
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continued from page 33 
teachers are to work together to ad­
dress the needs of all their students in 
a collaborative manner. 

On the interdisciplinary teams at 
four Syracuse middle schools, five 
subject area teachers and one special 
education teacher are given common 
planning time during the school day 
so they can discuss lessons and indi­
vidual students and share informa­
tion about successful adaptations and 
accommodations. 

These teams are piloting in terdisci­
pl inary teaching, continuous pro­
gress, student portfolios, and a peer 
support networking approach to cre­
ate new ways to reach at-risk students 
and prevent school dropouts. 

These innovations are not easily 
accommodated by the traditional 
structure of the middle school day, 
and what may seem like a simple 

change-block scheduling to allow 
for team teaching across two consecu­
tive class periods-will not be possible 
minus administrative support. 

Without mutual and administra­
tive support, teachers can feel over­
whelmed by the demands of working 
with numerow. different adults and 
trying to touch base during lunch, be­
fore and after school, or while passing 
in the hallways. 

Inservice Training 
Educational researchers often have 
bemoaned what they see as resistance 
by school systems and teachers to in­
novations. They ask, "Why don't prac­
titioners enthusiastically and immedi­
ately implement the innovations 
described in the journals?" 

We think implementation of mod­
els will continue to be a problem as 
long as teachers and administrators 

are regarded as passive consumers of 
"packages" created and developed 
under totally different circumstances. 

Many of the innovations described 
in this article-from the broad con­
struct of inclusion to specific curricu­
lar and instructional components 
such as whole language and coopera­
tive learning-represent a new way of 
doing things for schools. 

Typically, program developers as­
sumed the way to get teachers to 
adopt a new model was to tightly con­
trol staff development, provide 
"teacher-proof' materials, and closely 
monitor all phases of implementa­
tion. We disagree. 

We believe that unless teachers are 
empowered and recognized as leader­
ship personnel who know their stu­
dents and circumstances better than 
anyone else, model implementation 
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continued from page 35 
will continue to be a problem. If teach­
ers are to be prepared for inclusion­
or for any other innovation-they must 
take ownership of that innovation. 

Task Forces Preferred 
We successfully have used a task force 
model at school and district levels to 
lead the way to new directions. An im­
portant difference between a task force 
and a "train the trainers" approach is 
that the task force initially agrees upon 
certain basic goals and premises, but 
then is empowered to develop specific 
plans as a group effort. 

Our Stay In School Partnership Pro­
ject in the Syracuse middle schools, 
for example, began with a few shared 
assumptions and values: We would not 
establish yet another pull-out program 
and we would instead attempt to cre­
ate conditions that would help at-risk 
students consider themselves part of 
their school communities. 

Beginning with these basic points, 
the task force then was empowered to 
examine a variety of approaches and 
components, always weighing each 
against a basic template of assump­
tions and values and selecting and 
adapting those that made the most 
sense for the group. 

Similarly, for three years we have 
supported small study groups of 
teachers and parents focused on se­
lected issues of interest to the partici­
pants. For example, one of our study 
groups this year includes eight teach­
ers and parents from several Central 
New York school districts interested in 
multicultural issues for students with 
special needs and their families. 

The group will meet monthly dur­
ing non-school times, select and 
schedule their information-gather­
ing process, learn about new prac­
tices, and prepare themselves to be­
come a source of information and 
mentoring to other teachers and 
team members. 

One of our most successful inser­
vice activities of the past several years 
was last year's open house sponsored 
by the study groups. More than 100 
teachers, administrators, and parents 
came to hear their peers present what 
they had learned and adapted for the 
variety of regional circumstances. 

At Syracuse University, our teacher 
preparation program has come full 

circle. The Division of Special Educa­
tion and Rehabilitation has a long 
and illustrious history of preparing 
special educators at all professional 
levels and an equally longstanding 
positive relationship with the Division 
for the Study of Teaching, which tra­
ditionally has prepared elementary, 
middle, and high school teachers. All 
preservice teachers had at least a min­
imal introduction to special needs. 

Previously, a "dual" program existed 
that basically was two programs taken 
in parallel-not unlike the dual pro­
grams that exist in many schools of ed­
ucation. Meanwhile, the public schools 
in Central New York were becoming in­
creasingly inclusive. Even students with 
the most severe disabilities can be 
found in regular classrooms. 

Walking the Talk 
At SU, we decided we had to practice 
what we preached: If schools could 
become inclusive, then perhaps 
teacher education had better keep 
up. If teachers are being expected to 
include, integrate, and incorporate 
diversity into their practices, univer­
sity-level teacher educators should 
model those same practices and not 
simply lecture about them. 

Hence, since 1990, our undergrad­
uates enroll in one Inclusive Elemen­
tary and Special Education Program 
and complete a sequence of courses 
designed to demonstrate-and not 
just talk about-the inclusive princi­
ples and practices increasingly evi­
denced in our schools. 

Who is in the best position to pre­
dict what tomorrow's teachers will 
need? Universities have long been in 
the business of believing they define 
both excellence and innovation·; 
Their historical role as producers of 
new knowledge is an appropriate one 
and likely to continue. 

But the practice of teacher educa­
tion must be far more responsive to 
societal changes and take far more se­
riously the responsibility of modeling 
the very innovations researchers pro­
mote for schools. 

Preservice teacher education pro­
grams must play a proactive role in 
modeling process and content that re­
flects the best practices emerging from 
research and development. Staff devel­
opment at the inservice level has the 
advantage of being imminently flexible 
and thus potentially can respond im­
mediately to changing requirements. 

However, the one-shot approach to 
staff development has a long history 
of not making a difference. Teachers 
need more than being told or reading 
about what they should do. Inservice 
training must be ongoing and dy­
namic and must empower practi­
tioners and parents to support one 
another as they define the shape an 
innovation will take in their schools 
and classrooms. 

Barbara Ayres is a doctoral candidate 
in special education and Luanna Meyer 
is a professor of education at Syracuse 
University's School of Education. 
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For infonnation: KanLEAD Leadership Academy, 
820 Quincy, Suite 200, Topeka, KS 66612 Phone: (913) 232-6566 

For more information, circle 6 on Reader Service Card 
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E.rcer>111inul Chi/Jrm. \'11\. 59. \1) 4. pp .1~q_17: 

<:;\99_< The Cuuncil Im E.,c.:pt1onal ChilJren. 

"I've Counted Jon": Transformational 
Experiences of Teachers Educating 

Students with Disabilities 

MICHAEL F. G!ANGRECO 
RUTH DENNIS 

CHIGEE CLONINGER 
SCSAN EDELMAN 

RICHARD SCHA TTMAN 
Uni1·as1n· "f \/t'r-monr 

AHSTRACT: Tl1t' purpost' "( rhis s111d\' was ro de.1crihe rhe nrerienct'.\ of ~t'naa/ t'Uuca1w11 

lr'11Cher1 ·,,·ho ha1·t' had u s111den1 ><ith se1·ae disahiliries in 1heir class. !111,,n·i.,11·1of19 general 

1·Juu1n1.>n r,,11,·ht'n. l.rnderl?arten rhmul(h Grade Y. as 11el/ as que.Hlnnnaires c11mrle1ed h,· 18 
tr·u,·hen "ere una/L ~eJ using ullegonca/ coding procedures 10 idenrif; rht'mt'.I rt' la red to !he 

lt'cl<'ht'n orerirnces. Re.111/rs 1·hov.-ed rhar Je1p11e reachers i11itial nl'gmic·e reucrions 10 rhe 

rlucemenr 1>(u child -.·11h sel'ere disahiliries in their class rnom.1. 17 teachers dt'sc-rrht'd 1rmis/iJnn1111? 

e.rperrenc·py ,,,- a m,,re pos111•·e nature c1nd rt'iated man.1· hene/ilI to th<' s111Jt'nl.1 l\'llh di.rnhilines. 

rht'1r 1.'/us.1mo1es. und rhe lt'tJChers 1hemsel•·e.r. Responden1.1 a/.w c:huruderr_~i!d 1vha1 rnpport 

'<""" "' //1e1 r;>unJ l1elpjul and not helpj~I. 

.-\! 1he heg1nning of 1he ve:ir. 1f I was making 

.;op1es •ll s1)me1h1ng I mq2ht forget to count Jon: 
I ju'! L1iL1n · 1 ,1eal w11h him. When I count the 
k1L1s in mv ,·lass now. 1·,e counted Jon. It JUSI 

took. me ;i wh1lt:. 

::J These were the words ot a teacher a~ she de­
scribed a transformalion in her perspective re­
lated to educating a child with severe disabilities 
1n her general education. 2nd-grade class. Her 
personal and professional beliefs about her abil­
ity to teach a class that included a student with 
severe disab11i11es had changed a" a result of her 
experience w11h one student. Similar to many 
other general education teachers. she had no for­
mal training to prepare her for this endeavor. In­
stead. she had followed the advice of a colleague 
to "go to another school where they have children 
like Jon and obsef\·e and talk to those teachers 
who do have the e\perience ... The purpose of this 

·Exceptional Children 

study was to explore what these teachers would 
say. that is. to understand the experiences and per­
spectives of general education teachers who had 
students with severe disabilities in their classes. 

Although many educators support the inclu­
sion of mosr students wich disabilities tn general 
education classes (Gartner & Lipsky, 1987: 
Reynolds. Wang. & Walberg, 1987: Will. 1986\. 
some question rhe appropriaten<.'ss of extending 
the general class placement oprion to students 
w1lh severe disabilities t Jenkins. Pious. & Jewell. 
1990>. Much of the national debate regarding th<.' 
appropriateness of general class placemenl for all 
students has remained theoretical and specula­
tive. On a more concrete level. there is an increas­
ing availability and growing support for the 
placement of students with severe disabilities in 
general education classrooms 1Giangreco & Pur­
nam. 1991: Lipsky & Gartner. 1989: Stainback 
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& Stainback. [LJLl\: Th,1usanJ & Villa. \'-NO: 
\Vil\1ams. hl\. Thou~anJ. c\: hJ\. I Y90: York & 
\ Jndercook. l '~llf) 1. 

In Vermont. ,1uJents \1.1rh ,e\ere Jisabiliries 
ha\e been rece1\ 1ng ,µec1;tl eJuL·a11un .;uppons 111 
~enerJ\ c•JuL·atliln c"[J" piJCementS .;1nL·e [ <.)84 
'Sc:harrman. i l/l.J~. ThousJnd er JI.. i l.J86: \\'i\­
l1J11b er JI. I ll~h 1. \t,1sr \'ermllnt sL·hool J1srncrs 
, •tter ''ime inregrJrcJ educatmnJ\ programs Im 
,rudenrs \\. hn \I. ere pre\·1nusl\ segregJted in spe­
c:1JI classes ur ,pec:1JI sc:hoois .. 4. growing number 
,,[ disrricrs Jre 111L'iud1ng JI\ 11t' rhe1r qudents wirh 
J1sabiliries. 1nc:luJ1ng those w11h 'e\ere d1sabi\1-
11es. 1n generJI <:'.JuL·auon p!Jc:ements and are no 
l1inger pn)\ 1Jin:: J spec1J\ c[J,s model r Thousand 
& Vil\J. IY901. 

The L°IJssrooms Jescnbed 1n rhis Jnicle are not 
presented as mPdel sites. Jlrhnugh S<.1me may be. 
Their approach to rhe educ1t1un or' ,rudents w11h 
,evere Jisabil1t1e-. h1.)wever. retlecrs emerging 
,uppon for rhe 1nc:lus1un <11 sruJents wirh severe 
Jisabil1ties 1n general eJuL·:.it1on classrooms :.ind 
c"hJl\enges tr:.iJirion:.il nor1ons regarding the need 
r'1.Jr centralized 'pec1:.il cl:.isses 1.Jr special schools. 
This stud\' eumines rhe rirsr-hanJ experiences 
;Jnd perspec!J\'es 1Jr' m<1nv general c:ducation 
le'. Jc hers who hJ\ e raughr srudencs w11h se\'ere 
Jisabilities 1n rhc:1r general education classes. 

\tETHOD 

Subjects 

The subject\.ilt' this sruJv were 19 gener:.il educa-
11un te:.ichers \1.hn wnrked in 10 Vermont public 
,L·hoob teaching kinderganen through Grade LI. 
Te:.ichers \\.ere ,eJectc:d to be interviewed based 
"n three c:ntena: 1J1 sometrmc Ju ring the last 3 
\eJrs rhev had h:.id a student who was 1dencitied 
Js .;e\'ere\v Jisabkd in their general educauon 
L· l:.issroom on J tu\1-rime b:.is1s. or in one case rwo 
•lt rhe teachers shared a student throughout rhe 
vear in a depanmentalized arrangement: (bl these 
.;rudents met the Vermont definition of being dual 
sensory impaired or ··at nsk for dual sensory 1m­
pairmeni"· I Vermont Departmenc of Education. 
1987): and 1c1 these students were served by the 
Vermonc 1-Te:un · s Dual Sensory Impairment 
Pro1ect. a sratewide service providing training 
and technical assistance to educational teams 
serving Vermont srudents with inrensive special 
educ:.ition needs . 

. 4.s Table I shows. most of the students with 
\\.horn rhese reachers worked :.ilso had severe or-

3"4) 

rhopedic disabilities 1 e.~ . non~1mbu!J!<.ir\. Ii m­
ired use uf h:.inds/:.irnb 1 ,ind r'unL·t1oned :.is rhuugh 
thev h:.id se1ere c:ognir11·e impairments Ir shuuld 
be nored that the labels uf ment:.il rer:.ird:.ition used 
in T:.ihle I ,hou\J lllH be L"<Jn~trueJ as me:.isurc:s 
11! ability. G1\en these .;rudenrs -:umb1neJ sen­
'ory and motoric d1s:.ibil1r1e~. 1l o!ten is d1ffa·ult 
l<J Jccurate\v determine their level L'l _-ognitive 
functioning and subsequently w determine w h1ch 
uf their impairments 1s most responsible tor the 
,;tudents· profoundly Jelaved le\el llf function­
ing. 

Founeen of rhe te:.ichers were women. five 
were men. Their te:.iching e\penence rangeJ 
from 2 to 21 years .. -\II were cc:nif1ed in general 
education: rhree :.ilso had speci:.il educ:.i11on ceni­
fication. Only rwo of rhe teachers reponed receiv­
ing any inservice rraining designed to prepare 
them for including a srudenr wirh severe di~abil­
ities in a general education cl:.issroom any time 
during the 3 years preceding the student"s pl:.ice­
ment. .4.11 I LI teachers had a paraprofessional 
1e.g .. reacher aide1 :.iss1gned ro rhe1r cl:.issrooms: 
access to ongoing suppon from district or re­
gional special c:ducators and related service per­
sonnel le.g .. physical therapists. speech/language 
pathologists 1: and intermment support from 
members of the Vermont 1-Tc:am. 

Data Collection \fethod 

Sem1-srrucrured interviews were sc:\ec:ted :.is rhe 
primarv method for data L'Ollecrion. bec:ause rhey 
would give the teachers a forum ro share theire.\­
penences and give the 1nter.1ewer the opponu­
nity ro ask follow-up questions The interview 
protocol aJlowed for the in11iaJ set of questions to 
be presented in nonsrandardized w:.iys or in a Ji f­
ie rent order. so th:.it each inter\iewer could indi­
vidualize question-asking r see T :.ible 2 I Teachers 
"'ere asked ongoing follow-up questions. thus 
providing the opportunity t0 verify rhe data being 
recorded I Lincoln & Guba. 1985 1. 

In the spring of 1991. reachers \\.ere contacted 
by phone and asked if they were willing to be in­
terviewed regarding their e\penences teaching a 
studenc with severe disabilities in rhe general ed­
ucation classroom. All 19 reachers agreed ro be 
interviewed. lnter\'iews were conducted between 
March and June 199 I in private rooms located at 
rhe schools where rhe teachers worked and were 
rape-recorded. with teacher permission. lnter­
\'iews ranged in length from 45 ro 90 min. 
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non:imbulJtor.·. l1m- TABLE 1 
J fun1.:r"1oneJ ~ts rh,1u12h -;ummary of Information Regarding General Education Teachers 

mpJirmenh. fr .;h,1ulJ 
ienuf rcr;irJ:.H1un u.;c:J ~·etlr\· 

·,1fl.'irt1c·J J' lllc\1,urc.' 
1;,. .. :1it \ f:-.i:11.U- C"r:ui- E 1pen· }"eurs 11 uh /111rr· S111Jem 

ri..'t/(·fler r. u·..:n: \·c· r '/1J// (·uu11n t'!!t'{' OSI Srud,·111 1• 1e1\·t'r " Cl1un1( tt'rt\U1 \ 
Jt·nr.; c11mh1111.·d ,en-
L''\. r r 11111.·n 1.' di tf1cu Ir K \1 13Jchclm .; ElcmentJrv I~ \1G DSI. prnt'ounJ reurJJ-

lclr k'- c·I "! •. :1 )~n1t1 \ c 1111n. -;ev.:re 11nhup.:J1c 

11,· r,1 Jetcrmine "' hic:h Ji.,Jhilirv 

"l re . .;pnn . .;irk f11r the " F f3J..:helor' s Ekmt:ntJr.· b \IG OSI. 't''.:re nnhopeJ1..: 

.eJ le\ t'I 1lf t'und1<lfl· Ji.;Jhili!\' 
K F 13J,·helur'.; Ekmen!J.[V \IG DSI. profound retJrdJ-

,, \1. ere \l.'1)nll'r1. Ii\ L' 
& SpeciJI 11on. ,._:,.:re <Jrlhupt:Ji..: 

'.! cxpenenc·e r~rn ged Educ at inn d1.;Jbil11v 

re c:en i tied 1 n ~cncrJI 
K I' 13Jchelnr' s Ekmemarv ~ \IG OSI. proi'ound r.:1ardJ-

'el'IJI eJu<.:J!1<>n ..:eni-
1 ion . .;e,ere onhopeJ1c 

..:her-; reponed recei\ -
JisJbili1v 

F \ !Js1.:r ·' Ekmentaf"\· 17 \IG OSI. profound re!Jrda-
designed [<) prepJre riun. ,evere <)r\hopedi,· 

H \I.Ith se\·ere disJhil-
1 cfJssronm Jnv rime 

JisJbilny 

-;. the srudent'-; plJc:e-
F 13achelor'.; Ekmenw.ry \1G OSI. profound rctarJa-

1ion. ,;e,ere 1mhopedic· 
J ;J pJr;1pro fe-;,;innal ,foabili1v 
if<) their c·iassrnnm.;: 1· 13Jc he !or s Elementary 21) RS OSI. profound reiarda-
from Lfotnct '1r re- 1 ion. >eve re onhopeJi..: 

cl related 'cf"'.·1ce per- Jrsabdity 
rsts. speech/languJge :-; F Bachelor' Elementary MG DSI. profound retarda-
rttenr supp1.in trnm r1on. ;evere orthopedic 
re:lm. di,abd11y 

' ; F .\ 1J.;1er' s Elementary 10 \1G OSI. profound reiarda-

& Special 11on. se\·ere onhopedic 

EJucJl!On J1SJbiJi1v 
were sele1.·rl'J JS the 

ii) \1 \!Jsier' s Elementary 18 cc DSl. profound re!JJda-
c·cr1on. becJu'e rhey rion. severe nnh11pedic 
urn to -;hare rhe1r ex- Jisabilirv 
'-1.:wer the 1ipp1>nu· 11 \1 \ 1J,1er · s Elementarv 18 RS OSI. profound retJrda-
11)n~. The I nlef"\'lt'\I. 11on. se\·ere onhopedic 
.ii ,;et 11! que-;11,rns l<J Jisabili1y 
Led WJ\'S \)[ :n J Ji!- 12 F \laster"; Elementari.· 7 RS DSI. profound retarda-
-'" iewer cmilJ 1nJi- 1 ion . .;eve re onhoped1c 
·c• T~ibk ~I. Tc:ac·hers Jisabili!v 
-up quest1un->. thus I < F BJ..:helor' s Elementary 13 \1G OSI. profound reiarda-
. cr1t\ the JJtJ be1r1~ lion. severe orthopedic 
9~51. J1sJbilny 
:1ers were L·1rnLkteJ I.+ F Bachelor· s EkmentJ.fV RS DSl. profound relJrda-
·~re \1. ill111g r.> be 111- 11on. severe orthopedic 

·enences teJ<.:hing J Jisabilny 

'in rhe generJf cd- 15 F \laster's Elementary 1-+ cc 051. profound retarda-

1..: hers JgreeJ ro be 11on. severe orthopedic 

.·()ndudeJ berween disabilitv 

1e fO()ms locJred ar 16 4.5 F Master's Elementary 6 MG DSI. mild retardation 

, 1,1.·orked Jlld were & Special 

penn1ss1on. I nrer- Education 

·~to YO min. 1C11111inut'd! 
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TABLE I 
1Continued1 

r;ni,it' 1.- :'u,·,,'. ( . ·t. ru ri · f-:.rp1·ri }'i'df""i \\ 11/i /111a- .'i l/1d1·11 I 

re {ii·!,'t'T r"'"'"( •r·t .','.J!/ 1· .. ·uon ~ ',1,1( 't' OSI S111,Jo11 
: 

Chu rue "lc'rt \"fl1_'.\" l ','~~It ~T 

1- f' \IJ>t<:(, t':kmentan 2 I cc DSI. prof!1unJ r<:tJrJa-
ti1)n. ;'L"\ t:'r~ 1inhPpeJ1c 
Jisabdit,-

I~ ·' \1 \ IJ,tcr ' [Juc·at1un 1_; SE DS l. prnl1iund rctarJa-
s,· 1enc·.: t1Pn. -\eve re 1inh<1pedic 

disahdll\ 
[4 y \1 \b,t<:(, S1 >..:1al StuJ- 12 cc DSL prolounJ rctJrJa-

Suc1JI 1c:s EducJtion 11un. ~L'\'t:re ,_,nhopcJic 
Studies di>Jhditv 

.\,,1~. DSl =dual ,,n,111> 1mpa1rment. 
·'\1G = \11chael Giangrcc11_ RS = Richard Schanman: CC= Chigce Cloninger: SE= Susan Edelman. 

T.-\BLE 2 
Initial Interview Questions 

How did J student w 1th signii"1c.lilt d1-,ab11iues get placed in vour general educauon classroom _1 

How has 1nclus1Dn 1>l 1he 'tudent with .;ignif1c~rn1 disabilities in :vour classroom affected :vou as a teacher and 
J person.' 
How has mclus1Pn "' 1he .;1udent w 1th s1gnif1can1disabilities1n vour classroom affected 1hat student' 
How hJs inclu.;1on .1! the student wllh significant disabilities in vour classroom affected the other 1non­
J1sabled I •;tudents' 
What advice wnuld vPu ofter to others who are anemptrng to include students with signiticant disabilities 1n 
~eneral educauon classc:s' 

Each inter\·iew began wlth J re\ tew oft he pur­
po.;es of the reseJrch Jnd Jssurances of .:onfiden-
11Jltty. \e,L the 1ntervtewer noted background 
1 n!ormat1on about the teacher on a separate data 
sheet 1 see Table I 1. 111111al interview questions 
Jnd follow-up questions were asked until the in­
ler\'iew was concluded. 

Following the 1ntervtew. each teacher was 
given a two-page survey and a self-addressed 
stamped envelope. Page I included questions to 
\ enfy the background information about the 
1eacher (e.g .. grade taught. years of experience!. 
Page 2 consisced of seven statements and an 
npen-commencs section. Teachers responded to 
the stacements usrng a Liken-style scale ! l = 
"strongly disagree ... 10 ="strongly agree"). Five 
-;tatements were used for evaluauon of service 
delivery pracc1ces through the l-T t.'am and are not 

reponed 111 this study. Two statements were di­
reccly relevanc to this investigation. These were: 
"\-1y anitudes about educJting stulfrnts wt th sig­
nificant disabilities in general educHion have be­
come more positive as a result of teaching a child 
with significant disabilities ... and "Given appro­
priate suppons. I would welcome a student with 
significant disabrlities in my class 111 the future_ .. 
Surveys were obtained from 18 of the l Y teach­
ers. 

Data Analysis Procedures 

To ensure that the principal invescigator was thor­
oughly familiar with the data before data analy­
sts. he listened to all interview tapes. read each 
transcribed interview as each was completed. and 
re-read all interview transcnpts after they were 
completed. Analysis of intervtew data consisted 
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\.'!1111'.'),' 

:i-Jh1l1!\ 
.1:-;L prn(11und 'c:l.irJ.1-
.l in. "L'\ l'rl' , 1nn11fk'Ll1 ... : 

, ,;itJil II\ 

>:;I. prn!1>unJ rcurdJ­
,1n. "L'\L'rl~ 1·•nh1ipt'Ll1L· 

I ,Jhi Iii\ 

\ Ede)m;in_ 

.... .:..room) 

~ you as :..i tc;.Jt..-her ~ind 

J that ,;iuJc:nr .' 

,-1eJ the 11ther 1 n1in-

tlicant Ll1sab1l111c< 1n 

_1rements "-t:rc J1-
1tion_ These WL're: 
'rudents \I 1rh ,1~­
JuL·Jt11ln ha1e he-

.,( reJd1ing a ,-t11ld 

.nd -·Gi\en ;_ipprn­
me a -;iudent <A 1th 
:i.<> 1n the rurure ·· 
~ 11f the Ill teach-

'rigatnr wa_-; rht)r­
:fore dJtJ ana/v­
!Jpes. reaJ each 
-; u1mpleted. and 
Jtter thev <A-ere 

-' data consisteJ 
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,,f c'Jtegonc:il c"i\Jing I B1)g(JJn & B1klen. IY:-\2. 
T:1vlnrc\: B11gJJn_ l1IS-l1 ln1r1JllySI CL)Jes1eg .. 
expee1Jr11ln< J1_,rupr11rn,_ 'uppnn 1 <A ere Je\·ei­
,1ped [I) Jc,L"rlhL' p<,rtli\fl' 11( It'\! .-\ftcr the in1riJJ 
,·1xl1ng 111:1ll1r11er\ lc''-1 "- e:Kh in ref' ie\1 transcript 
\\J_, rl'-c"lllkJ b\ .1JJ1ng. c·1in1b1ning. 11r <eparJt-
1ng prn1<>u<I\ ,-,;Jl'J rcxt The,e ~7 sub,eyuenr 
,-,,,_k, .1,,1,1cu 1n 1Jenllf\·1ng emerging themes 1n 
1f1e J;.ira. 

G1\ en rhe \11lu;i1e ut 1nter1 rew Jara. H1per­
IJ11ul 1 PaJill:i. j llQ01_ J texr-,1ming progrJm. wJs 
1heJ rn ,,1n 1he lbtJ b\ .;11Je H1paQ1wl \\JS 

Ll'cJ rn generare )7 c'1\Je-,pec1fic repons. These 
rcrons renrganizeJ rnr d:JIJ 1nw relJted groups. 
This :bshted \11th 1he 1Jenr1fi,·a11on of themes 
.ind .;ubthemes rh:Jt coulJ rhen be considered for 
:1nJlvs1s. On,·e rheme' were 1Jenllfied. positive 
.1nJ nega111e •Krnrrences were highlighted Jnd 
')rgan1zeJ tn Js-;1st 1n understJnding the interview 
J:HJ_ The research ream re11ewed these se­
<.jUenced theme' w ensure thJt the analysis was 
.:ons1qent <A 1rh :inJ not ,·ontrJJiLtory to their m­
tef\ 1e<A expenences \\1th the teJchers. Statistical 
c:ornputal!nn nt .;urvev dJta was .:onducted using 
the S1a1irncal Analnis 5\ s1em t S . .\S. 1985) _ 

.\lember Checks 

Lincoln and Guba 1 1985 l e-..plJined the impor­
tance ot testing rhe ,·onstructions of reseJrchers 
r"or fa.:tual and 1nrerpretati1e :1ccuracy to estab­
lish e\tdenL·e 111 cred1bilitv and confmnability. ln 
September I ':Ill I :1 report 1ncluJing the descrip­
tion nt th~ -;rudv·, <ub1ects Jnd the results of anal­
\ <es from thl' 1nre1'1ew dJta "-ere senr to all Ill 
real·hers They were asked to read the report and 
:inswer the following questions: 

.--\re 1nu satisfied that vnur anonymity was 
lllJtnt:Jined SLl v1>u are nor personally identifi­
able I 

Ba.sect on vour 1nrerview. Jo vou find the con­
tent of the report accurate-> 

_, Were yuotes you gave in your interview. if 
u~ed. used accuratelv anJ appropriately} 

-1 Do the themes presented in this report include 
the 1nformat1on you gJve us in your inter­
view' 

_.\. space was also available for the teachers to 
make any additional comments that might help 
the researchers more tully unJerstand their per­
-;pective_ Teachers rerumeJ their member-check 
forms in a self-addressed stamped envelope_ 
Teachers who did not return their forms within 2 

Exceplional Children 

\\ceb \\ere U)ntacted h\ phnne r11 respnnJ \cr­
ballv ro the member-L·heci-; c1ue..;1111ns_ E1;,:hteen ,,, 
the Ill reJl·her; re-;pllnJeJ Ill the member L·heci-;_ 
ResponJenr< recommenJJr11n1< \1ere l1miteJ r.> 
1rnnm ern1r-; rc·garJing rc>:1c·hers · ,-hJracteri-;t1c·s 
1e.g. \<:'Jrs 1Jf experience. 1\pe 11( ,-L'niri,·at11in1 
.--\ll reachers responJeJ arfirrnat1\elv to rhe -;ub­
-;tanri1·e aspects ,1f Que-;r1uns 1--1 Si\leen ,1( the 
18 re-;ponding teJcher-; ,·,•mmenred f)lhlt11elv 
about the resulc-;_ t\\n d1J n11t. TcJcher respnn-;es 
were used tn aJjust rhe finJI presentation ot the 
study. 

RESl'LTS 

Initial Experiences and Reactions 

Each teacher in this studv had J student.with se­
vere disabilities rn his nr her general educJl!nn 
class_ The maJOritv of teachers in this stuJy \\ere 
asked or volunteered to Jccept J student with se­
vere disabilities 1n their classes_ \tost teachers 
seated that acceptance of J ,;cudent with severe 
disabilities was contingent on receipt of --sup­
ports .. !e.g .. paraprotess1onaL consultant. techni­
cal assistance 1. In addition. most teachers agreed 
to the placement of a student with severe disabil­
ities in their class with an underst:inding that the 
placement was not necessJnlv permanent. and 
.:oulJ be ..:hangeJ at any time dunng the >chonl 
year. -·we decided we would 1rv ii. It was preny 
much done on J trial basi' to begin with_-- The 
initial placement was also -:1m.;1dered a choice 
that most teachers could a..:cept <"lr reject. .--\s one 
middle school teacher sJ1d. -she I special educa­
tor\ made it 1ery cleJr thJt l J1d not have to do 11. 
She didn't want to push me into it. and 1t wnuld 
be tine if I said ·~o_---

Regardless of how the student w11h severe d1>­
Jbilities was placed in the general educJtion 
clJss. most teachers reacted 10 the initial plJce­
ment in a cautious or negative manner. They de­
scribed their feelings with the terms. '"reluctant. .. 
-- scared... '"nervous... '"leerv... .. apprehens1 ve. -­
'"unqualt tied. -- ··angry.-- Jnd ·\\orried_ .. One 
teacher said. ··1 didn · t know much Jbout how to 
deJI wirh him and how ro respond to him and in­
teract wirh him. I was afraid.-- . .\not her pondered. 
--1 certainly was wonJenng how she was going to 
fit in. how I was going to include her 1n every­
thing. nor having experience myself: not know­
ing what to expect." Others questioned the wis­
Jom of such a placement: 
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\Iv reJct11in w:1>. I Jtin 1 IL·cl like 'he tieltJn>;s in 

J public '-:h1lul. :'ih.: '-'J' '" nlrL·mel\· 
~JnJ1caprxJ anJ I rcmc:mbcr w na1 'nc 11,nkeJ 
like. Her hanJs were aiwJh 1111·r,in1 <ll h.:r !Jc.: 
. 1nJ 'he JU St JiJn 1 -L'L'm I<' hJ' L' :im _.,·,11nc'l!111n 
'-'1th the wnrlJ .irnunLI her. 

The initial rea<.:t\\m~ 1<1 the pl;.h:ement 11\ qu­
,lent,; v.11h .;e\ne J1s.1b1l111e' kJ t<J ;.1 series uf 
IL'J<.:her c'xpe<.:tat1nn, regarding thc'1r 1)wn role,. 
One common approa<.:h used b\ .;pec1al educators 
:mJ adm!fl1strators 10 alle\·1ate a tea..: he( s fear or 
,·1ini.:em was to e'tablhh the tea<.:he( s role as that 
.if a host. Someone else 1e.g .. special eJu<.:ator. 
paraprofessional 1 would have the pnmary Dre.\­
clus1ve respons1bil1tv 1.1r c'Jul·a[Jng the child. 
\!Jny teal·hers embraced th1' unJerstanJing by 
,aving. ·ff l wanted tn be a .;pec1al educator I 
w11uld have gone 1ntn ,pc-ual edu<.:at1on · One 
pnmarv grade teacher e-..plained. ··1 guess the 
r"rxus was more on he·.; going .to be 1n there: we 
;ire golflg to see how 11 works. The aide 1s going 
to take ..:are of him. I guess that was how I looked 
Jt 1t: I wasn·c grnng to have much to do with him. 
,u why not kt them trv 11 _, ... .\;; a result. some 
tea<.:hers lflitiallv did nor view themselves as the 
child's teacher !fl the same wav thev saw them­
.;elves as the teai.:her for the other students in the 
class. 

Often. a reacher aide or assistant. w11hout the 
benefit of tr::uning related to indus1onarv prac­
tices. had the pnmary respons1b1l1tv for day-to­
Jay dec1s1on making and program 1mplementa-
11on. Frequently . these paraprofessionals had 
c·l)rrespondingly lLmlted i.:ontact with the hosting 
classroom teacher .. \s a result. different te::tchers 
c'xpla!fled: 

I don· 1 think of him JS one of the children that l 
c:Juca1e. 

1· m bas1callv 1n charge of the nonJ1sabled kJds· 
Jcadem1c cumculum. 
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The aide will be more or less responsible for 
'ee1ng to his needs. 

To be honest. w·e· ve included her verv lirtJe. 
You.re very busy with other students. and she 
k.ind of gets lost in the shuttle. 

. .\s far as being tramed. 1n knowing specifics 
about how to adapt the activity for Sam· s needs. 
I didn't feel competent in making those 
decisions. And the aide that was in my room a! 
1he time was verv good at taking the activiry that 
I was doing with the other children and pulling 
Sam in on it. 

Interestingly. 'ome teacher> e-..pre,:;eJ greater 
conr"1dence 1n the :1bilit1e:; <JI untrained. ,ub,t:.tn­
t1\e\v unsuper•ised. p:.ir:.tprnfess1•Jn:.tls th:.tn thev 
J1d in their <.Jwn abilities. . 

Transforming 

For t\~1) teaL·her>. the 1rnt1JJ e.-..per1enl·es re­
m:.tineJ rel:.tt1vely unch:.m~eJ throughout the 
si.:hoo\ vear. ,;harai.:terized b~ l:.td~ ut 1>wnership 
for the i.:hild"s education. 

I can·1 Jctuallv 'av 1ha1 there w·ere i•'•l rnanv 
1imcs !hat l s;it dnw n with LinJa Jnd Jc·1uallv JiJ 
1hings w 1th her: I never spec1t"1cJllv wnrkcJ with 
Linda. 

I still haven·l really c·unnecteJ w11h her. 

I never telt like I reallv develorxJ a rela1ionship 
with him like you J\J with a child going through 
1he vear. 

Sometimes this lack ot ownership was pro­
nounced: 

l" m 'o busv frn:using un the 01her 22 kiJs that l 
Jon l even notice that she·s here. Twice we lett 
the room. once to go to lunch anJ once to go 
outside. forgetting that she was here and the aiJe 
wasn t in the room. The second 1ime I realized 
when I got outside :.tnJ sent a kid up nght away. 
but the first time we had gone down to lunch l 
was totally oblivious becau<;e she was so 4u1et. 
~Iv attention is tolallv on the other kids. I didn · t 
notice whether she was present nr Jhsen1. 10 he 
hones!. 

However. 17 of the 19 teachers experienced 
increased ownership and involvement wuh the 
student with severe disabt!Jttes in their i.:lasses 
over the course of the school year. We refer to 

this as 1ransforma11on. The extent ot transforma­
tlon varied widely among teachers. Those who 
experienced changes challenged their original 
expecta11ons for the student with severe disabili­
ties and for themselves. They increased their re­
sponsibility for the student's educational pro­
gram and their personal interac11on with the 
student. The cautious and negative comments 
used to discuss their initial reactions were re­
placed by descriptors such as ... positive ..... good.'' 
"successful." "interesting."' "Jmazed ... "pleased." 
"great ... "wonderful. .. and "enjoyment. .. 

The positive adjectives used by teachers to de­
scnbe their experiences were verified by their re­
sponses to the survey statements. In response to 
the statement. "\.1y amrudes about educating stu­
dents with significant disabiliues in general edu-
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-:Jt1on hJ\e hecllme mure pos1ti\e ~Is J result of 
teJching J -:hilJ ''1th .;1~mricrnt Jisabilities.·· the 
texhers 1nJi-:Jted .;rrnn~ :.i~reement by respond­
ing w11h J rne:.in ,_.t··re ,,f K :-9 1 SD= 2.-H'>i nn the 
I 0-pnint ,cJk F1,uneen 1l\ the teJchers rJted this 
item:-\ 11r h1gh1.T. \1) reJchers .>:'Jve it the highesl 
Jgreement .;-:me 1 11l1 The ..;tJndard dev1Jl1on 
was w 1JeneJ h' '>ne teJcher whn rJled this iiem 
I. This reJcher", l11w rating wJs consisient wiih 
her 1nter\\ew. which 1mlicJted that transfonna­
t1on. :.is we hJve t.focussed ii. J1d not occur tor 
this person. In rderence tt) the s1atemen1. .. Giwn 
JppropriJte .;uppons. I would welcome a student 
with si:,m1ti.:Jnt disabilities 1n my class in the fu­
rure.·· the teJcher> Jlso indicated strong Jgree­
ment by r6ponding with J mean score of ~-7~ 
1.'iD =I .'91 

Translonnat1nns were gr::idual and progres­
.;ive rather 1han discrete Jnd abrupt. Teachers de­
.;cribed an emerging recognition that their initial 
ex.pect::it1ons reg::ird1ng the siudent with d1sabili­
t1es were based t.in unsubstant1a1ed assumptions. 
This prompted teJcners to reflect and reconsider 
previously assumed pos1t1ons. \1any made com­
ments such JS. ··1 al wan had the nagging feeling 
I" m not doing enough.·· Teachers also reponed 
beginning to view the child as a person rather than 
a disability. Jnd 1hev established a personal rela­
tionship wnh 1he -;tudent. . .\ number of teachers 
ex.pressed their desire to have an impact on the 
sludent by teaching them. Teachers who had 
these ex.penences reponedlv came to the realiza­
tion 1hev·cou/J be successful and that including 
the studeRI wJs not as difficult as they had ongi­
nally imagined .. .\s llne teacher said. ··You don't 
know unul mu.re actuallv in the trenches doing 
1t: I JUSt never found 1t to be difficult." Other 
teachers reiteraied this notion by saying. ··1 don"t 
feel I have really done that many things differ­
emly: I didn t think 11 was a big deal" and ··[fthey 
[teachers I stopped to think about the number of 
accommodations they are making for lods right 
in their own classroom who aren't special ed .. I 
think they would realize there is not much more 
we are asking." The following quotes typify the 
comments of teachers who underwent s1gmficant 
transformation. 

l jusc realized thac he had been rn my classroom 
for a monlh or so. and I had no contact wich him 
really. l have a srudenc rn my classroom. and I 
don't tlunk I have even couched him. You know. 
l had so much physical contact with all che other 
first graders. palling chem on the back. going up 
ro them and talking ro them. Other than saying 

Exceptional Childrt!n 

"Hi. fon· when he ~:ime :nm the rn1)m. I 
b~i:;1callv Jidn·r hJve ;in\ ctmtac1 wnh him. I 
'i:meJ reJliz1ng Jt that point th'1l I hJ\ e g111 111 
hJve .;ome 1mpac1 11n him. He·, ,Jne 111 m' 
quJenh I hJd JlwJv' .;a1J. · 1 hJ\e \ _; qudc:ni,; 
plus J1)n.·· .rnJ then I reJl1z.:J: \\ hv am I 'J\1n~ 
··plus Jun··~ He·, 'me 111 nl\ .;1uJents. 

I think I 'tJrtcJ \ookinl;! al 11 as. ·rm the teacher 
here.· 1·m the one thJl got the edu.:Jllon. got the 
c·ertificJte for teaching. I" m re.;ponsihle for 
cwry Lllher sruJenl. I -;h\luld b..: responsible for 
this student ton. 

I started seeing him as a \11tk bov I -;tJrteJ 
feeling that he·, J person too. He·s a -;1uJen1. 
Why should I not teach him' He·s in mv c\;is-; 
That' s my respons1bi11ty. 1 ·ma teJcher' 

Just geuing to know her made 11 more 
comfortable ior me airer J while 

Bu! [bvl hJvrng Ellen right there. you hJve to 
Jeal wilh it: and l found outrhar I can Jo it. There 
1s nothing here that 1s verv different than gelling 
along with a whole lot of other people in life. 

Teachers who transfonned shared a number of 
experiences. They developed J willingness to 1 al 
interact with the student. fb) learn skills needed 
to teach the student. and 1 cl change their attitudes 
1oward the student. In some c::ises_ teachers 
changed their attitudes about themselves as well. 
Teachers shared commems such as: 

I made the full swing of fighung Jgainst having 
Bobbi Sue placed in my room 10 fighting tor her 
to be in a mainstream classroom working with 
kids in the way that she had worked with them 
all year long. 1 ·ma periecr eumple of how:- •lu 
have to have an open mmd. 

Nothing here 1s so outrageous that I can't learn 
ii. 

Now that I have dealt with her. I have rolled her 
down the hill and 1 · ve taken her slidmg with the 
other kids and stuff. She· s a little girl like 
everyone else. 

When I scaned final Iv having some 1nceractions 
w11h him. he would come right over with his 
walker up to my desk. hold onto the desk. and 
put his bun around like he wanted to get up on 
my lap. And l would pick him up and he would 
look up at me and smile and he would puc his 
hand on my face. and so you knew when he was 
concent. 

The 17 teachers who changed reponed an in­
crease in their sense of ownership for the child's 
education. 
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11 'c:JS\ 1,, e.\pt:c:1 inc: J1Jc 11i Jul'' c:r:tn1n~ (,ir 

ih:H ,1uJen1. JnLi 1nc:n ,,,u 1h1n• nm• '•JU J<'n·1 

hJ'e 10 JeJ.J "11h 11 .11 .ill. t>ut 11 Li1ic:,n·1 

rneJn I ,uppo'e 11 ,·,,uiu ""'r' 1hJ1 "-1' nut 
~!1 1 n 1 think th.:.il \•'U ·.1..i1uiJ -..:L[ :nuLh 1'U! 1~i" 11 

I ;l·:..·! \Lr: 1.,:\1n1J11rl.1t"lk ·.1..1th i1L·r \ ... :r;. 1\ftt:n 

h.:.i\t: hL"r i'1'r pen,)J~ 1n 1hc ~1:.i .... ~rtlt)m \1.ncn 1hc 

.lluL'' Jrc·n·11herl' .. Jf1u lnJI ':1" rr"nkrn .11 JI[. 

I :n 1hc: "ne 1hJI , ~1•1n~ I<' mJkL' ihe plJn' l<H 
lhJI ,1uJc:n1 I rn re'f1<'n,1hk !Jir h1, ,u,·c:c:" 1n 

m' l..'.!J~'-rt'\)n1. 

I 1h1nk \<JU h.1vc: 111 ''' 111ern J' Jn111hcr om:,,[ 
the: ..:hilLiren 1n ,·IJ" "n11 nJ, "'me -1ren~1h·>. 
,,1nh: v.L'Jknc .... -...l ..... : .1nJ '.(\U nt:eLi tn t-1nJ i)U( 

'-'here 1he; Jre JI JnLi h''"' ''JU c:Jn rielp 1hern. 

Tu me:. ht: "'J' .1u\I ''ne "( 1he k1Js 1n the cla-;,;. 
I 1h1nk '"u reJll> necLI 111hJve1hJI Jlt11uJc:. 

FinJllv. rhe.;e teJ-.:her' JisplJved J willin~mess 
10 ieJm from their students. 

I ,1meJ wJtch1n11 rm ""'n re~uL!r clJssroom 
-1uclents. Thc:v L11un 1 1rca1 him Jfl\ J1lkrently. 

Thn '-•ent Jb11u1 1hc:1r hu,1ne" l1J...e "' LT'.th1ng 
·.•J., normal. 5,, I ,;i1J. ··111hev c:an Jo 11. I ..::rn 
Ju 11 · He·, fl•Jt ~L'It1n11 1n 1he1r 'A;iv 1hev re 
1reJ11n11 him like: ever.hnJv else 

I leameJ more fr<lm the J...1Js than I think thev 

leameLI from me hecJu'e 1hev were "'1th Tim 
J;i,1 vear. 

Thev "'l're ,iiw:1" k111n11 me: know when I 
l1Jrgu1 ,,1meth1n11. ·y,,u J1Jn·1 remember to 

1nc·luJe SJIJh.· S1J lhl"\ "'ere 'erv i:voJ JI 

k111ng me J...n''"' 

Approaches Lsed b~· Teachers Who 
Transformed 

-'\, 1nenttuned prev1ouslv. some teJi.:hers feared 
thJt they would need tn use a lot of "spei.:1al" ma­
tenJls Jnd JpproJi.:hes for the student wtth severe 
JisJbtl it1es in the tr class. Although these students 
d1J have many unique -.:haractenstii.:s. J -.:ommon 
approach used bv teJchers was to "treat him like 
Jny other kid in the class." One teJcher ex· 
plained."[ just included her in everything that we 
Jid." In part. this Jpproai.:h was motivated by the 
teacher's feeling that. "I didn't want to single her 
uut and make her feel different in anv wav." The 
frequency with which the student with disabili-
11es was included in the sJme Jctivities as the 
1Jther ,·lassmates. even when his or her edui.:a­
t 1onal obiecti ves were Ji fferent. seemed to be an 

indicJtor of the e:.;;ent of leJi.:her lrJnsfonnJtton. 
The teaL·hers JpproJch wJ.s to reL·ognize Jnd 
build on rhe s1mi1Jri1ies among students v.1th Jnd 
without d1sJbtlit1es. 

T eJL·hers reponeJ IJrnring JpprnJches thJt 
en-.:ourJged students to ieJm t11gether 1 e ·-" . Clh 1p· 
erJtive ieJm1ng. group problem·s .. 11\ ing 1. Thev 
also emphJs1zed JpproJL·hes ihJt v.ere Jctive. 
pJrttctpJtory. Jnd t~ ptcJI rJther th Jn spei.:1Jlized 
1c:.g .. mJnipulJtives. gJmes. pruJeL'ls. lab.;. t-1eld 
stulh 1. One reJi.:her sJid: 

I Jon·1 try to lecture JS muc·h JnJ c·ut J11;,n 11n 

that: JnJ try to ~et Jct1,1tic'. O:Jmc pl.1' 1n~. 
th1n11s like thJt. The class mav be no1,1n or m<lre 

Jell' e th Jn a class which stresses IL'L·ture JnJ JU<! 
'llting there 4uietly. 

What Was Helpful and What Wasn't'? 

In Shel Silverstein ·s { 197~ I poem. "Helping ... the 
refrain goes. "Some kind of help is rhe kind of 
help thJt helping is all Jbout. Jnd Sllme kind of 
help 1s the kind of help we Jll CJn do without" Ip 
I 0 I) Te Jc hers reported experien-.:ing borh kinds 
<Jf help. Teachers who found support personnel 
helpful cited four facilitating practii.:es: 1 a1 shared 
framework Jnd goals. I b 1 physical presence. r-.: I 
validation of the reacher's contribution. and 1 d l 
teamwork. 

Having a shared framework Jnd goJls meJnt 
that both the specialist and the teJcher worked to 
include the student with disJbilities 1n the generJl 
dass routine. The helpful speciJlist · s role was to 
:.issist the teacher in "how to incorporate her bet­
ter: JUSt how all the kids tit in how we rnuld 
beuer make her tit in like everybodv else ... By 
helping the teacher 1m:lude the student wtth Jts­
Jbilities in typical dass Jct1v1ties. the speuailst 
was using his or her unique skills Jnd knowledge 
to pursue the same goals as the teJ-.:her. rather 
rhan pursuing separate goals. 

Teachers reported that the phys1cJI presence 
of another person on whom they could rely was 
helpful: this minimized the feeling of being Jione 
or totally responsible. ParaprofessionJls were 
often mt:ntioned as important support persons. 
This was partly J result of rhe frequencv of -.:on­
tJct paraprofessionals had with students and 
teai.:hers. Specialists. such as integration fai.:ilita­
tors. speech/language pathologists. and o-.:cupJ­
ttonal therapists. were also perceived posnively 
by teachers when they were present. Jvailable. 
and provided moral support. "The best support 
was Arlene I special educJtor ). She was excellent. 
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She \\.J' 1n. ,he c·hecked e\erv week." Others 
c·l)mmented. "J t . .; n 1ce 111 hJ\ e .;1,mebodv there ... 
•.>r "\ re:.iii~· J11n t hJ\ e :tn\ c·iinccrns knlJ\\. 1ng th:.it 
:1 b:.ickup sv.;iern 1.; 1n plJc·e ... 

Wh1k 1echn1cJ! J,.;1,tJnce thJt m:.itched c!Jss­
rnom neeJ,; \\J,; \\ek"med b,. teJchers 1e.g .. Jd­
Jptations. e4u1pment 1. JI 11me.; J .;imple \ :.didJ­
lll1n 1.Jr' 1he c'hJlienges t'Jc1ng the te:.icher \\.J>, 
,ufticient t<1r them tn tee! .;upponed. One teacher 
cited the 'uppornve nature ur' sutements such as. 

·1 know how \OU !eel. but it'.; going to be JI! 
right. You Jre guin1_110 see :.ir'ter the t-1rst couple 
»t weeks thJt he· s _iust pan <Jt V<iur class." Such 
c·omments highlight the 1mponance of moral sup­
pnr1. 

.-\n <Wemding theme 1it what te;ichers viewed 
as helpful :md supporn,·e \qs the \Jlue of team­
v.nrk. \Vhen te;imw11rk was present. teachers re­
poned feeling producrin:' :ind supponed. E.'peri­
enced te;ims pro' 1ded Jn 11ngoing source of 
technical. resource. eva!uauon. and moral sup­
por1. When crne elemenrarv te;icher was asked 
\\hat ;id\tu~ he \\.nuld 11tler other prospective 
1eachers prepanng to include J challenging stu­
dent. he said he would ask. "Do you have a plan­
ning team' Who's 1rn vour te;im' Do you feel 
rnrnfortable with that , .. T e;irns helped org;inize 
the adults working together 1rn behalf of Jn indi­
vidual child. 

With the presence ot a child with severe dis­
Jbdities comes an entourage of suppon personnel 
1 e g .. speci;il educators. physical therapists, occu­
pational therapists. speech/language patholo­
gists. nsio11-spec1ali-.rs r. S<Jme teachers assumed 
that h:.iving all these -;pec1alists meant access ro 
'peu;ilized expertise that v.ould be helpful. 
Though this v.as true for some. it was not always 
the case. One te;icher nplained. 

I c·Jme 10 realize 1ha1 I Jon·1 think anvbody 
rea.llv knew what In Jo. I felt like I wa\ not 
~emng any support. I rust felt like people were 
JUSI coming 111 and people wamed to JUSI see 
Jane and they wanted to hear how ,he talked: 
1hey JUSl wanted to see how I worked with her. 
but nobod'I really gave me :lflV -;uggestions of 
what to do. 

There were kinds of "help" te;ichers felt they 
could do without. "Help" to address goals not 
identified or shared by teachers or referenced to 
the classroom program was not helpful. "Help" 
that disrupted the classroom routine. as well as 
·help" that was overly technical and specialized. 
was ;iiso idenritied as nor helpful. Such '"help" 

Exceplional Children 

w;is .;omerime.; C1)nfu,1ng l1J teJchers ur c·nns1d­
ered irreJe\·;int. "OT and PT 1, a sepJrJte rhrng: I 
re:.illv Jon·t know what thev do ... 

.-\II the classroom teJc·he1·s 1ndicJted that the\ 
were imol\ed in 1mp<-1rtJnt wnrk with the1rent1rt' 
class c1nd thJt .rnything thJt interfered with their 
mission \\.as unaccepr:.ible \lost teachers 1nJi­
cJted that the presence nf :1 student wHh disabil­
ities J1d not cre:ite any more disruption than other 
,;tudenrs without disabilities. Hl)wever. the pres­
ence of the specialists :ind nther \is Hors rh:ir ac­
c1Jmpanied rhe srudenr wirh d1~abilities did. 
There were problems with "tr;iftic coming 
through the room." Teachers -;h;ired feelings like 
the following: 

Somebodv is \'isiting us u~wn' 

'vly big concern. I remember. wa, rhe number 
of peopl.: who c·ame 111 and warcht:d. That m:ide 
me kind of shake 111 m\' boors But as far :is 
dealing with Ellen. that was tine. 

If she weren't here. lei's face it. the specialists 
woulJn·1 be here. I said. "I v.111 take 20 Lines. 
butJUStdon·1 give me ;my '~c1alis1s behind me. 
because she really 1-;n·1 the problem." 'r't:s. it 
was a problem. but she wasn · 1 rhe problem. 

One kinderganen teacher described the situation. 

Specialists [are I talking in the back of1he room. 
disrupting what goes 1)11. Not a clue 1hat mavbe 
I would like ii quiet. 51) I'm savmg 10 the luds. 
"You have to reallv he yu1e1 111 here. ~uu need 
to follow my directions. l re:illv would like 11 
yu1et." and I am C\ en looking u\'er at them 
[special is ts j. 

Separate frameworks anJ goals often resulted 
in the use of "pullout" methods to provide spe­
cialized services. This solution cre;ited a new set 
of problems for class room teachers. Some teach­
ers described problems \\. ith separJte pullout ser­
vices because. "-;caning and ending times l were I 
at times so that it was really disruptive to then fdl 
Paul in or get Paul started on whatever it is. We 
had to really swuch the schedule around." 

.\s mentioned before. teachers frequently fa­
vored the use of typical ;icci vi ties. materials. and 
approaches over special ones. This approach was 
challenged by some specialists who sought to en­
hance the student· s school e.,perience through 
their specialized techniques :ind materials. One 
reacher indicated that specialists "get so special­
ized that they overlook the simple things. It rakes 
common sense." When specialists recommended 
:ipproaches not typical for the cl;issrooms. they 
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were nor Ji WJ\' ~reeled w1rh 1)pen JnTlS. One 
leJcherd1scussed Jn t'\Jmpk '-'here J hi~hl: 'Pe­
,·1Ji1zed feeding pw~nm \\ J' 'u~~e,tt'd b:· ;in oc­
,·up;Jllonal rher:.ip1,;t 

I 1 u _,I I h 1 n k 11 · , J i 111 k h u 1111 i 1J 11 n ~ (" r Linc 1" 
icJrn 10 i"ccJ hn,cll 111 1r,1n1 ,11 1hc •1ihcr k1Js 

-\nJ tht:' 1.i.~1\ !he: \i.L'r·~· ~1'1n~ 11• d1) 1t. 11 

,, 1unJt:J lil\L' tht'\ '-'-l'rl' ~111n~ ft' ri~ up 1h1' rc:llJ:-..· 
dJmh.:r"1me 1h1n~ Jllu ruil 11 111 1he cJfctenJ 
IJl'llc \\c 1n1~h1 J' ·;..:II put J ,1~n rncr her and 
'-'~ '"L1hJlo... \l..L' .Jrl' prJL"lll!n~ l_l\L'f hL'rC. :-1)U 

~u'' ~1-' r1~ht Jht::iJ JnJ c.1t_·· 11 ""ulJ he like ;i 

r"rc':JJ.. 'hl.l'-'. 

T t'JL·hers recu~nized 1h;H ,,1me "speuJJ'' ap­
proaches were helpful Jnd nece,,Jrv. while orh­
i:rs are potent1all' unnece,sJiy Jnd st1gmar1zing. 
\\'hen 1t \lent too !Jr. ,,irne teachers de\elnped 
1he JSseni' en6s 111 'a'. ·· 1 put mv font down Jnd 
,J1d. ·\,1. v11u can t ,·,1me into 1he classroom· or 
\11. I don t need 1hJt kind 111 help. Thank vou 

Jn\\\ JV 

Impact of the General Education Placement 

Teachers reported thJt the pJn1c1pJt1on of a stu­
dent with severe disJbilit1es 1n their c!Jss had J 
ros1!1\e impact 11n the child With disJbiiities. JS 

well JS nn the L"hlid'-; c'IJssmate~. TeJL·hers Jlso 
reported benefits for themselves both personally 
Jnd professionally C1rnverselv. teacht:rs who did 
nnt e.\penenct: tr:JJlsfomlJt1on perct:1ved mmi-
111Jl benefits from :.i s1mi!JI npt:nt:nce. The fol­
l1Jw1ng sectwns -detail e\pt:nt:nct:s nf the 17 
1.:achers who reportt:d S1)1Tit: le' t:I 11f transfonT1J-
1111n. 

Benefits of Inclusion in General Education 
Classes for Students .,.,ith Severt Disabilities. 
-\ccording to many teachers. -;ome of the scudencs 
"' 11h se,ere d1sabilit1es npenenced 1mprove­
mt:nt 1n their awareness Jnd responsiveness to 
1 heir teacht:rs. support staff. Jnd class maces. as 
wi:ll as the routines of the class. One teacher com­
pared her mit1al observations of a student in a spe­
cial class w11h the same child's behavior in her 
_1rd-grade room. 
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I think she became much more aware of her 
environment because of being in my classroom. 
Being in the other I self-conwineJ I classroom. 
•here wasn't anvthing to be awake for because 
1here wasn't anvth1ng realtv going on: whereas 
1n m\ classroom and 1n anv regulared classroom 
1here ;ire alwavs kids there. J01ng things. 
1:ilkJng. JUSt there. And so she haJ a reason to be 

mllre Jlen and cculJ be more 1nHJh eJ "11h her 
cn,·1ronment becJuse then:'·' as ;,1meth1ng t1i h:: 
!nl"l)l\L'J 1.A.Jlh. s,_, !here· "J' J purp1J-;e [(l hl'r life 
r;11her th;rn sleeping. 

In add1t1on. J high school teJcher i:1nnmenred 

When he '.:e-; me n1J'-'. he rc:ic1s 10 me He.II pul 
h1,; hand 11u1 l<J lllu..:h me·. he"'1\ '1rnk and he 
l;rugh'. He ..::ime 1nl1J cl:i" wc:irrng J RcJ S11.\ 
hat :inJ I g:i•·..: him :i Phill1e:-. h:ir.1..:lling him thJI 
when h.: cllmes 1n10 class 1·m J Phillie-; Ian. S1.i 
the nnt dav he cc1mes 1n wc;mng h1,; Phillies 
h:it. S11 he reacts 11> mi: no" S" he rcc1ign1les 
me. he re,;p<mJ<. to me. He'll l:iugh. I ,·11ulJ talk 
111 him and communicate 10 a certain Jcgree with 
him. 

..\second benetic for the students with di-,abli-
1t1es included 1n general education clJsses wJs 
skill acquisition. Students learned J 'Jriety of 
communicJtion. sociJI. motor. Jcadt:mic. and­
other skills to assist in pJrticipation 1n homt:. 
school. Jnd community life. One teacher 1ndi­
c:ated: 

He is growing JL·customed to the wav penple Jo 
things. He is mL>re :ible 10 ,·:ir-rv 110 a 
conversation and stav relevant for more than 
two sentences. He is learning 1um laking: 1 · m 
-;ure that 1t was worked on before. but I 1hrnk 1n 
a regular classroom vou reallv k:.im it or 
someone J'i on your case all the ume 

Some teachers indicated that skill devt:!op­
ment was only one potential benefit of general 
class placement. They spokt: about otht:r aspects 
of the child. s school experit:nce that enhanced the 
4uJlity of the student's life. The general educa­
tion placement provided tht: students w 1th oppor­
tunities. enioyment. Jnd challenges. 

Even 1f ,;he 1s plate:.iuing. she's '1111 being 
-:halknged. There ;ire ne" things th:.it people If"\ 
10 make her do or gt:t her to do even 1 t <he 1s JUSI 
Joing J!I she· s e> er done before: 11 mav be more 
1han laying arounJ on the 1loor 

Sometimes during music class when thev would 
be singing. Susie would almos1 laugh because 
she was hea.nng the ,;ong: .rnd even 1hough she 
wasn · 1 singing. she was .::nJoyrng 11. being pan 
of it by JUSt being 1here. 

I think 1hat just opens up so many doors and 
:ivenues ;inJ !here are role models rhere: :inJ 
1here are JUSt so manv other 1hings a\'ailable to 
them !hat wouldn't be available if thev were in 
:i room with .:hildren who were very s1m1lar to 
themselves. 
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Classmates· Experiences. T eJchers Jiscussed 
benetits of 1nL·Ju,11in l1H 1he 'tuJenh without Jis­
Jbilitres in 1he1r L'IJ.sses .. .\ L'l)ffirnun theme was 
. m Jrene-;, , it 1he neeJs 1 if people v. ilh Ji,abil1-
11e>. Te~1chc'rs Ji,;11 Je,;c·nbl'J J range 1Jt Jccep­
r:ince 11! ihl' .;1uJc'nl v.ith Jisabilicies bv 
clJssmJles thJt resembled those Jmong other stu­
Jents. FurexJmple. lhere wPuld be some students 
1n 1he class who would ".;eek him out" Jnd "grav-
11ate" toward him w1thnut em:ouragemenc. The 
rnaJoricy 1»f stuJents Jccepced his presence and 
\1. ae rather nnnchalanc Jbouc 1L 

I Jlso .;Jw in 1hem rhe willingness 10 have him 
rhere 1n 1ha1 room. 111 1rea1 him like everybody 
d>e-. lhJt rhev J1Jn 1 fed rh:ll he "JS Jny 
different. 

I ne\·c:rhe:m.Jrhem-;:n "Poor Jon ... or"Jonc:an·r 
dn 1h1s. Jon cJn 1d111hat.·11 wJs Jlwav,;. "C1Jme 
1111. Jun, let·,; ~n"· 'ever anv puying altitude. 

Teachers indicated that those children who 
.;oughc ouc the scudenc v.ith a disabilicy "accept 
her readily. they enioy having her. they get ex­
cited abouc litcle projeccs that she does and her 
.;uccesses: they like sming next co her in circle." 
. .\!though not a universa.I experience. ~evera.l of 
1he children with J1sabilic1es had classmates 
'' ithout Jisabll1ties as "best buddies." They 
wnulJ "take him to lunch or hang out with him 
1in the pla\grounJ .... .\n elementary teacher 
'hared 1he t'ollow111g e.xpenence: 

One lillle bov wanted 10 take him home. to stay 
'"em1ght. like he would Jnv other fnend. The 
11101her was yulle reluctant and said. "'Jo, 
bc..:ause I don· t know what we are going to do 
·.i.·11h him ... She was 'erv nervous about i1. 

But finJ..llv. the lmle boy said to her. "'.\1om. 
vou let me have other fnends over. Whv can't I 
have Jon over' He's JUSt like anvbody else." 
And she realized that 1f he can look at it that way. 
she would be able 10. So she had him over. 
She said it really opened her eyes to see her son 
playing with 1his linle bov JUSI like he was 
anybody else: he had him ouiside talkrng and 
laughing and playing with him. just like 
anybody else. 

Some teachers actnbuced these experiences of 
,;tudents to an irn:reased level of social/emouonal 
Jevelopmenr. tlexib11ity. and empathy. 

ExceptionaJ Children 

Personal and Professional Impact of Inclusion 
on the Teachers. Teachers who transformed dis­
,·ussed how their e.xpenences caused them to be 
more retlect1 \ e. 

11 rn:ide me more av.are 11! hov. 1mpo11an1 i1 i~ 

for 'nmeone like tha1 tP be included. In be 
v.11h her peers. 111 be in J regu!Jr classrnnm . 

11 makes vou qop and think about an av.·t'ul kH. 

I v.3s Jsham<!d o! myself for feeling rhe way I 
did JI the beginning 1Jl 1hc v.:ar. lhJI I had this 
opinion and belief when I reallv didn'1 knnw 
anything about i1. 

Several teachers recognized their importance 
as a model for the class. 

The first few weeks thev [students without 
disabilities I were watching me. They really_ 
looked toward me Io >ee: b thi-., OK" They 
watch the adults and see what their reaCllon 1s 
and then model them. I mean that 1s a reJl 
1mpo11ant part of education. what v1Ju model. I 
Jlso think k.ids accept rhings yu1cker than adults 
in some ways . 

One of the most impo11ant things 10 teach kids 
about is that everyone is different and unique 
and that's OK: and we are all kind nf doing the 
best we ..:an. I just feel that 1ha1 1s a really 
impo11an1 lesson . 

Teachers experienced a ~ense of pride at their 
own openness to change. 

I was proud of mvself for lening my,;elf chJnge 
mv mind. You kno"' 1ha1 I wasn't 'tubbom 
enough. that I wasn't open l<J new idc!as and 
learning something n<!"' 1 · m glad that I was 
open. that I could ..:hange my mind because it 
made me feel better as a person to know that I 
gave somebody a chance and 1hat I knew in the 
future !hat if it ever came to !hat again that I 
would do the SJme. 

Some teachers reponed an increased level of 
confidence: "Personally. profess1onally it's like I 
can deal with anybody' .. Confidence was re­
flected in their ability to approach teaching in a 
more flexible manner. 

I think before I always had high t:~pectJtions. 
and I used to really plan. If 1hings didn't go 
aactly the wav l planned them. then I felt like 
I was a failure. I wasn't teaching righl. or 
somehow 1t was something I was doing. All of 
1he sudden you can make su..:h a learning 
c!Xperience out of anything. So professionally it 
was great for me. 
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I reallv think 11 ,·hJngeJ the 1>.JV I reach a lot. I 
think 11 1>.J\ reJlh !11r the helln I think 11 maJc: 
me more rln1bk 

Ir help;:J me 1<> 1inJcr\l;.inJ 1hJ1 Jll pe<Jple le:irn 
J1lfrren11-. JilJ hJ\e J11frrcn1 rhin>!s lhJI rhev 
(Jn J11 

The re:icher,· c\penences h:iJ Jn impact on 
the v. av the\ !Ju~hr nut nnl\ 1he 'tudent wirh dis­
.ibili11es. bu1 !he urher children as well. 

Ir helped me be ;1 better planner 

1 · \t: used a lu1 'll the 1Jeas 1ha1 I srmed our using 
last vear be(Jusc: I ,pent a 11)1 uf lime thinking 
about them 10 1n,Prpora1e Ka11c: I 'e useJ rhem 
again th" \cJ.J c\C:n though I Jon I have J 
,peuJI needs ~1J .rnJ because I found them 
-;u..:cessful with rhe regular ed kids. But mv 
purpose 1n de, eloping them was thinking about 
Kalle. 

One element;ir. .;chool re:icher summed it up 
v. hen she s:i1J. ··.-\nvrhmg rhat drJmJtic has ro 
rnake ;.ou more aware 1Jf e\er:body·s needs." 

OISCUSSI01' A:\D IMPLICATIONS 

This studv emphasized descriprions about the 
placement ot students wuh disabilities m the gen­
eral educ:it1on classrooms from the frJme of ref­
erence of te:ichers who expenenced 1t. Although 
rhe points r.i1sed in rhis sec11on mav have 1mpli­
CJtions for l'lthers interested m school inclusion 
issues. rhe results and analvses discussed here re-

. tlect findings-based solely on the 19 teachers m-
1erv1ewed Jod 1he1r classrooms; therefore. 
i?ener.ilization to <)ther settings should not be in­
ferred. 

T e:.ichers 1n rhis study shared a common initial 
t:\penence th:it they 1vp1cally descnbed in nega­
t1\e terrns. The e.,penence \I.JS characterized by 
minimal involvement wirh the student wnh dis­
:ibilities. In addition. most teachers had the ex­
pectation that someone else was responsible for 
the student· s education. Although the initial sta­
tus of two teachers remained unchanged through­
out the school year. 17 of the 19 teachers reported 
expenencmg varving degrees of change in their 
own expectations and behavior toward the sru­
dent with disabilities. Subsequent to these 
changes. teachers identified a variety of benefits 
co the srudent. classmates without disabilities. 
;.ll1d themselves. 

The two teachers who did not change recog­
nized that their involvement with the student with 
disabilities was minimal. This points out a key 
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difference between teJchers who chJnged and 
those who did not. T e:.ichers who L·h:.inged were 
not only wi !ling to bel·ome direct!\ in\ oh ed with 
the student with disabilities. but the\ took ~.1<.:titin 

to become involved .,.,ith the ~tudent. 
Why do some te:.ichers tJke Jl'llon to become 

involved while others dn not"' TeJchers \I.ho 
nsked becoming involved .,., ith the student wllh 
disabilities reported thJt 1t was not :.is difficult :.is 
they had first imagined. In -;ome c:.ises the .... i11-
ingness to change may be more heavily influ­
enced by a set of personal characteristics of the 
teacher. rather than by e'ternal factors 1e.g .. 
school characteristics. child characteristics l. The 
theory that teacher char:.icteristics are cntic:.il to 
the change process was supported by the descrip­
tions of teachers in the same school. with similar 
professional experiences. These teachers de­
scribed extremely different experiences with_the 
same child from year to year. For example. Karen 
was in a third- and fourth- gr:.ide classroom for 2 
consecutive years in the same school. Both of 
Karen·s teachers descnbed tr:.insforrning expen­
ences for themselves. as well as benefits to Karen 
and her classmates. Karen· s fifth-grade teacher 
in the same school reported no transforming ex­
periences. This teacher questioned whether the 
general education placement was of :iny benefit 
to Karen: reported some minimal benefits for 
classmates. as well as negative reactions of class­
mates; and reported no impact on herself :.is the 
teacher. Further research should address internal 
and external factors that may influence :.in 
individual's. or an entire system·s. response to 
educational innovations. 

One piece of data that appeared benign :.it the 
outset of this study represents an important foun­
dational concern regarding the equity of educa­
tional opportuniues for children wllh disabilities 
and their rights to an appropnate educ:.ition under 
the Individuals with Disabilities Education Act 
of 1990. Several teachers reported being offered 
the option to accept or reject the student with dis­
abilities m their classroom. Though the rationale 
for providing teachers with options may be un­
derstandable (e.g .. trying not to force a teacher to 
assume a responsibility for which he or she feels 
unprepared or simply wishes to avoid l. such :.i 
choice represents a double standard that simply 
would not be tolerated based on other individual 
differences among students !e.g .. race. ethnicity. 
socioeconomic level. religion. political affilia­
tion). What if no one says "Yes'"' In a national 
:.ind state system that purports equal :.iccess and 
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education f1>r .ill .:tudents . .;uch chnrces to re1ect 
ur aL·cepr a ,;tutknt baseJ 1)n a 1e;:icher' s 1ndi v1d­
ual 1 alue' anJ predi,;po,;11i11ns i.; a cnntradiction 
1n terms. We c11nrend that educational equity'' ill 
c·ont1nue (11 elude u,; JS l1rng as we appl~· dtfferent 
,ranJards 111 ,ruJent,; whom "e ..lfe unaccus­
tomed 10 reachrng. 

One 111 1he 1ntere,;11ng Jspech ilf the back­
ground JJta ,,;,,that these teachers did not have 
much. 1f an:. training to prepare them for the ex­
penence of ha1 ing J 'tudent with ;;evere disabil-
1t1es in their class_ Yc·t almost all teachers de­
'LTibed .;ucL·esstul e.xperien.:-es followrng their 
initial apprehensions. Where;:is preparatory train­
ing mav be heneficial. these data suggest that the 
direct e.xpenence nf 1'.orking with the child on an 
1mgoing basis was a critical factor in the transfor­
mation of reachers: Jnd episodic training is un­
likely to simulate this expenence. There was 
some speculauon by teachers that their initial 
fears often interfered with their internalizing 
.;kills taught in more traditional workshops and 
1nser\ice tra1n1ng This finding has implications 
for both the content ot training and the timing of 
its delivery. Fur e.xample. once a class placement 
decision has been made. rnitial training might 
consist 11f information about !al other teachers' 
feelings and e xpenences in similar situations:< b) 
L·ritical fa1-·cors influencing success to start the 
year 1 e g .. teamwork. e.'l.pectations of ownership. 
interaction with the student. le:u-ning from the 
claso; 1. Jnd IL' I Jpproaches descnbed by experi­
enced teachers as successful 1e.g .. acllvity-based 
Jpproaches. u.-,e ot tvpical matenals and acti \ i-
1 ies. group 'rrareg161. 

Cleark the .;rudents with whom these teach­
as worked had characteristics that required some 
le1el ot spec1al1zed support within a teamwork 
cDntext. It seems evident that paraprofessional 
.;upport was cnt1cal in some situations. Partici­
pants in this study had varied and diverse opin­
inns regarding the role ;ind responsibilit1e·, .if 
paraprofessionals rn the classroom. A clear JOb 
description for paraprofessionals that matches 
the needs 1Jf students in general education set­
trngs and their teachers appears needed. Parapro­
fessional ~upport may be an important factor. ex­
ternal to the teacher. that has an impact on the 
level and rate of transfonnauon. When parapro­
fessionals assume. or are directed to take. pn­
mary ur exclus1 ve ownership for the student· s ed­
uca!lon. they may rnadvertently create physical. 
psychological. or wmbolic barriers to interac-

Exceptional Children 

tions between the teacher. ,·!assrnates. and ,ru­
Jent 1~ 1th disabilities. 

The rnk 11f specialish was 11eweJ as h<llh fJ­
,:ilitative of and a barrier to the inclusion 1if .;ru­
Jents with disabilities in general educatit1n 
L·lasses. The kind of help teaL·hers -.aid they could 
do without! 1.e .. separate goJls bv spel'lalists. Ji.'i­
ruption to the class routine. 111erspec1alization1 
often occurred when .;peualists attempted w 
transplant traditional special educallon practices 
rnto general education em ironments. Thi'i was 

neither welcomed nor L·onsidered helpful by gen­
eral education teachers. The inclusion of students 
with severe disabiliue_s 1n general education .;et­
t1ngs required specialists to more tully consider 
the context of the general education class and en­
sure that their support respected the values and 
needs of the general educaunn classroom. its stu­
dents. and the teacher. 

The perspectives described by the teachers rn 
this study are valuable because a relatively small 
number of general education teachers ha1e 
shared experiences similar to those described 
here. Undoubtedly. the number is increasrng with 
the passrng of every school year. Although 1t is 
our hope that the experiences of these teachers 
will help otherteachers facrng similar challenges. 
our ultimate hope is that such an article will be 
obsolete in the near future .. .\s Biklen and Knoll 
\ 1987) so clearly miculated. "Integration sur­
vives as an issue only so long as someone 1s seg­
regated" ( p. 21 ). 
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fhe .·\o&Xratron t'or Pe!Vlns "'llh Severe- HandrcJps 

Peer Interactions and Social Acceptance of 
Elementary-Age Children with Severe 

Disabilities in an Inclusive School 
Ian M. Evans. Chnstrne L. Salisbury. Mary M. Palombaro. Jennifer Bernman. and 

Tia M. Hollowood 1 
• 

State U mversity of New York at Binghamton 

~lthoueh theN:' has ficen nwch anenuon paid to the 
social relauonsh1ps or' w1dents "uh severe disabi/iues 
in integrated em·rronments. /f\\ swdres dep1cr the kinds 
ul 1nte[ac11ons that c"an !Je expected in mainstreamed 
dassrooms Such in1ormauon 1.11mporrant.liH designing 
classroom ecologies ana 111ten·enuo11s that "·r/I max1-
m1::e developmental 1!pporr11nures 1;1, all students. Eight 
c"hi!dren \\'Uh severe J1sabilu1es and <'ll!hl nonhandi­
t"apped peers v.ere ot<sened 111 rnerr regular elementary 
school classrooms Studen1s wuh sew:re disab1/i1ies re­
ceived more social approaches 1han 1hev made. These 
1nieracuons /ended to /'e rece11·ing ass1swnce. al/hough 
talk. pla.v. and phvs1cal ,;illernon v.·ere also prevalent. 
Over the school rear the numfJer or'1111eract10n5 declined. 
however. 1he pa11ern 1proport1ons of dU}erent zvpes o( 
in1eraC11on; became more r.ip1ca/ r like 1hose u(non.hand-
1c"apped peers1. .~ccep1ance v.as measured by socwmetric 
nominauon. revealing tna1 some of the srudenls with 
se1·ere disabi/iues ~l:'re 1·err pop11iar. and some v.ere 
1101. ·lccepwnce seemed 11nrela1ed 10 >ocwl compe1ence. 
"nich did corrt:late v.'[[h rrequencr ,if 1n1erac11ons inui­
ated b1· the students v.·uh d1saoi/111es. accep1ance was 
1w1 reia1ed 10 number 1Jr' suual approaches made or 
receil"ed. The re5ul15 111d1cate 1ha1 children '5 social ac­
,·ep1ance and 1.Jpporrunuv _,;Jr 1111eracuon are nor 
11n1quel,1· assocwied "·11h their status as individuals wiih 
severe disabtfwes. and suggest 1hat 1he 1mpl1cit stand­
ards and values o( the students mar pia.v a sigmjicant 
role. 

This work was conduC1ed under the auspices of the Collab­
orative Education Project. funded bv the U.S. Depanment of 
Education (Grant No. 860-00009) No 01lic1al endo~ment 
should be implied. nor does this paper nec~ly rctlect the 
opinions or policies of the L.: S. Depanment of Education. 
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DESCRIPTORS: integration. mainstreaming. social 
interacuon. social skills 

Although there are still considerable regional varia­
tions in the degree tO Which Students With severe hand­
teaps receive their education in integrated settings (Dan­
ielson & Bellamy. l 989). mainstreaming has become 
widely accepted as a desirable goal on ethical. humani­
tarian. and const1tut1onal grounds te.g .. Biklen. l 985: 
Gaylord-Ross & Peck. l 985: Stainback & Stainback. 
l 98 S: Wilcox & Sailor. l 9801. The social outcomes of 
the physical integration of e:<ceptional children have 
been more debatable lsee Peck & Cooke. l 983). Some 
investigators !e.g .. Corman & Gottlieb. 1978: Gresham. 
\982: Meisel. \985l have tended to emphasize the 
failure of integration to ensure enhanced peer relation­
ships. whereas others have indicated that 1ntegrat1on 1s 
a necessary. if not su!lic1ent. condition for peer accept­
ance I Voeltz. l 980. l 982 l and maintenance of social 
interacuon I e.g .. Brinker. l 985: Strain. l 983 l. More 
recent analyses have suggested that a variet:- of peer 
relationships between nonhandicapped children and 
those with disabiliues can be observed (e.g .. Haring. 
l 991: Meyer & Putnam. l 988: Odom & McEvoy. 1988: 
Strain. J 9841. In a 2-vear studv. Cole and Mever 11991) 
reponed that children with severe mental retardation 
in integrated learning environments showed gains in 
social competence. whereas those 1n segregated settings 
did not. 

Detailed research findings on peer interactions and 
acceptance are cnt1cal in providing educators with pnn­
ciples to allow integration to be as effective as possible 
!Giangreco & Meyer. 1988: Giangreco & Putnam. 
1991). Funhermore. as the "'regular education initia­
tive·· (Will. l 986) shifts the focus from integrated school 
buildings to full inclusion. the need for additional data 
on social interactions in such settings becomes more 
crucial. Only by .:arefu\ documentation of what hap­
pens when students with severe disabilities are placed 
w1th their age peers in the general education classroom 
can we understand the variables that may need to be 
modified in order to achieve the greatest possible ben-
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eiits for all students. The purpose of the present report 
is to contribute to this documentauon. 

This study represents the tir.a-vear data from an 
investigation of strategies promoung the inclusion of 
students with severe dis.abilities in a general education 
classroom. The school district m which the program 
was carried out had some prior commitment to full 
pamcipation Their educauonal philosophies provided 
a cnucal backdrop to serving students with severe dis­
abiliues in the re-gular classroom. For instance. there 
were various supports in the form of collaborative team­
ing and teaching pracuces. commitment by most teach­
ers. administrative backing. and policies encouraging 
the potential of everv student !Chambers. 1991). Stu­
dents with the most severe handicaps. however. were 
not included until umvers1tv-based technical assistance 
was made available. The process that made this possible 
has been described elsewhere !Sahsbury. 1989). 

Because inclusion had already been accepted in prin­
ciple. it allowed the research to focus on strategies that 
enhance rather than implement mainstreaming. The 
overall goal of the project is to determine whether 
elementary schoolch!ldren. their teachers. and their par­
ents can learn and execute problem-solving strategies 
that enable students with severe dis.abilities to be equi­
tably included in the social fabnc of the school. The 
first stage of this research endeavor was to describe the 
social patterns that were evident after the basic main­
streaming effort had been implemented. What kinds of 
interactions could be discerned during instructional 
ume m the classroom. and ho'.1. would students with 
severe dis.abilities be accepted bv their nonhandicapped 
peers~ 

\let hod 

Participants 
Eight children. classified as severelv disabled. partic­

ipated in the study. These students are referred to here 
a.s the target children. Their ages. level of funcuoning. 
and other basIC information are presented in Table I. 

Table I 
Student Demographics 

Brigance/ 
Student• Age Diagnosis Vineland EPS Range .A.SC" 

1 months) 

Yunc ) : 3 -\utism I :4 18-60 21 
Jackie 5:4 Multiple 0 , 2-8 13 
Tina 5 6 C erebraJ pa]sv 3 0 18-60 )4 
Dick 7: I Multiple 1:0 ~-48 29 
Rob 6: I I Multiple I.~ 12-48 35 
Joe b.2 Multiple I .l 12-36 29 
Suzie 8:5 Multiple 0 5 2-12 18 
\1ike 8 I \1ultiple 0:9 2:8 16 

"All students cla.ss1lied as evidencmg severe or profound dis-
abilities under both "iew York State and federal definitions. 
'Total scores on the Assessment of SociaJ Competence; range 
for nonhandicapped companson students: 4.l- 71 

Although all of these children's peers participated in 
pans of the study. a particular subgroup (matched only 
for genderl was randomly selected to serve as a com­
parison group. Consent to participate was obtained 
from all the children ·s parents or legal guardians. For 
some analyses special consent was required (e.g .. for a 
student to be photographed) and in a few cases parents 
did not agree to these procedures. Also. all methods 
were subject to approval by the school administration. 
The teachers gave consent to our presence. and all 
measures used were explained to them before the study 
began. 

Setting 
The district. which consists of a high school. a middle 

school. and two elementary schools. is located in a 
small manufacturing. predominantly blue-collar town 
in the northeastern United States. For reasons of acces­
sibility. all young students meeting the criterion of 
severely /physically handicapped are served in one of 
the two elementary buildings. At the ume of the study. 
approximately three students with severe dis.abilities 
were attending each grade level. These classrooms also 
contained students with mild dis.abilities (mild mental 
retardation. learning dis.ability). Although these latter 
children received special education services and thus 
were not excluded from the pro1ect. they were not the 
"subjects" of our research. 

Teachers worked in teams. with one special education 
teacher and a number of aides supporting a cluster of 
classrooms and general education teachers. For the 
present report. one kindergarten. two first-grade. and 
one second-grade classrooms were included. represent­
ing two educational teams and eight students with 
severe disabilities. ln-servtce training had occurred be­
fore the pro1ect began. but onlv one special education 
teacher had prior expenence with pupils with severe 
handicaps. During the first pro1ect year training for 
building staff focused mainly on cumculum adapta­
tions and instructional practices that would increase the 
participation and inclusion of the students with severe 
handicaps. Some of these strategies were derived from 
the Syracuse curriculum (Ford et al.. 1989). whereas 
others were developed by the teachers themselves. 

No special suggestions were made to the teachers 
regarding social interactions. how to develop peer ac­
ceptance. or what rules of acceptable play to establish. 
Thus. the atmosphere. expectations. and structural op­
portunities for social cont.act varied slightly across class­
rooms. 

Measurement 
Rating of social competence. In order to obtain a 

measure of their social competence. target and compar­
ison children were rated using the Assessment of Social 
Competence (ASCl scale (Meyer. Cole. McQuarter. & 
Reichle. 1990: Meyer et al.. 1985 ). The ASC consists of 
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I! social functions or competencies. eJch Ji\ided into 
~1ght levels of soph1st1cation. The scale permits a rela­
ll\el\ limited skill or even an tnappropnate beha\1or to 

be scored as effective JS long as 1t ach1ews the essential 
requirement of a gJ\en sooal function. The rat10gs ot 
the children were carried out bv 10terv1ew10g teachers 
:.ind pJrents. as well as <)bservation ot target students: 
1rnl\ le\els directlv observed bv one informant were 
recorded. 

Sociometric anal}·sis. This assessment took place 
m1dwa\ through the school vear so that the ..::hildren 
had su1lic1ent opponunitv to form fnendships and per­
sonal preferences. :\ standard peer nom10at1on tech­
nique tCoie. Dodge. & Coppotelli. J 982l was used to 
discover all children s social standmg 10 their respective 
classes t McConnell & Odom. 1986 l. followed bv an 
e,·aiuation of the specific target and companson chil­
dren· s social status. 

First. each nonhandicapped child was individually 
shown an array of photographs of all children in his or 
her class whose parents had consented to the activity 
1 approximately 16 children per class!. The child was 
Jsked ··Do vou know everybodv here·.' OK. show me 
who you "d most like to play with.·· After the child made 
a selection. that picture was removed and the child was 
asked for his or her second and then third choice of 
most desirable playmate. A child's ··populanty" score 
was the total number oi first. second. or third place 
nominations received. We did not ask children to iden­
tit\ the student thev would least like to pl av with t social 
rejection l. since that form of questioning violated prin­
ciples of acceptance of others that are widelv promoted 
1n the distnct. 

Follow10g this procedure. the children were tndivid­
ually shown a smaller arrav of pictures: photographs of 
each of the target children in that class. photographs of 
each companson child. and one photograph of an ad­
ditional. randomly selected. nonhandicapped child. 
The:- were then asked. for each photograph 1n the 
d1splav: "Do vou know this child'l'". "Do you play with 
him/her'''". and "Is this person your friend?" The first 
question was included only as a validity check of the 
Llaritv of the photographs. The number. of "yes" an­
swers to the other two questions were tallied and con­
\ erted to a percentage of the total number of respond­
ents t class members) participating. 

Three weeks later. four children from each class were 
randomly selected and the procedure repeated as a 
reliability check. In first- and second-grade classrooms. 
the selections made by the students were consistent 
(they provided exactly the same answers): however. in 
ktndergarten there was less stability, with only 803 of 
the selections being the same on the two occasions. 
Initial choices were utilized for the data analvsis. A few 
kindergarten children picked themselves as first ch01ce. 
When this occurred. they were gently asked to select 

:mother child. Jnd this selection v.as counted as their 
actual choice. 

Classroom obsenation. Opportunities for interaction 
occur at manv different times and places 1n school. 
However. because our research project is concerned 
with what happens in classrooms. observations focused 
on classroom behavior in which plav interactions are 
limned but other facets of social relationships occur. 
such as helping. cooperating. shanng, and verbal ex.­
changes !e.g .. cnucism. complaints. conversation I. 

.\n observational code was developed in order to 

gather data on the frequency and nature of the 10ter­
act1ons between target children and their nonhandi­
capped peers. This coding system consisted of I I cate­
gories of social Interaction. Most of the categones were 
drawn from the work of Stra.tn and his colleagues on 
the social ecology oi integrated preschool environments 
(e.g., Strain & Kohler. 1988). We incorporated Brinker's 
( 1985) methodology for observing interaction by difTer­
enuatmg between a social behavior (approach l initiated 
by a child and behaviors in which the child was the 
recipient of the interaction. The categories and their 
definitions are provided in Table 2. 

Two master's level professionals (in psychology and 
education l participated in data collection. Both observ­
ers were frequently in the building and were known to 
the teachers and students. The goal was to obtain a 
"snapshot" of what was generally happening in the 
..:lasses. so observation took place for brief periods 
(about 5 min la number of times per month. for a total 
of 15 min per month for each child observed. Obser­
vation time was equally distributed across the major 
instructional conditions of large group. small group. 
and free time. Since the frequencies of some behavioral 
categories proved to be small. no attempt has been 
made to analyze data difTerentially according to instruc­
tional context: however. by including all three. the most 
commonly occurring classroom conditions were sam­
pled. 

The observations consisted of I-min "sweeps·· in 

which the target child would be observed for I mm. 
and then the comparison peer would be observed for I 
min. then the next target child. and so on. Each I-mm 
sweep was divided into four 15-s recording intervals. 
during which any instance of making or receiving a 
social mteraction within a given category was recorded. 
Because social interactions are not typically of such 
short duration. it was unlikely that there would be more 
than one discrete instance of a given category within 15 
s. Observations were made on a regular basis over a 7-
month period. from late fall to the end of the school 
year. Data from the first 3 months of observation (Phase 
1 l are compared to those from the second 3 months 
t Phase 2). with data from the last month. June. being 
discounted. 

Four weeks of training and practice were needed for 
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Table 2 
Soc1ai Interaction Categories Coded for Classroom Observation 

I Assistance 

' Discipline 

3. Play 

.< Conflict Resoluuon 

' Instruction 
6. Physical Aggression 

- Verbal Aggression 

8. Phvs1caJ AITect1on 
9 Affiliauve Comments 

10 Attenuon-Seclung Behavior 

I I. Talking 

An' help provided to another student. May be physical assistance 1e.g .. helping up 
from the floor. holding the pencil with them so it doesn"t fall). or may be other 
tvpes of assistance such as getting a book off the shelf. or rearranging materials to 
make them accessible. 

Anv statement that conveys a reprimand. either by tone of voice or vocabulary. This 
category also includes any physical gesture that is intended to idenufy to a child 
that his or her behavior is not accept.able lean include signing "no." taking 
matenals away) . 

.\nv activity involving materials wherein the primarv purpose is not instructional. 
but 1s focused on the enioyment of the panicipants. 

Given the occurrence of a dispute between children (argument over toys. whose 
turn I. student makes attempt to resolve the situation bv presenting solutions. In 
addition. this behavior encompasses physical actions that address ending the con­
flict (e.g .. dividing the toys. handing the disputed toy to someone. and act1xi:ly 
removing oneself from the dispute). 

An,· behavior that involves giving directions to teach a specific skill to another child. 
.\nv act1,ity such as hitting. punching. locking. biung. butting with the head. non­

piaviul push/pull/grab. destruction of another's propeny. or using materials to 
harm another (e.g .. throwing chairs\. 

S.::reaming. shouting. name calling. or otherwise derogatorv comment directed to­
ward another. 

Palling. hugging. rubbing head/arms/etc .. kissing or hand holding by a peer. 
\"erbal comments intending to praise (''What a nice: JOb you·re doing-). comphmc:nt 

(-f love that dress-\. or reassure (-C'mon. l know vou can do it"l. 
Those behaviors intended to gain another's attention': may include reaching toward 

someone:. vocalizing toward a specific individual. presenting an object to some­
one:. physically changing body position to be: in closer proximity to someone . 

. .\\\speech directed to an ind1,idual that 1s not subsumed under the categones noted 
above. 

the coders to reach acceptable levels of agreement. 
Rellab1lit~ was then .monitored bv having the two ob­
servers code simultaneouslv for SS: of the subsequent 
observations. Exact agreement was calculated bv the 
standard formula 1 agreements min us disagreements. 
divided by total observauonsl. In the fall. the mean 
agreement index for all categones and classrooms was 
89<f. 1n the spring 11 was 92.SCC 

rank-order correlation was .64. and for the nonhandi­
capped comparison group it was .52: neither of these 
two correlations was statistically significant. The high 
frequency with which almost all target students were 
identified as a "friend" may reflect social desirability: 
peers were more likely to consider children with severe 
handicaps to be their friends than their playmates. 
Among typical children. however. the "friend" identi­
fication matched very closely the "play with" identifi­
cation. Results 

Sociometric Analysis 
Table 3 summarizes the findings from the sociometric 

analysis. There were large differences between children. 
Two children with severe disab1lit1es. Tina and Suzie. 
received the most nominations (selected as the most 
popular children m their respective classrooms l: an­
other target child. Mike. received the second most nom­
inations. However. other target children were not par­
ticularlv popular. and some received no nommations­
which was true for some of the nonhandicapped chil­
dren as well. Aggregating both the total number of 
nominattons received tranking wuhin participant 
group 1 and overall class ranking provided a composite 
ranking for acceptance. This acceptance score is the 
one used in all subsequent analyses. 

There was no significant agreement between the ac­
ceptance scores and the number of times children were 
identified bv their peers as someone with whom they 
tvpically pl~yed. For the target group the Spearman 

Social Competency Ratings 
The ASC scores are reported in Table l. Although 

there were wide differences among the target children. 
the differences between them as a group and the non­
handicapped peer group were considerable. (1 1, = 5 .6, 
p < .00 l ). One of the students with a severe disability 
obtained a total ASC score greater than those of two of 
the nonhandicapped children. but otherwise the ranges 
for the two groups did not overlap. Students were 
ranked !within groups) according to total ASC scores. 
and these ranks were used to examine the relationship 
between social competence and acceptance. No signifi­
cant correlation was found. either for the students wnh 
severe disabilities (rho = - 05 l or for the typical stu­
dents (rho= 30). However. ASC scores did correlate 
wnh total number of social interactions initiated bv the 
target students dunng both phases of the social i~ter­
action observations: rho= .75 for Phase l and .87 for 

Phase 2. both significant at p < .05 For the nonhandi-
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TJble 3 
Soc1ometnc Analvsis 

Svc1al Standing' 
\,o 01 Fnends Pia' · 

\,om1nauons with.' w11h·1 

Krnderganen 
' T'.na 1tar'?,et1 t.1: c-': I oor,. 

\1att 1companson1 - ] 't ,-c· c I r; 

-· \1ichael 
.l \,' H peer 

\, H peer .l 

6 Vanessa 1companson1 SO'C - 3 cc. 
- \H peer 
s '<H peer 
9. \, H peer 

11} \;H peer 
I, [ Jonathan 1companson1 ~O'C SO~c ' 
1: \H peer 
13 Chns1\1Hl 
14. \;H peer 
I < Jackie ltargetl I 04r, 6:~;: 

16. Yune 1target1 0 IJ9c;, -. <;Cr• I _ 01 I 
First Grade A 

'<H peer , 
\/H peer 

.1 Dick I target I 6 QJc; .. ! C-c i '. 
.l. \;H peer ri 
' \;H peer 
ti. Brenda 1companson1 .l .~ ! 'C d I";-· 

- Alan 1MHl 
8. '\;H peer 
9. \/H peer 

10. \/H peer 
11 \JH peer 
12. \JH peer 
I 3. \/H peer 
14 :".'H peer I 
I) :".'H peer 0 
Io. :".'H peer I} 

['.' :".'H peer 0 .i 
18. \/H peer 1) 

Fir;t Grade B 
I \H peer s - \;H peer ~ 

\;H peer h 
4 :".'H peer ti 

'\1H =student wnh a mild d1sab1\itv: :".'H = nonhanc11cappecl. 

capped children the correlauons between ASC scores 
:ind social 1n1eracuons initiated were negauve (rho = 
- 36 for Phase I and -.68 for Phase 2) but not statis­
tically significant. There were no relauonships between 
students· ASC scores and the number of social 1nterac­
t1ons for which they were the recipients. 

Classroom Obsenation of Interaction 
The occurrence of the various categories of 1nterac­

t10n are displayed in Figure I. It can be seen that some 
expected categories (such as physical or verbal aggres­
SIOn. conflict resolution. and discipline) did not occur 
with great frequency for either group of students. Other 
categones were quite common. especially talk and play 
for the typical students. Target children were most likelv 
to 1mt1ate such social interactions as attention seeking 
and play. There were large and significant differences 

I 
I 
i 

·I 

Social Standing" \io ot Friends P\Jv 
\iom1nauons ·.1.·nh~ with'' 

First Grade B 
'<H peer 6 

6. \;icole 1 comparison I "6'C 'f, 'C 
\;H peer 

8. \;H peer 
9 . \JH peer 

10. Joe I target) 100'1: 18'C 
11. Russ 1comparison1 

, 
88"0 7 I 'C -

1: \JH peer 
13 \JH peer 
14. \JH peer I 
15. '.'IH peer I 
16. NH peer 0 
16. \/H peer 0 
J 7. NH peer 0 
18. NH peer 0 
19. Rob I target) 0 1003 78% 
20. \JH peer 0 
:i NH peer 0 

Second Grade 
I. Suzie 1 target l 1003 83% , 

\itke I target) 100% 83% -· 
1, \/H peer 
4. Jen niter 1companson) 4 76% 'I 't 
5. \JH peer 4 

6. \.iH peer 4 
7 'JH peer 4 

8. \/H peer 3 
9. Jessica IMH\ 3 

10. \JH peer 2 
11. \/H peer 

, 
~ 

12. Raymond <comparison) 76% 5.l c;, 
13. Kristen IMHl 
14. NH peer 
15. \JH peer 
16. NH peer 
17. \/H peer 
18. \/H peer 
19. Rob <MHl 
20. NH peer 

between the number of initiations and the number 
received by the target students (I, [for related measures) 
= 4.2. p < 0 I). whereas this was not the case for the 
typical students. whose interactions were more recip­
rocal. 

Somewhat surprisingly. interactions initiated and re­
ceived by the students with severe disabilities decreased 
over time when Phase l was compared with Phase 2 (I. 
[for related measures] = 2.6. p < .05). The ma1or 
changes for interactions initiated were decreases in plav 
and attention seeking. In tenns of interactions received. 
the largest decreases recorded were m play. assistance. 
physical affection. and attention. Because the frequen­
cies of all these categories (except for assistance) among 
students with disabilities were higher to begin with than 
those recorded for the nonhandicapped comparison 

-

-_.-..) 
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Figure I. Mean frequencies I number per hour) of I\ categones of social interaction: Phase I represents the first 3 months of 
observation. Phase 2 1s the second 3 months. 

students. it could be argued that decreases in receipt of 
interaction 1s a desirable outcome. 

There were large differences w11hin groups in overall 
levels of interaction. whether positive I e.g .. conflict 
resolution) or negative (e.g., verbal aggression). We 
conducted Spearman rank-order correlations between 
total number of interactions and ASC scores as well as 

acceptance scores. As mentioned already. interactions 
initiated did correlate with ASC scores: they did not. 
however. correlate with acceptance scores. For the target 
students. the correlations between interactions initiated 
and acceptance were .64 for Phase l. and .37 for Phase 
2: for interactions received and acceptance the rho 
values were .55 (Phase l) and. l l (Phase 2). These were 



Jil nons1gniticant. The correlations '1t~lded b' the tvp-
1cal children were lower still and 1n a negative d1rect1on. 

Discussion 
The most significant rinding to emerge from these 

data '-"JS that one cannot generalize too readilv about 
the social status of children wnh severe disabilities when 
1n regular classroom environments with nonhandi­
,·apped peers. Some of the target children were among 
the most popular in the classes. ""hereas others received 
no positive nominations from their peers at all. Students 
wnh severe d1sab1hties received manv more social in­
teractions than thev initiated: although these were 1n­
,·anablv posllive. they were different from the more 
reciprocal interactions observed among nonhandi­
capped students. Over the school vear the 1nteract1ons 
received by the students with d15ab1lities actuallv de­
clined. Social competence. as rated by informed adults. 
did not correlate wuh acceptance. 

To the extent that social standing can be influenced 
bv the student"s own social behaviors. 11 has become 
customary to propose social skill training for .. rejected .. 
children. Howe\·er. our observauons reveal that chil­
dren with e:<tremelv limited formal skills-those with 
considerable disability-can nevertheless be judged 
'ery popular bv peers. The child initiating the greatest 
number of social interactions was the student wnh 
severe physical involvement. and whose degree of intel­
lectual handicap is uncertain. She was someone with 
whom everyone in her class said thev plaved. and she 
was the most popular student among her peers on the 
soc10metnc measure. However. two other students 
achieved almost comparable social acceptance. despite 
having severe cognllive handicaps. 

It 1s possible that. when students are so obviouslv 
Jisabled as the target children. thev are somehow cate­
gonzed differentlv bv nonhandicapped children. That 
1s to sav. thev are not judged 1n the same wav as other 
peers: for eumple. thev were identified as "friends" 
even bv children who reported not playing with them. 
.\lso. children may perceive 1t as particularly socially 
unacceptable to interact negatively with peers who are 
severelv di5abled. However. negative categories of social 
behavior were virtually never seen. even among non­
handicapped children. 

Observational data revealed that interactions are not 
of the same types for the two groups of children. A large 
part of the variance 1s accounted for by the rinding that 
the most frequent form of interaction in a relatively 
structured classroom setting 1s children talk.ing among 
themselves. and this excluded the target students. Dur­
ing the tirst part of the vear. nonhandicapped students 
were more likelv to assist or show physical affection to 
the students with severe disabilities. These activities 
declined by the second half of the year. Unfortunately. 
however. so did other positive interaction categones 
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!such as plav1. The most optimistic interpretation of 
these findings is that. as the year progresses. the "nov­
t:ltv" of the target children wears off. Thev mav be 
treated 1n a more natural wav. but thev :ilso ma' 
e.,perience fewer overall 1nteract1ons. This suggests that 
communication skills will be critical to sustain class­
room interaction. since so much of the social exchange 
is verbal. 

Students with severe disabilities received manv more 
social interactions than they initiated !even the least 
accepted student. who made no observable mitiauons 
dunng the entire observation period. was not being 
ignored by his nonhandicapped peers). whereas typical 
students made and received about the same number of 
social contacts. Again. this emphasizes that mutual 
dyadic communication opportunities mav be important 
for promoting more frequent social interactions. 

With respect to quality of interactions. anecdotal 
reports indicate that there were patterns of behavior 
that might be considered somewhat undesirable from 
the perspecuve of ensuring that the social experiences 
of students with disabilities are equitable. Nonhandi­
capped children were prone to be atliliative. giving 
assistance and directing the target children. For exam­
ple. although relatively few instances were observed of 
the target children being "disciplined" bv their peers. 
none were observed in the case of the peer comparison 
students. Informal classroom observation indicated that 
a common form of interacting resembled parenting of 
the students with severe disabilities. Typical children. 
usually girls. would interact with the more popular of 
the target children. helping them. moving them around 
the room. physically supporting them during group 
instruction. and so on. Over time. however. 1hese inter­
actions began to change. as reflected by decreases in 
such categories as assistance and physical affection. 
There were many nonhandicapped children who inter­
acted in a rather neutral way with the target children. 
jUSt as there were nonhand1capped children who gen­
erally ignored them. This seems to be the natural and 
desirable outcome: that the target children should ex­
perience social interactions. some opportunities ior nur­
turance from other children and friendship. some neg­
ative experiences. and some experiences of just being 
tolerated. 
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This s111dv 1n1esur:a1ed 1he percer11ons 111J,~1eacht:'rs 
ana 4 / program Jdm1n1s1ra1or5 re/J111t:' 11.1 :he 1mpor­
wnce ut I ,:3 i1ems represen11nrr rroJ?ram qua/11r 1i1r 
/earners 11·uh severe d1sab1/111t:'s [he r1irpow ·.>I 1h1s 
1111d_1· 11as 10 exli!nd 1he 1.>r1>?1nai 1·uuda11on ilildr 

: \Iner. Eichinger. & Park· Lee. ! 118-, , 11 1he I _'_i pr11-

gram q11af 111· 1nd1ca1ors /0 1 nci1aie 1 hcse 1" '·' >?r011ps or 
sen·1ce pro1·1ders cuns1dt!red c"ri11c"al 111 quu1111· program­
ming 801h groups cc>ns1s1en1/r ra1ed 1he mwort1.1· 0(1he 
/lJ 11ems high 1be1ween 1he 1mpur/an1und1err :mpor· 
lilnl anchors!. There 11·as onfr 1Jne 11em 1na1 "a.1 ra1t:'d 
s1gn1_ticanily d1.~Teren1br1he 1wo >?ro11ps The 1in11 mean 
scores }or 1hese 1wo f{roups 11·ere compar;>d "uh 1hose o( 
1he six groups in the earlier s111d_1· 1.\ft:'rer t:'I al. 198;'; 
The two drmensrons mns1dered most 1mporfan1 rr all 
t!tgh1 groups 11·ere rhe cruerrun L'l 1il11matt:' 1iinc11on1ng 
und prn1ess1onal prac11ces/ home· St"hool collabora11on 
While 1h1s s111d1 served In _limher 1·11/1da1e 1heSt' 1nd1ca· 
rors. anecdorai da1a und ,,nrroin~ ,·nun>?es 1n the rield 
;en·t:'d as ca1a/1 SIS liH a rn·1s1on 1J11he Pm>?ram Qiwlllr 
/ndrc"ators checkl/S/ '.\Iner. £11n1m:er .i o,_,,..ning. 
/ 'i0_1 ) 

DESCRIPTORS emp1ncal ,aJidat1on. research 

\n 1nn1al validation stud\ of program qualitv indi­
cators for students with severe disab1lit1es was con­
ducted bv \1ever. Eichinger. and P:irk-Lee ( lt.187\. This 
studv a..~ked 254 national experts in severe disabilities, 
behavior therapy. deaf-blindness. mental retardation. 
state education agencies. and parent.S of students with 
severe disabilities to rate indicators of programming for 
students with severe disabilities. Result.5 from this na­
uonal study served to validate l 23 1nd1cators of quality 
programming ( Mever. 1987) The program quality in­

dicators validated in the earlier study I Mever et al.. 

This article was supponed bv a facult\ protess1onal devel-
1)pment grant and summer tellowsh1p awarded to the tir;t 
;i.uthor. 

The author; wish to thank Caron 'vlcAlt>e and L"nn Rudloff 
1·or their assistance in the preparauon of this manuscnpt. 
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J 9871 addressed numerous concepts. including parent 
involvement. nonaversive behavior 1ntervent1on. school 
integration. svstemat1c and individualized instruction. 
staff development. and transition from school to work. 
The value of nationally validating such concepts of 
"'best practices .. is that this provides practical guidelines 
for service providers when attempung to implement the 
provisions of P.L. 94-142. 

The purpose of this studv was to extend the original 
work by Mever et al. bv including teachers and admin­
istrators in the validation of program qualitv indicators. 
Since these individuals plav a major role 1n ensuring 
dailv implementation of individual student programs. 
their perceptions on the imponance of such 1nd1ca1ors 
was considered a necessarv and practical addition to 
the original studv. Funhennore. the onginal studv was 
conducted in 1985-1986 and published in 1987. The 
current study provides an update of the process to see 
ifthe original value-based statements are still considered 
1mponant. We were also interested 1n determining if 
discrepancies would exist between these l'.'.O groups of 
professionals in their ratings of these program indicators 
and whether the ratings of these two groups would differ 
from those of the original six respondent groups. 

~I et hod 

Participants 
Eightv-nme professionals 148 teachers and 41 admin­

istrators I panicipated 1n this studv. Since respondents 
in the angina! Meyer et al. ( 1987) studv were carefullv 
selected based on their commument. expemse. and 
knowledge of "best practices" 1n panicular lields. simi­
lar qualificauons were considered necessary for this 
study to minimize differences for companson. There­
fore. respondents were nominated for panic1pat1on in 
the study by one of six teacher trainers rn unrversllv 
programs that follow the basic philosophy underlving 
the program quality indicators and represent different 
geographical regions of the country. 

Of the 41 administrators. 12 were principals. S were 
program specialists. and I 3 were Directors of Special 
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Education. The other i I had vanous administrative 
titles !e.g .. Program Administrator. Director of Instruc­
twn and Statf Development. and Training Coordina­
tor!. Table I provides data on the demographic char­
actensucs of the sample. The response rates for the 
teachers and administrators v.ere 92SC and 793. respec­
tivelv. 

Instrument 
The sur.ev consisted of the onginal Program Quality 

Indicator checklist developed b\ Meyer ( 1987) Re­
spondents were asked to rate the relative importance of 
123 indicators of program quality according to a 20-
point scale with the following anchors: 0 = not a 
consideration. ~ = not an important consideration. I 0 
= undecided. I'.' = important consideration. and 20 = 
verv important cons1dera11on. Thev were also asked to 
provide demographic 1nforma11on such as gender. 
length of current emplovment. number of years of past 

Table I 

Descnpt1on of Pe~nal Charactenstics by Group 

Sample size 
Gender 

~ales 

Females 
Years 1n current emplovment 

I vear or less 
2-3 vears 
.l-5 vears 
."'iore than 5 vears 

Years of clinical expenence 
I vear or less 
:-J years 
.l-5 vears 
More than 5 vears 

When cl1mcal expenence 
occurred 

Last 3 ve;m; 
Last 4- I 0 year; 
More than I 0 vear; ago 

Highest degree 
Bachelor's 
Master's 
Specialist 
Doctorate 

Licenses• 
Special education 
Special ed. & regular ed. 
Special ed. & regular ed. 

& ed. admin. 
When last I raining occurred 

Last 2 vears 
3-J vear.; ago 
'-6 vear; ago 
7 -8 vears ago 
\lore than 8 vears ago 

Teachers 

n co-
"( 

.l8 54 

15 
.io 83 

.l 8 
IU :1 

c• 13 
56 

.l 8 
10 

3' 17 

26 5.l 
17 35 

6 

1: 25 
29 60 

IJ 13 
I) 0 

17 '' J. 

:3 .l8 

6 

35 73 
~ 8 
.l 8 

.l 

.l 

Admin· 
istrators 

n co-·o 

41 46 

28 68 
13 32 

8 :o 
6 15 
9 

,, 
18 .l.l 

I ' -
9 

26 63 

.l 10 
16 39 
17 .l2 

2 
29 71 

3 
7 17 

0 0 
.l 10 

17 42 

20 .l9 
17 

J 
6 15 

'Sore. Percentages for each item do not always add up 10 100 
because of missing values. 
'Percentages for other combinations were not included. 

clinical experience. when that experience occurred. type 
of training received. and highest degree earned. 

Procedure 
Subjects were recruited via nominations from six 

university professors who were involved in personnel 
preparation programs based on state-of-the-art practices 
in educational programming for learners with severe 
disabilities. These individuals I from six different states) 
were asked to nominate master special education teach­
ers and program administrators in their states based on 
established criteria. The cmeria for the teachers in­
cluded 2 years of teaching experience with learners with 
severe disabilities. teaching in an integrated setting. and 
recognition as a master teacher. Furthennore. their 
current program included functional and age appropri­
ate activities. individualized community-based instruc­
tion. and integrated activities with nondisabled peers. 
Individuals who had already been designated as a mas­
ter or mentor teacher within their state were included 
if they met the 2-year teaching requirement and the 
integrated program requirement. The criteria for pro­
gram administrators included familiarity with educa­
uonal programming for learners with severe disabilities 
and recognition by the university contact person as to 
their ability to administrate programs effectively . 

Pnor to sending surveys. local phone contact was 
made by the nominator to obtain a verbal commitment 
to participate. Survevs were distributed v1a mail with 
an accompanying cover letter and extensive directions 
for completing the survey. Reminder letters were sent 
out approximatelv I month later to individuals who 
had not yet returned their sur.·eys. 

Data Analysis 
Three types of ratings were included in the study. 

First. mean score ratings and standard deviations were 
computed across the total sample and separately for the 
teachers and the administrators on each of the items. 
These raungs reflected the extent to which each item 
was perceived as important. 

Second. using Dunn ·s procedure. t test comparisons 
were made on each item to determine whether any 
significant differences existed between the teachers and 
the administrators relative to the importance of the 
items. 

Finally. the data from teachers and administrators 
were analyzed in comparison to responses made by the 
six original respondent groups. This involved the utili­
zation of a unit score for each group. Unit scores were 
obtained for the two new groups by averaging all items 
loading above .30 on the five factors derived from the 
original study t Meyer et al .. 1987). Analysis of variance 
procedures and the SchetTe test were used to determine 
whether any differences existed among the eight groups 
relative to each of the five original factors (integration. 
professional practices and home-school involvement. 
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staff development. data-based instrurnon. :rnd cntenon 
of ultimate funcuoningJ. 

Results 

\lean Score Ratings for the Entire Sample and by 
Group 

\kan score ratings :ind standard dev1:it1ons were 
computed on each of the I 23 items for the entlre s.ample 
:ind separatelv for the two groups. Both groups cons1st­
entlv rated the maJontv of the items high. The average 
mean score rallngs of teachers were bet.,.,een I 5 .0 I 
(important consideration 1 and 20.00 ( verv important 
cons1derat1on I for 95 of the 123 items ( 77'"(.) Teachers· 
mean score ratings were between I 0.0 I (undecided land 
IS 00 for 26 items ( 2 I '.1 l. and between 5 .0 I (not an 
important cons1derat1on1 and 10.00 for the remaining 
2 I 2'1 \. Administrators· mean score ratings were verv 
similar \Jinetv-seven of the I 23 items ( 79% l were rated 
between I 5 .0 I and 20 00. 2~ I 20% l were rated between 
1001and1500, and 2 12"1l were rated between 5.01 
and 10.00. There were two items rated bv both groups 
.... ith a mean score below I 0.00: ·· . .\II professional staff 
have completed at least two credits of universm course­
work in a directly relevant area within the past vear ... 
and "All professional personnel have a master's degree 
with spec1ahzation for the children served ... 

Comparisons Between Responses of Teacher.; and 
Administrators 

T test comparisons were made of the mean score 
ratings of the teachers and those of the program admin­
istrators on each of the 123 items. When Dunn's pro­
cedure was applied to control for experiment-wise tvpe 
I error. onlv one item had a mean score rating that was 
s1gniticantlv ddTerent for the two groups .. .\dmin1stra­
tors rated the item "The building pnnc1pal or program 
supervisor observes personnel during instruction at least 
quarterly and provides staff with written feedback on 
performance at least annual!\ .. signiticantlv higher 1.\ = 
16.931 than did teachers 1.'( = IJ.60) (/~, = -S 18. {J < 
. 0000) 

Group Differences 
Table 2 provides data on the means and standard 

deviations for unit raw scores on the five onginal di­
mensions of program quality for the two groups sur­
veyed in this research. teachers and program adminis­
trators. as well as the onginal six groups: behav10r 
therapv experts. severe disabilities experts, deaf-blind 
expens. mental retardation researchers. state directors 
of special educauon. and parents. The unit scores were 
denved by averaging the raw scores for all items loading 
above .JO on the rive factors that emerged in the Mever 
et al. ( 1987) study. based on the procedure used in the 
original studv. Thus. these unit scores reflect the actual 
means across the individual items for each factor. 

Relative to the integration factor. the teachers· and 

;idministrators· unit mean score ratings 1 l 6.6 3 and 
16 68 l were higher than those of the other six groups 
The teachers· and administrators· unit mean score rat-
1 ngs 1 I 7 SI for both groups 1 on the professional prac­
tices and home-school factors were higher than those of 
all other groups except parents! 17.93). In terms of the 
staff development factor. the teachers· unit mean score 
rating 11 J 59) was lower than those of all other groups 
ex.cept for the experts in severe disabilities (I 3A2l. 
whereas the administrators' mean score rating ( 14. JI l 
was higher than those of all other groups except for 
parents ( l 5.70). The unit mean score ratings for data­
based instruction ior the two groups fell within the 
range of the other six. groups' ratings. In terms of the 
critenon of ultimate functioning, the teachers· unit 
mean score rating ( 17. 5 I) was higher than those of all 
other groups except parents ( l 7 .89) and was the same 
as the raung by experts in severe disabilities. The ad­
ministrators· rating on this factor ( 17 08) fell in the 
middle of the range. 

In examining Table 2. it is evident that the d1men­
s10ns considered most important by all eight groups are 
professional practices/home-school collaboration and 
cnterion of ultimate functioning. When an analysis of 
variance test and a Scheffe post hoc comparison test 
were conducted. no significant pairwise differences 
emerged. 

Discussion 
The results of this study support the importance of 

the items listed on the original Program Quality Indi­
cator checklist. and this support provides further cre­
dence to the use of this instrument ior ongoing program 
evaluation. Since the sample for this studv was com­
posed of carefully selected administrators ~nd teachers 
who were knowledgeable about and supported the basic 
values driving the program quality indicators. general­
izauon of findings to all teachers and administrators in 
the tield is not advised. Interpretation of the tindings is 
limited to professionals possessing a similar value base . 

Only one significant difference emerged when the 
item responses for the teachers and administrators were 
compared. Administrators considered the need for on­
going evaluation of teachers and the provision of wntten 
feedback to be much more important than did teachers. 
Since this is one of the primary functions of an admin­
istrator. this finding is not surprising. The results of 
these group comparisons indicate that there is good 
congrue·nce between the perceptions and prionties of 
the teachers and administrators. 

Regarding the results pertaining to the group differ­
ences. the fact that the teachers' and administrators' 
mean score ratings on the integration dimension were 
higher than those of the other six groups coincides with 
the current focus on the imponant roles teachers and 
administrators play in integrating learners with severe 

_, 
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Table 2 
\1e:rns and Standard [)e,·1at1ons for L'n1t Raw Scores on Five Original Dimensions of Program Qualit\ Indicators 

Professional Data- Criterion 

Group n 
lntegrauon practice; and Staff devel- based 1n- of ultimate 

unit 

Behavior therap' npens .i 13.08 
1SD1 (4 361 

Severe/TASH npens t>O i· 16.03 
1SD\ 13 62l 

Deaf-blind eqxr.s -l[ .l' 13.86 
ISO\ (4 50\ 

\1ental retardauon researchers J: .i 13.48 
rSDI 14 52\ 

State d1renors 41 .i: 15.07 
!SD\ 14 041 

Parents ~3 .I 15.89 
1SD1 (4 54) 

Teachers -l~ .i 16.63 
1SD1 (3/2) 

Prag.ram adm1n1stra10f"> Ji i: 16.68 
1SDl 14 43) 

disabilities 1 Biklen. 1985: Knoll & 'v1ever. ! 987: Tavlor 
& Ferguson. 1985: Vandercook & York. 1990: Villa & 
Thousand. 1990\. On the professional practices and 
home-school collaborauon dimension. teachers· and 
administrators· unit mean ~core ratings were higher 
than those of all other g.roups besides parents. However. 
these differences were not that dramatic (range from 
16. 7 S to Ii .9 3 \. Parents rated staff development higher 
than did teacheP"> or administrators. Although one 
v..ould consider this a pnmarv function of administra­
tors. thev did not perce1,e this as being as 1mpon.ant as 
did parents .. .\lso. teachers rated this lower than all 
other groups ncept e:q:ierts in severe disabilities. The 
unit mean score raungs ol teachers and administrators 
relative to data-based 1nstrurnon fell in the range of 
~cores for the eight groups. 1 n terms of the cntenon of 
ulumate funcuomng. again parents rated this the high­
est. followed bv teachers and experts in severe d1sabilI­
ues I tied l. followed b\ adm1n1strators. Again. as was the 
case wnh professional practices and home-school col­
laborauon. the range was quite narrow 116.38 to 17.89\. 

Another important source of data regarding zntegra-
11on emerged from anecdotal comments included by 
the respondents. The recumng theme that emerged 
from several teachers· and administrators· comments 
was 1n response to item 103. "Classroom location close 
to students of the same age who are nondisabled ... Six 
ol the I 0 teachers and 3 or' the I 0 administrators from 
one state wrote anecdotal comments to the effect that 
students with severe d1sabilit1es should not be in sepa­
rate classes bur should be included in the regular class­
room .. .\ sample response 1s .. , don·r believe that sepa­
rate classes are necessaf\ or desirable ... These comments 
1nd1cate that at least some administrators and teachers 
have moved beyond separate class placement and are 
practicing iull inclusion 1S. Stainback & Stainback. 

home-school opment unit strucuon functioning 
unit unit unit 

16.93 14.02 16.54 16.38 
( 3.23) 14 571 I J 5 5 l (341) 
1738 t 3.42 17.20 17 .51 
12 85\ (4 49) 12.95) 12 69) 
17.34 14.21 16.03 16.96 
12.89) 14 441 (3 681 13.19) 
16.75 14.04 15.10 16.39 
1334) (4 301 (4 24) i 3591 
16.84 13.91 15 47 16.79 
13 I 21 (4 54) 13 64\ (319\ 
17.93 15. 70 16 22 17.89 
12.851 (4 291 13.90\ !3.2 I) 
17.51 13.59 16.30 17.51 
(2 55) (4 07) 13061 12 701 
I' .51 14.31 ltiOO 17.08 
C.51 l I 3.87\ 13 201 12 64) 

1992: S. Stainback. Stainback. & Forest. 1989: W. 
Stainback & Stainback. 1990: Thousand & Villa. 1990\. 
Such belief statements indicate that the field may have 
progressed beyond some of the original Program Qual­
ity Indicators published in 1987 Based on anecdotal 
feedback and current thinking. some original items 
need to be revised and others need to be deleted alto­
gether because of low overall ratings by all eight groups. 
A..lso. the emerging philosophy of educating all learners 
in regular educauon classes with necessary support serv­
ices should be represented in this check.list using addi­
tional items. These changes have been incorporated 
into a revised check.list I Mever. Eichinger. & Downing. 
19921. 

The fact that the ma_1onty of program indicators were 
rated as highly important bv both teachers and admin­
istrators supports the value of using these indicators to 
evaluate program qualitv. The Program Quality Indi­
cator check.list provides a pracucal guideline for school 
administrators to use when tf\ing to determine 1f indi­
vidual student programs reflect current "best practices." 
Shared responsibilm for all students. regardless of dis­
ability. may be facilitated 1f administrators are aware of 
and given practical guidelines for providing the neces­
sary supervision and suppon. 

The valzdauon of these 123 quality indicators by a 
sample of teachers and administrators from six geo­
graphical!:- diverse states reflects considerable consen­
sus about best educational practices for students wuh 
severe dis.abilities. Although research has been con­
ducted regarding teachers· perceptions of the 1mple­
mentat1on of "best practices programming" (Ayres. 
Meyer. Erevel!es. & Park-Lee. 1n preparation J. addi­
uonal research is needed to determine the types and 
amounts of supports needed to facilitate and sustain 
changes in educational programming for learners with 

.. 
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Grownups: How Teachers Make Inclusion 
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This article describes details of inclusion of students 
with severe disabilities using an extended example of 
one high school drama class. Based on research con­
ducted in eight schools by a team offour researchers. 
the article describes three inclusion outcomes for both 
disabled and nondisabled students (curriculum infusion. 
social inclusion. and learning inclusion). It then de­
scribes how the drama teacher and the special educarion 
teacher provided teaching support. prosthetic support. 
and interpretive support to one disabled student by 
developing both collaborative and consultive relation­
ships wirh each other. 

DESCRIPTORS: adults. collaboration. develop­
mental disabilities. integration, peer relationships, sup­
port 

For nearly 1 7 years the field of special education has 
been struggling to meet the challenges of educating 
students with severe disabilities. We have learned much. 
Little by little. we are discovering how to make school­
ing effective and successful even for very challengingly 
disabled students. As educators have acquired more and 
more confidence about what and how students learn. 
we have also become willing to reexamine where stu­
dents learn. The language of "integration." "main­
streaming," "supported education," even "least restric­
tive environmenC peppers almost any conversation 
among educators today, and increasingly includes not 
just students with severe disabilities but any special 
education-labeled student (Biklen, Ferguson. & Ford, 
1989: Gartner & Lipsky, 1987: S. Stainback & Stain­
back. 1990). 

Our earlier efforts to integrate students with disabili­
ties taught us that physical presence was not enough 
(e.g., Biklen. 1985. Grenot-Scheyer. Coots. & Falvey. 
1989: Hamre-Nietupski & Nietupski. 1981: Schnorr. 
1991 ). resulting in new calls for "inclusion" with its 
implications of social connectedness. participation, ex­
change. and shared responsibilities. At the same time. 
proponents argued (Brown et al., 1989: Ferguson & 
Jeanchild. 1991: York & Vandercook. 1990) that inclu­
sion should also build students' competence both inside 
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and outside of school. That is. the social agenda of 
inclusion should not outstrip schools' equally funda­
mental teaching responsibility. Schools must enable all 
students to actively participate in their communities so 
that others care enough about what happens to them to 
look for ways to include them as part of that commu­
nity. If inclusion is to mean anything, it must mean 
that students with disabilities become full. active. learn­
ing members of the school community. 

In pockets of reform across the country. school 
professionals. and families are seeking to provide stu­
dents. especially those with more severe disabilities. and 
their general education teachers with the necessary sup­
ports to achieve a learning membership that is charac­
terized both by social inclusion and ongoing functional 
growth. Too often. however. the balance seems elusive. 
One recurring theme of difficulties encountered in­
volves how to define the roles of additional staff. 
whether general or special education. certified or clas­
sified. working within the context of general education 
classrooms. Although variously named. some authors 
recommend the use of an inclusion facilitator (Gartner 
& Lipsky, 1987: Porter. 1988; W. Stainback & Stain­
back. 1990: Thousand & Villa. 1990). Different authors 
offer various details. but there seem to be three themes 
in the role descriptions offered for an inclusion facili­
tator: broker, adaptor. and collaborator. 

As a broker, the inclusion facilitator locates resources 
and matches them to needs in a way that will enhance 
and not deter the formation of natural supports to the 
student. As an adaptor. it is the facilitator's role to 
develop and suggest changes in teaching plans so that 
the classroom teacher might better accommodate a 
wider variety of students in his or her lessons. including 
those labeled as eligible for special education. Finally. 
the brokering of resources. curriculum. and teaching 
suggestions best occurs. it is advised. when adults work 
in a collaborative manner, with all the resultant impli­
cations of trust. respect. interaction. and exchange be­
tween adults who may have never before worked closely 
alongside another adult. 

Although descriptions of this facilitator role are help-
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ful. for teachers in the role many questions can remain. 
How are these facilitator professionals to nunure the 
increasing comfort and "ownership" of the general ed­
ucation teacher and students') How can teaching and 
learning support be provided without unintentionally 
getting in the way of social connectedness"! How exactly 
do multiple adults work together in settings that previ­
ously accommodated only one adult? If the facilitating 
teacher is not the ··primary" teacher. does he or she risk 
assuming a de facto role as classroom assistant? What 
1f the curriculum and teaching suggestions are not 
heeded? If specialist supports gradually "fade.·· what is 
to become of "special" educators" While there are cer­
tainly a variety of questions about how to achieve full 
inclusion. figuring out what to do with the grownups 
remains a frequently voiced issue. 

This paper uses the example of one high school drama 
class to illustrate how teachers in many more schools 
and classrooms are "figuring out what to do with the 
grownups" when students with severe disabilities join 
the lessons and classrooms of their nondisabled peers. 
Although one situation provides the illustrations. the 
analysis depends on a much larger data base of quali­
tative field notes. researcher discussions. memoranda. 
and interviews with teachers. students. and administra­
tors gathered by four qualitative researchers who have 
been following the efforts of teachers across eight 
schools. most for 2 years. In some situations we followed 
a single student as he or she moved out from the self­
contained classroom. In other situations we focused on 
a few teachers within a building and their collective 
efforts to learn how to make inclusion work. In still 
other instances we studied whole schools (Ferguson. 
Jeanchild. & Caner. 1991 ). We chose those schools and 
classrooms we could access fairly often and easily and 
where faculty were actively engaged in changing teach­
ing and learning for all the students in their schools. 
Some schools invited us to observe their efforts. others 
agreed to accommodate us when asked. We sought only 
to sample a range of examples. encompassing large and 
small schools in large and small communities. 

Jn all we collected data in eight elementary, three 
middle. and six high schools located in a 300-mile 
stretch of a western state. Typically, students in this 
state who happen to have severe disabilities attend self­
contained classrooms in chronologically age-appropri­
ate schools. For the past 3 years achieving "supported 
education" for all students with disabilities has been 
one of seven goal initiatives of the State Department of 
Education. As a consequence, individual teachers, 
schools. and whole districts in all areas of what is a 
largely rural state are experimenting with "full inclu­
sion" in various ways. Teachers of self-contained class­
rooms are disintegrating classroom walls by scheduling 
students more out of than in their classrooms. Districts 
are "bringing back" students previously sent to self-

contained classrooms operated by an intermediate 
school district in a neighboring town's schools. It is in 
this context that we sampled a variety of inclusion 
efforts. 

Some 84 observations and 64 interviews have been 
repeatedly read. coded. and discussed by the research 
team. We are still not finished. but continue to follow 
teachers and schools as they expand and improve on 
their efforts to include even very severely disabled stu­
dents in the life of the school community. 

Our analysis led us to focus on several inclusion 
dimensions. each with several subareas: (a) the capaci­
ties of teachers and systems. (bl the processes that create 
unintended isolation of students within inclusionary 
settings. (c) the perspectives of included students. (d) 
the roles and relationships of adults. and (e) the varied 
meanings of support. This article discusses these last 
two dimensions of inclusive schools. 

Following established qualitative analysis procedures 
(8odgan & Bilden. 1983: Charmaz. 1983: Patton. 1990) 
we first read transcripts. memos. and field notes to 
identify incidents and events that seemed to be either 
repetitive or novel. We each read our own data. and 
two of us read data generated by each of our co­
researchers. During analysis discussions. our collective 
understandings of both the data we had generated and 
those of our colleagues were extended, pennitting the 
development of concepts and properties. For example. 
early on we focused on "unhelpful help.·• and began to 
identify incidents and events in the data that revealed 
various structural. logistical, curricular. and pedagogical 
dimensions that seemed to create a kind of invisible 
"bubble" around the students with disabilities. hinder­
ing instead of facilitating inclusion (Ferguson. Jean­
child. & Meyer. 1992). We also developed concepts. 
and eventually categories. related to role conflicts. role 
management. and support that are detailed here and 
together inform a theme that emerged in our investi­
gation of inclusion: that effective inclusion depends on 
figuring out what to do with the grownups. 

We chose drama class to illustrate what these teachers 
and students have taught us about how to use adults to 
support full inclusion in part because the example is 
novel. Too often high school seems a more challenging 
context for inclusion. especially for students with severe 
disabilities. because the curriculum and structures are 
so grounded in disciplinary distinctions. We also chose 
this example because the very nature of drama serves 
to highlight what in other contexts can be almost un­
noticeable nuances. Let us be clear, however, that our 
analysis of teacher relationships and student supports 
emerges not just from the experiences of Nora. Rick. 
and Ethan. but also from what we learned from Mrs. 
Rains. Zack, Lisha, Mr. Nelson. Ms. Maxwell. Sarah. 
Marcus. Rina, Ms. Valmar, Tony, and so on. For the 
sake of both clarity and brevity, we illustrate here how 
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Rick and Nora constructed both sharing and educative 
relationships with each other. in order to then provide 
Ethan with the teaching support. prosthetic support. 
and interpretive support that resulted in social and 
learning inclusion in beginning drama at Greentree 
High School. 

Beginning Drama at the Beginning 

Students were scattered throughout the red plush 
theater seats in the "little" theater. Walls and stage were 
solid black. like a canvas awaiting the artist. Rick sat at 
a card table in the center of the stage taking attendance. 
It was only the second week of the term and he was still 
trying to memorize the names of 32 beginning drama 
students. Ethan offered no challenge. He was the only 
student using a wheelchair and always sat in the front 
aisle. very near the center of the stage. because his heavy 
motorized chair could not climb even the small theater 
seat aisles. Nearby Ethan's special education teacher. 
Nora. sat casually chatting with another student. 

The class drew a wide range of Greentree students. 
Sitting up in back was a group of young men all in 
black. several with elaborate hairstyles. One in particu­
lar stood out: his hair was carrot red. shaved to about 
an eighth inch except for one long shock in the front 
that framed the right side of his face and cupped his 
chin. In contrast was a young woman with long brown 
hair dressed in a cashmere sweater. plaid pleated skirt. 
stockings. and pumps. Only the pearls seemed missing. 
Others were in jeans and cotton tops. Most were care­
fully outfitted in combinations of colorfully contrasting 
knit shirts, socks. and canvas shoes. High-top sneakers 
seemed de rigueur even for Rick. who was dressed in 
brightly patterned elastic-waist baggy pants and a T­
shirt. 

The class period mostly offered lecture/discussion 
with a few exercises for variety and practice. Rick first 
introduced the notions of "high-centered" and "low­
centered" personalities. He asked students to adopt one 
of these generic persona and answer questions "in char­
acter." After a few exchanges. Rick asked the class to 
reflect on how they were depicting the two persona. 
generating a good deal of discussion about stereotype 
and class distinctions. Ethan sat quietly. sometimes 
leaning back to look at ceiling lights. occasionally yawn­
ing. not closely watching Rick but seemingly listening. 
Rick wandered as he talked and questioned. When he 
moved near Ethan. he smiled and touched Ethan 
warmly. At one point. while framing another question 
for Curt. Rick picked up Ethan's handkerchief and 
wiped the wetness that oral motor impairments con­
stantly create around his mouth. 

After several students' turns at the exercise. Rick 
reminded Ethan that he was going to ask him a yes/no 

question and wanted him to answer in either a loud 01 

a soft voice. More questions. first to Annie. then Paul 
then Sheila: "Do you think of yourself as smart')" "De 
you think of him (poinung out another student) a~ 

smart?" "Stupid?" "Is black your favorite color?" 
Rick approached Ethan and asked "Do you like red'l" 

Ethan replied. ··Do you like red'l" Rick tried again. onl~ 
to have Ethan repeat the question again. Nora offered 
assistance. saying to Ethan: ''Listen. It's a question. Do 
you like red?" Ethan still repeated the question. Both 
Nora and Rick tried to ask the question a different wa~ 
and after three or four more exchanges with both Nora 
and Rick, Ethan finally offered. "I like red." 

Rick asked Nora to explain to the class what just 
happened. "Sometimes Ethan doesn't understand what 
information a questioner wants.·· she explained. "but 
he knows that he is supposed to answer. so he repeats 
what he just heard." Rick expanded. adding that re­
peating is Ethan's way of "letting us know that he 
doesn't get the point and we have to try another way to 
help him understand." This led Rick to a larger point 
about communication and how important it is to actors 
on a stage. He pointed out that. as actors. they are going 
to have to communicate a great deal about a character 
very quickly and briefly. but they will not enjoy the 
luxury of having an audience that can tell them when 
it doesn't understand. "Ethan." Rick concluded. "can 
help us all learn how to imagine what might not be 
communicated so we can discover all the ways of com­
municating that will help more people understand what 
we are trying to convey with our character." 

Near the end of class. Ethan's experience of drama 
class became part of the lesson again. For the past week 
the entire class had been doing relaxation exercises. 
Rick had promised that. by Friday. he would help them 
become so relaxed that they would fall asleep on stage. 
Wanting to introduce the idea of "subtext." Rick re­
minded the group of how Ethan was able to relax earlier 
in the week: 

Remember how even Nora was surprised. He re­
laxed so much that both his arms stretched out and 
were flat on the floor' Nora was pretty excited 
because it is very hard for Ethan to relax since his 
muscles are always tighter than yours. Something 
you find very easy-stretching your arm out 
straight-is a very big accomplishment for Ethan. 
Now Ethan could do this thing that is more difficult 
for him because he was listening to my voice. I was 
talking about clouds and waves and using lots of 
words and imagery that Ethan probably didn't 
really understand. but he 1ias able 10 /is1en 10 1he 
sub1ex1-1he tone and underlying meaning-and 
it allowed him to achieve the exercise. 
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Setting Inclusion Parameters 
As with many educators. Nora and Rick approached 

Ethan ·s inclusion in beginning drama as architects: 
neither completely knew exactly how it would unfold 
or what would be achieved. but there was a blueprint. 
Rick had an agenda of learning for the nondisabled 
peers that included at least a new awareness of disability 
and. for some. an acceptance of Ethan as a classmate. 
Both teachers also had social and learning outcomes in 
mind for Ethan. The parameters of inclusion for all the 
drama students. including Ethan. were to learn substan­
tively about drama and socially about being teenagers. 
In the process of applying these twin accomplishments 
to Ethan. the drama curriculum was also enhanced. 
Inclusion at Greenfield. and other schools we observed. 
occurred within the three parameters of curriculum 
infusion. social inclusion. and learning inclusion. 

Curriculum infusion: How disability can teach. I ex­
pect that this years· beginning drama students will not 
soon forget the meaning of subtext. Other authors (Bik­
len. 1985; Fullwood. 1990) have remarked on the po­
tential benefits of inclusion for nondisabled peers. Cer­
tainly Rick effectively used Ethan's experiences. and 
other students' experiences of Ethan. to elaborate the 
drama curriculum in a way that only Ethan's inclusion 
made possible. 

As the year progressed. Rick's goal "to have the 
·outside world' (at least as represented by Ethan's drama 
classmates) understand, to not recoil" became elabo­
rated. Both Rick and Nora found many more unique 
ways in which Ethan's participation served to teach. 
One example nicely illustrates: 

Rick: There are times when some of the kids are 
doing their improvs. say. and Ethan will laugh. 
And then the kids will start laughing because they 
see him laughing. What I like about him is that 
he's very emotional with his responses. He's right 
there. And so he teaches the other kids . . . he 
teaches my kids to just go do it. 

Nora: That came up even in the beginning when 
Ethan was afraid to get out of his chair, saying 
"No!" Rick commented then, ~It's too bad every­
body can't be as open as Ethan and just say, 'This 
is what I am afraid of. This is what I like, this is 
what rm afraid of. this is how I'm feeling.'" So 
Ethan ·s openness is a positive thing. 

Ethan's disability served to teach so much that Rick 
concluded by midyear that ~there's a benefit in the fact 
that he is wheelchair bound" because it forces other 
students to design their improvisations around more 
novel constraints: "It's very good for the kids to say, 
'Ethan can't walk. Okay. We were going to have him 
do this. how do we adapt for what we want?' I think 
that's the best learning." 

I suspect that neither Rick nor Nora had fully antic-

ipated this particular curriculum infusion benefit. He 
and Nora had. however. planfully orchestrated many 
other features of Ethan ·s inclusion according to the twin 
parameters of social and learning inclusion. 

Social inclusion: Learning to be a teenager in drama 
class. High schools tend to be richly vaned environ­
ments on many dimensions. from curricular choices to 
students' appearance and behavior. On the way to 
drama class one morning we encountered a young 
woman dressed entirely in black with black hair mys­
teriously coiffed to stand straight up at least 12 inches 
into the air as if caught in some invisible suction (we 
later learned that Elmer's glue does the trick). As we 
passed, both startled but trying not to show it. Nora 
commented with a chuckle that "one of the things 1 
really like about Greentree High is that we are definitely 
not the oddest ... 

Of course. this range of individual expression emerges 
in part because students are so uncertain about who 
they really are. Trying on different personas is simply 
part of the drama all students participate in during high 
school. Someone offering as many differences as Ethan. 
however. poses a particular challenge in adolescent 
culture. 

Rick explained that. "At first. first term. they didn "t 
want to touch him. They couldn't go near him. They 
were afraid of him because of the differences. Now 
some of the newer kids may be a little tentative. 
but. ... "Nora elaborated. "Rick and I have really tried 
hard to achieve a balance between wanting to 'set up 
things' and backing off. because you can't force quality 
interactions. We know that. .. 

Rick was thoughtful about his need to model. "'l 
pointed out that I knew that a lot of them were afraid. 
That's exactly what I said. 'I know a lot of you would 
see somebody like Ethan on the street and walk away. 
or go on the other side of the street. Or you see some­
body drooling or dribbling or something and you just 
walk away. And I expect that.· I assured them that Tm 
not gonna force any of you to have any kind of inter­
action. I want you to understand that if you want to. 
this is the place to do it. We need to learn about people 
like Ethan and Ethan needs to learn that it's okay for 
him to say no to us.· " 

Nora's involvement was a different kind of strategy. 
Part of the "setup" was that groups including Ethan 
also included Nora. especially in the beginning. Initially 
all the groups were assigned by Nora and Rick in part 
to ensure that students did not have to face the situation 
of picking Ethan before they were ready. Later. when 
students began to relax with Ethan's differences. they 
began to select their own groups. It didn't take long for 
a few of the women in class to invite Ethan into their 
groups, and for Ethan to choose some of the same 
women on other occasions. Regardless of how the 
groups were formed. however, Nora. and sometimes 
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Rick. came along: "So those groups got paid otT a little 
bit because there was a grownup helping them. So it 
wasn't stigmatizing to have Ethan in the group." 

Despite the challenge Ethan represented to this class­
room and these students. a balance did not take long to 
emerge. Not every student. of course. but many came 
to see Ethan as a member of the class to greet. even 
downtown on Saturdays. to slap on the back, to ap­
plaud, and to invite into their group for the final exam 
assignment using combative techniques. Ethan quickly 
learned to identify students by their voices and could 
easily return a "Hi" with a "Hi, Angie. how are you?" 
As Nora noted. "Ethan is a pretty personable guy." 
Some students. of course. never became comfortable 
with Ethan and never sought interactions with him. but 
that seemed true among several of the nondisabled 
students as well. 

Learning to include Ethan was certainly a challenge 
sometimes. When Kim and Sharon were planning the 
combative scene that would be their final for the unit. 
they struggled with how to include Ethan. The scene 
itself wasn't so difficult to create: Ethan would be going 
to a snack bar with one of the young women when 
another would approach and kick at his wheelchair, 
telling him to "get out of the way." They needed an 
epithet. however. and that was more difficult. Both 
students approached Nora and Rick: "What names 
could/should we call Ethan?." they asked. worried 
about being appropriate and hurting Ethan's feelings. 
Rick responded. "Call him the same kinds of names 
you would call your other friends." Both looked unsat­
isfied with this answer, but. after a pause. accepted it 
and returned to the rehearsal. Watching the interaction. 
I wondered if they weren't really trying to ask if it was 
okay to call Ethan "retard"' or "crip." The teacher's 
response seemed to confuse them in part because these 
might very well be the names they would use with other 
friends. They decided on "jerk.'" but I think their ques­
tion is illustrative of the nuances about acceptance that 
can occur. sometimes unnoticed. in inclusionary set­
tings. 

Perhaps the best way to summarize the social inclu­
sion Ethan and his classmates experienced in drama 
class is with a brief story about the end of the year. As 
pan of the end-of-year closure festivities and perform­
ances. Rick invited the class to select from among their 
number the male and female students that not only 
"showed the most improvement. but also show the most 
promise as an actor." Reporting the outcomes to me 
after the fact. Nora and Rick explained that they were 
both surprised and moved to discover that Ethan re­
ceived seven votes. "If it had only been improvement. 
I could see it." Nora explained. "Ethan really did learn 
a lot that everyone could see." "But promise as an 
actor!" Rick completed their thought: "It shows how 

much they came to value Ethan as a member of the 
drama class.·· 

Learning inclusion: Learning about acting. Ethan's 
parents supported inclusion in drama not so much with 
expectations of any specific learning. certainly not 
"promise as an actor." but with the hope that the 
experience might prove valuable for developing com­
munity theater connections after schooling ended. Yet 
Ethan did learn a good deal, surprising Nora and Rick 
as well as his parents, by the end of the first term. 

The final exam was to perform a monologue; Ethan ·s 
was from the Spoon River Anthology. Ethan had never 
tried to remember lines and his speech was often diffi­
cult to understand. so Nora created the scene of an 
actress rehearsing her lines just before performance in 
her dressing table mirror. only Ethan was the "mirror." 
As Nora spoke each line. Ethan repeated it. speaking 
those lines he best remembered in unison with her. 
achieving a kind of underlining effect that they were 
her best remembered lines as well. 

"He was amazing!" concluded Nora. "he pushed 
himself." 

"By all rights," Rick added. "he shouldn't have been 
able to do it because his disability should have prevented 
him. He's not supposed to be able to do that." 

"You know, all this memorization." elaborated Nora. 
"I think people were so amazed because that's not what 
people see every day ... [but) just like everybody. you 
go above and beyond for tests. Ethan did the same as 
everybody else in the class because he really pushed 
himself for that final performance. It was really moti­
vating to him." 

Practicing for a performance. preparing for a test. 
getting nervous before a performance were all new 
learning experiences for Ethan that led to more and 
more as the year unfolded. By January, Nora was clear 
that 

Ethan's goal is the same as for all the kids in Rick's 
class. I think Ethan is doing the exact same things 
about pushing yourself. trusting yourself. trusting 
others. That's what learning acting is about: it's 
about knowing what you can do. knowing your 
boundaries. and pushing yourself to those limits. 
I've seen Ethan do that the very first term. 

A bit more cautiously. Rick expanded. 

But I don't think Ethan understands. I think he 
knows he's scared and I try to get him to trust. to 
get him to relax. When we had him go to sleep. he 
was so rigid, so afraid. Everybody laid down on the 
stage and he was so rigid! Then I talked to them 
and his body went almost limp he was so relaxed 
and he was not afraid. So maybe the goals are 
forgotten. then he gets tense again. and then you 
bring him back into a state of relaxation or under­
standing. It's a wearing down process of having 
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him relax/not relax. relax/go through stress. trust/ 
not trust. more trust than not trust. ... I'm not 
sure I know what is gonna be good for Ethan. I'm 
not sure what's good for anybody. It's just a process 
of chipping away at their misconceptions of them­
selves. 

There were other things learned that were unique to 
Ethan. He seemed better able to manage "down time" 
without doing things that were inappropriate or distract­
ing when Rick was lecturing, as well as in other settings 
and situations. Rick noticed midyear that Ethan was 
using different vocal inflections during exercises and 
passing conversations. Rick also found that Ethan was 
more relaxed about touching, initiating physical contact 
with other students. something Rick thought "especially 
important for people who use wheelchairs because they 
seem so physically cut off from everyone else." 

As the year progressed. both Rick and Nora seemed 
to find more confidence in understanding Ethan's learn­
ing. From the beginning, however. it had been clear 
that learning was an equal part of the agenda. Some­
times he learned the same things in a slightly adapted 
way in the manner of"multilevel curriculum selection" 
(Giangreco & Putnam. 1990). Sometimes the activity 
or lesson provided a context for Ethan to learn some­
thing the other students did not need to pursue. in the 
manner of"curriculum overlapping" (Giangreco & Put­
nam, 1990). 

Perhaps even more valuable was that what Ethan 
actually learned was not anticipated by his special ed­
ucation teacher, his parents. or the drama teacher. It 
was only the collective efforts of this triad to make 
learning occur in the context of drama class that ac­
tually resulted in a "curriculum" that none of these 
planners could have created independently. If "collab­
oration·· means anything. surely it means this: that 
outcomes are achieved for the student (in this case. 
learning outcomes) that none of the adults could have 
designed on their own. The "whole" of a collaboration 
is more than the sum of its parts in what it produces 
for the student. 

Designing the Supports 
For Nora and Rick, the agenda became clear fairly 

quickly. Ethan. like everyone else in the class, would 
learn things about drama and about himself as a mem­
ber of the social group called "beginning drama. n It was 
equally clear to both Rick and Nora that Ethan would 
do this somewhat differently than the other 32 students. 
In fact, one of "the main reasons" that Rick agreed to 
Ethan's enrollment was "that Nora said that she would 
be there in class to provide support. n 

In watching inclusion efforts closely in some eight 
schools over the past 2 years, and less closely in many 
others, we have found that all the general education 
teachers we encountered initially requested "support" 

in the form of another person. Faced with a student 
never before encountered. who comes wtth a reputation 
for difficult learning. this request for human support 
seems quite natural. On the one hand. person support 
promises someone to ··talk things over with.·· a sign of 
teachers' ongoing dependence on puzzling out teaching. 
even if only with themselves. On the other hand. the 
long separation of special and general education teach­
ers seems to have resulted in such different approaches 
to teaching and learning that communication 1s awk­
ward at best. and completely blocked at worst. It is as 
if these teachers are operating in different spheres of 
discourse. often using the same words only to misun­
derstand each other-dampening, even extinguishing 
the respect. trust. and exchange so necessary to real 
collaboration. 

Support might only result in nothing really changing. 
The support person. "Yelcroed" to the student with 
disabilities, all too often forms a "bubble" of isolation. 
The support promised by the other person can serve 
mainly as a barrier to the transactions that result in 
more successful and effective inclusion. providing more 
unhelpful than helpful help (Ferguson et al .. 1992). 
Rather than remaining open ended. support should be 
more concretely described in ways that maximize the 
shared language and understandings that permit the 
kind of collaborative results Rick and Nora achieved 
for Ethan. Our observations and interviews suggest that 
support functions as genuinely supportive when it is 
framed from the student's rather than the teacher's 
perspective as either (a) teaching support, (b) prosthetic 
support. or (c) interpretive support. Ethan's drama class 
provides examples of each. 

Teaching support. Ethan certainly needed a good deal 
of teaching support. As Nora commented about mid­
year. "Sometimes it gets really hard to work Ethan in 
because ... n 

Rick interrupts. "because theater is a verbal art. There 
are ways we [can] find for Ethan to communicate and 
it works very, very well: but the difficulty is ... there 
are certain exercises Ethan can't be in because they are 
very verbally oriented." 

Nora expands. "Ethan can be verbal. but you have 
to set it up in a way that accommodates how and when 
he can be verbal." 

"I think it's a time factor." Rick continues. "If we 
have enough time to present the [idea. exercise] then 
he can work it through, but on the spur of the moment. 
in a 40-minute class. it's very difficult. ... [Some] im­
provs we don't set Ethan up in." 

.. But," Nora finishes the thought. "the ones where 
there's even a little time to create scenes we have Ethan 
there." 

This exchange during an interview illustrates one 
facet of teaching support: Ethan received instruction 
from both adults, both in the planning of teaching (as 
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illustrated here) and in the doing of it. During the last 
day of rehearsal for the final exam for the combatives 
unit. for example. both Rick and Nora coached Ethan's 
group at different times during the period. First Nora 
explained to Kim and Sharon how to help Ethan un­
derstand that. when Kim said "Get out of my way!" as 
part of the setup for the skit. he should not back up. 
Later Rick practiced pretend-punching Ethan in the 
stomach. helping Ethan time his responsive "Ugh'" 
accurately. 

A second, perhaps more important aspect of teaching 
support is that all the other students receive similar 
teaching support from both Rick and Nora. Whether 
the teaching decision involved Ethan or any of the other 
students. Rick and Nora repeatedly demonstrated an 
ability "to be flexible with each other." creating a dy­
namic drama teaching team. 

An exercise involving memorization had not quite 
been completed on Monday. but Tuesday Rick had 
planned to do several other things. Rick and Nora had 
a brief exchange about whether or not to complete the 
memory exercise. Agreeing that they could accommo­
date the rest of the exercise and still manage the planned 
agenda. they both encouraged the class to assemble 
quickly. As the exercise proceeded. both teachers 
prompted and urged the students to work faster. It 
seemed clear to me. as the observer. that students 
viewed Nora as a co-teacher. She not only provided 
assistance and feedback but. like Rick. also sometimes 
participated in setting tasks for everyone. As she later 
explained. "They know I work with Ethan. but I'm 
(also] always participating (in the drama class]. I always 
say what I think. I talk and disagree or agree. I'm 
definitely a person with an opinion outside of Ethan. I 
don't just talk about special ed." 

For his part. Rick began to use Nora as a teacher. not 
just a special education teacher. "I use her as a resource. 
I look at her as a colleague. (I pause] and say 'Nora. 
anything?' and she'll explain. I explain (something] as 
how it affects us as theater technicians. and then she'll 
say .... So she caps it. She talks about exactly what the 
theory is or the emotion or whatever it is." As a conse­
quence of both Rick and Nora functioning as teachers 
with each other, the students also seemed to view them 
as colleagues. receiving and accepting teaching support 
from both. Students. more so than either special or 
general educators. seem able to experience all the adults 
in school as "teachers." neither discriminating nor war­
ranting the discipline and specialist labels we adults so 
prize. 

Prosthetic support. Students with severe disabilities 
have helped to teach all educators that all students can 
learn. although many students require supports for 
learning to proceed effectively. We refer to these non­
instructional learning supports as prosthetic supports. 
Without being positioned well. or having a strategy for 

asking a teacher to repeat an instruction when yo 
didn't quite comprehend it. or a note taker in scienc 
because you cannot write yourself. learning is thwarted 
Different from instructional assistance. prosthetic sup 
port never fades: it is always required to diminish o 
remove the impact of disability. or even just natura 
variations in ability. Most students. whether labeled o 
not. require some form of prosthetic support at on 
time or another. Some. like Ethan. require more sup 
port. more consistently provided. Inclusion works best 
when not only all the adults in a school. regardless ot 
their official labels. but also the students. learn to pro­
vide prosthetic support. easily and naturally, when it is 
needed. 

Ethan has poor visual skills. He can see. but he is a 
little nearsighted and his eyes do not work together well. 
making depth perception untrustworthy. Glasses only 
seem to compound his visual difficulties. Rick. Nora. 
and .the drama students learned to wear white and other 
bright colors so that Ethan saw more than "little faces" 
when he looked at people against the stage's black 
backdrop. Several of the students assumed responsibil­
ity to open the only door through which Ethan could 
enter the little stage. assuring that he never had to wait, 
beeping his horn. risking tardiness. Ethan's need for 
these prosthetic supports never waned. but neither did 
the groups' willingness to provide them. 

Interpretive supports. General education teachers 
who are beginning to work with students like Ethan. 
previously excluded from their classrooms. often say, 
in one way or another. that they need "support" because 
they do not know how to teach such students. Special 
educators. perhaps because of their focus on a unique 
instructional technology for students determined to re­
quire their services. often hear this teacher lament as a 
lack of teaching skill, and attempt to instruct their 
general education colleagues in how to teach. In some 
situations this might well be appropriate support. In 
many others, however. we have found that general 
education teachers are requesting interpretive. not 
teaching. support. 

In order to create effective teaching/learning situa­
tions for most students in their classrooms. general 
education teachers do not have to know each student 
in intimate detail. In most classrooms. of course. there 
are always a handful of the 20-30 or more students that 
teachers must get to know much more closely in order 
to construct learning exchanges that are effective and 
sensible from the student's point of view. Making learn­
ing effective and sensible for Ethan. however. required 
a good deal more intimate knowledge. As Rick ex­
plained by way of example. "Ethan has a different way 
of communicating. I. unfortunately, don't know how 
to tap into that because I've got 32 students in this 
class." Rick may never have the time, given the de­
mands of 32 other students. to acquire the level of 
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intimate knowledge about Ethan's communication. 
physical support needs. learning. emotions. and sense 
of humor that Nora possesses. She had only 11 students 
this year. 

Perhaps Nora's most important function. from 
Ethan's perspective. was to provide Rick and the other 
students with the kinds of interpretive support that 
pennitted Ethan to be fully included as a learning 
member of the class. Sometimes she provided these 
interpretive explanations directly to Rick and Ethan's 
classmates. Once a task was designed. according to 
Rick. ··she'll say 'Ethan can't do this part because of 
this. this. and this. but .... · It's a resource. an expertise 
I don't have. and whenever I say. 'Nora .... · they all 
listen to her because they know she knows what she's 
talking about." 

At other times. Nora interpreted more indirectly. 
Rick was setting up an exercise that involved four 
students improvising on stage. They were to create a 
scene by speaking only numbers instead of words. with 
various intensities and inflections. Each observing stu­
dent. including Ethan. was assigned a number. When­
ever they heard one of the actors on stage use their 
number. they were to repeat the number with the same 
intensity and inflection. Rick assigned Ethan the num­
ber one. telling him to beep his wheelchair horn each 
time he heard the number. Nora, standing a little closer 
to Annie and Pam. the two students who began repeat­
ing Rick's instructions to Ethan to make sure he under­
stood. countered Rick's instructions. Knowing that 
Ethan understood and could say numbers. she advised 
instead. just loud enough for Rick to hear across the 
stage. that Ethan say the number one each time he 
heard it. For his part. Rick noted Nora's change. nod­
ding his recording of this new information about Ethan 
in his teaching memory. 

"I watch how she works with Ethan and how she 
changes things." Rick went on to explain that this 
"flexibility" with Nora and Ethan led him to create 
more open-ended exercises. describing the details of 
participation for all the students more ambiguously and 
thus requiring everyone to participate in creating the 
learning tasks. By providing Ethan with interpretive 
support. Nora also helped Rick create more opportu­
nities for other students to .. figure out what they have, 
what they know. what they do well." 

If providing teaching support required Rick and Nora 
too develop a collaborative relationship, the providing 
of interpretive support placed Nora and Rick in more 
of a consultative relationship. Nora provided interpre­
tations about Ethan's learning that enabled Rick, and 
his drama students. to more independently design ef­
fective learning and social inclusion for Ethan. For 
many students with disabilities. this consultative aspect 
of interpretive support reduces the need for it over time. 
For other students. especially those with more complex 

learning and prosthetic support needs. a need for in­
terpretive support as well may never disappear. 

Beginning Drama at the End 
At the end of the year the beginning drama class 

usually performs a short play in the evening for a school 
and family audience. This time it was a play about 
teenagers composed of short skits loosely woven to­
gether by some choral lines at beginning and end. The 
audience was small. probably mostly parents. friends. 
and friendly teachers. Still. we could hear the tension 
and excitement backstage. Finally the houselights 
dimmed and the cast emerged to take assigned places 
among the risers. The effect was asymmetrically planful. 
but also pleasing. Ethan was in the back on the right. 
Nora sat near. The play began. 

Ethan's lines were near the beginning. Turning to 
him. his classmate seemed to exaggerate his cue. Ethan 
responded. "In this high school there are 1600 students 
.... "delivering his lines without error but without quite 
enough volume. Still. he was at least as understandable 
as the young woman from Korea who struggled to 
enunciate unfamiliar American words. The skits began. 
but soon Ethan was unable to quietly attend. First he 
called out to Nora. then he began waving and tapping. 
As if planned. Nora helped him leave as the lights 
dimmed during a pause between scenes and the play 
continued uninterrupted by Ethan's distracting waiting 
strategies. Near the end. he reappeared just as suddenly 
as he had disappeared, joining in the choral ending on 
cue and accepting the applause with his classmates. It 
was artfully. if extemporaneously. done. 

Like the final performance. Ethan's experience in 
drama class was not without flaw. In January both Nora 
and Rick were absent for a few days. felled by flu. 
Unprepared. the substitute failed to involve Ethan in 
class. possibly undoing some of the social gains made 
in the past months. As an observer. I noticed times 
when I thought that Nora and Rick became so caught 
up in the teaching of drama together that Nora failed 
to provide the interpretive support that might have 
included Ethan. leaving him to observe passively. Ethan 
performed poorly in the final skit for the combative 
unit, at least in part because Sharon was absent and 
replaced at the last minute by Paul. Ethan's apparent 
confusion by the change. and resultant performance. 
poignantly illustrated his different learning, prompting 
Paul and Kim to openly ask Rick if their own grades 
would suffer. 

Still, the experiences of Rick, Nora, Ethan, and all 
other teachers and students who shared their efforts to 
fully include students with disabilities in general edu­
cation offer some valuable lessons for others seeking to 
follow the same paths. These teachers and students 
suggest that "figuring out what to do with the grownups" 
seems to proceed best when the adults focus less on 

--- --- -
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their relationships with each other and more on their 
joint relationships with students. Nora and Rick quickly 
moved beyond seeing each other as "special" or "regu­
lar" educators who must divide up the teaching task list 
according to these disciplinary distinctions. Nora was 
not Ethan's only teacher merely because she shared his 
special education label. Neither was she denied the 
opponunity to teach drama. From the beginning. Nora 
and Rick seemed able to focus on simply being drama 
teachers. each with different skills. interests, and knowl­
edge. to be sure. but both as responsible for teaching all 
the students about drama and about being teenagers. 
By keeping the students' learning and social outcomes 
firmly in focus. Nora and Rick related to each other 
sometimes as collaborators and sometimes in more 
consultive roles, in the end supponing each other to be 
a better drama teaching team. 

General education teachers getting involved in in­
cluding students with severe disabilities do not so much 
require suppon in the form of a lesson planned. a 
curriculum adapted. a lesson taught. Rather, they re­
quire another person to. in Nora's words, "be flexible" 
with them as teachers. providing collaborative contri­
butions or consultive information as needed to orches­
trate the teaching. prosthetic, and interpretive suppon 
that will achieve for all students the experience of 
learning and social inclusion. 

'"Figuring Out What To Do with the 
Grownups" in Brief 

Nora, Rick, and Ethan, as well as others we met, 
have taught us that achieving full learning membership 
for students with severe disabilities requires teachers. 
regardless of their official labels. to provide all students 
with three crucial supports (teaching support. prosthetic 
suppon. and interpretive suppon). by flexibly working 
within three inclusion parameters (curriculum infusion, 
learning inclusion, and social inclusion), through the 
development of two teacher relationships (collaborative 
and consultive) in order to accomplish one schooling 
outcome: The purpose of schooling is to enable all 
students to actively participate in their communities so 
that others care enough about what happens to them to 
look for a way to include them as part o( chat commu­
nity. 
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NASBE Calls For End To Disabled Students' Segregation 

CINCINNATI -- State education boards must 
revolutionize special education so all disabled 
children are taught with their nondisabled 
peers, a new report says. 

That will entail a "fundamental shift" in the 
way schools are structured, teachers are 
trained and money is distributed, says the Na­
tional Association of State Boards of Education 
(NASBE). 

Conference 
Report 

"The first step is for 
state boards to create a 
vision of inclusion," 
said Virginia· Roach; 

primary author of the report, "Winners All: A 
Call for Inclusive Schools," and director of 
NASBE's Center on Teaching and Learning. 

In an interim report last.year, a 17-member 
NASBE study group urged states to end the 
separation of special and general education 
(ED, Oct. 9, 1991). Several states have taken 
steps in that direction (see story, below). 

"Winners All," written by the same study 
group and released Friday at the NASBE con­
ference here, offers specific steps states can 
take. It calls on state boards to: 

• Lead efforts "to create a new belief system" of 
inclusion among administrators, teachers and 
parents, and to offer implementation goals; 

•Encourage colleges and universities to merge 
education programs preparing teachers for ca­
reers as special or general educators; and 

• Revise financing formulas so schools won't be 
tempted to shuffie children into special educa­
tion to receive additional funding. 

More Than Mainstreaming 
The type of inclusion NASBE is promoting 
would place all disabled children in traditional 
classes with the support they need to succeed. 

'We're not talking about the mainstreaming 
where kids are shuffied in and out" of regular 
and special ed classrooms, Roach said in an in­
terview. "We're talking about [disabled] chil­
dren feeling that their place in the school is in 
the regular classroom." 

To accomplish that, state boards must under­
take efforts to build consensus around inclu-

sion and adopt the policies necessary to im­
plement it, "Winners All" says. 

A key step would be to educate all teachers to 
deal with learning and behavioral disabilities. 
Current training creates teachers with a "lim­
ited conception of their capabilities," the study 
group says. An inclusive system would hold all 
educators accountable to teach every child. 

Getting The Word Out 
NASBE will be distributing the report to ad­
ministrators and education groups over the 
next several months, trying to gather support. 
The group also will be lobbying on Capitol Hill 
for changes in the Individuals with Disabilities 
Education Act (IDEA) to promote inclusion. 

IDEA "at best" allows inclusion to happen, but 
it oft.en instead creates administrative bar­
riers, Roach said. 

The report is $10, prepaid, from the National 
Association of State Boards of Education, 
1012 Cameron St., Alexandria, Va. 22314, 
(703)684-4000. --David Hoff 

Some States Already Moving 
Toward Inclusion 

CINCINNATI-- Many states have adopted, or 
are considering, policies promoting disabled 
children's inclusion in regular classrooms, 
state school boards say. 

State efforts to bolster 
Conference inclusion range from 
Report passing broad position 

statements to changing 
the way special education funds are distrib­
uted, the National Association of State Boards 
of Education (NASBE) says in 'Winners All: A 
Call for Inclusive Schools," a report released 
last week at its annual conference here. 

For example: 

• New Mexico's education department last 
year issued a policy saying it "believes that all 
students must be educated in school environ­
ments which fully include rather than exclude 
them" (ED, Feb. 21). 

(more) 
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NASBE Endorses 
'Ftill Inclusion' of 
Disabled Students 

Standards Must Include 
All Pupils, Group Says 

By Debra Vladero 

State school boards must take steps to 
create inclusive education systems in 
which students with disabilities are taught 
alongside their nondisabled peers, a new re­
port by the National Association for State 
Boards of Education recommends. 

The report is one of the strongest endorse­
ments to date from a general-education 
group for the concept of "full inclllsion" of 
diilabled children. · 

Unlike the traditional special-i!ducation 
P.J11Ctice of mainstreaming, under which 
disabled students spend part of the school 
day in regular classrooms, full inclusion 
calla for teaching disabled pupils in regular 
classrooms throughout the day. 
. Rather than helping students in separate 
resource rooms or center-based programs, 
special-education teachers under the full. 
inclusion system come into regular clas&­
rooms to team-teach or provide additional 
support in other ways for disabled students. 

· '"l1lere should be no mistake about the 
implications of this vision: The [report] is 
calling for a fundamental shift in the deliv­
ery of education," the document says. 
"Schools in an inclusive, restructured sys­
tem must look very different from the typi­
cal school that exists today." 

The report, entitled "Winners All: A Call 
for Inclusive Schools," was released during 
the state boards' group's annual conference 
in Cincinnati last month: 

Tu bring about more inclusive schools, 
the report makes a number of specific rec­
ommendations. State boards must set 
down policies that support integration of 
disabled children, it urges, and must 
specify, in setting standards for the educa­
tion of all students, that their standards . 
truly mean all students. 

"Most state boards have been tallr.ing 
Continued on Page 30 
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Case Managers Coaxing Families Tow. 
~y Deborah L. Q,hen 

BRATn.EBORO, VT.-As a home visitor 
who helps link troubled families with 
young children to support services, 
Kathy Emerson has l~ a sobering 
lesson: Meaningful change: takes ti.rile. 

Of the eight families she has worked 
with for two years, she saYs, some have 
made "huge strides" toward change; oth­
ers have taken small, tentil.tive steps. In 

· a couple of cases, she says, "I haven't seen 
much change at all." I 

"Some families tend to be more chaotic 
and more i.rilbedded in certain kinds of 
behaviors that it seems mkh harder to 
nudge them out of," she .says. ''There 
have been little bite of progress here and 
there, but a lot of backsliding." 

In helping families beat the odds, Ms. 
Emerson admits that she sometimes feels 
she is "banging my head against a stone 
wall." I 

The challenge, she says, is to perse-
vere--and be patient. I 

"I've long ago given up predicting 
when and what change is going to hap­

Continwid on Page 26 
Kathy Emerson, on a home visit .In Brattleboro, Vt., ' 
of Matt Houle aa hla brother, Donald, and hla alater 

Performance-Based Assessment Gains 
Prominent Place on .Research Docket 

Ace 
fur 
See By Robert Rotbnian 

Spurred iii part by strong interest from 
educators and policymakers, researchers 
have turned the study of alternatives to tra­
ditional standardimd tests mto one of the 
hottest topics in their field, and their work · 
has begun to bear fruit. I 

Over the past few years, more and more 
states and districts have added perform­
ance-based llS&e8Blllente and I portfolios to 
their testing repertoires amid criticism that 
such methods were untried and their conse-
quences uncertain. 

1 
. 

But in recent months, a host of scien­
~y assisted by the federal govern­
ment-has begun to develop an under-

standing of the new instruments, research­
ers say. Although much of the work is pre­
liminary, the studies have found some 
promi-as well as some potential pit­
falla-in the alternative forms· of 88&e811-• 

ment. 
One much-anticipated study, slated to be 

released next week, is expected to show 
both the benefits and drawbacks of the new 
methods. In an analysis of Vermont's pio­
neering portfolio assessment, researchers 
from the RAND Corporation are said to have 
found that the program has improved in­
struction in writing and mathematics, but 
that the state may not yet be able to use the 
data as a measure of student performance 

· Continued on Page 22 
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Sports Programs. Emerge as Political fuotballs in Funding Battles . I . 

The D 

ing 

· By Karen Diegmueller · · 
1 · 

· When the Chicago public schools lost a dietrictwide reading pro- · 
gram 8nd 90 percent of their funding for supplies last year, the 
situatiOn went largely unnoticed outside the education community. 

But when the city's high school principals threatened several 
weelr.s ago to eliminate extracurricular activities, including athlet­
ics, major corporations, radio talk-show hosts, and sports celebrities 
raised 9.lmost $1 million within weeks. 

Tu capture the attention of the public and the politician&--and 
get neeOed money in a time of budget constraints-observers sug-

that school. officials in Chicago and elsewhere are using the 

f 
specter, of a' , without football, basketball, and baseball as 
politic:al leverage. 

'"!'hey decided to use the athletic program because it is highly 
' visible.

1 
because it mattel'!I to people in the communitv." said Wil-
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State Boards Endorse 'Full Inclusion' 
Of Disabled Students in All Classrooms 
Continufti from Page 1 

very much in terms of goals for all 
students and they're looking at 
schools to be radically restructured," 
said Virginia Roach. who directed 
the lltudy for NASBll. 4'he element 
that's been missing is that specie) 
education hasn't necessarily been at 
the reform table." 

In addition, the report calls on 
ststes to change teacher-licensure 
and -<ertification rules .., that new 
teachers will be prepared to teach 
children with diaabilities as well as 
tho&e without. And it calla for the 
support and creation of training pro­
grams to help special educators and 
regular educators learn to collabo­
rate in the classroom. 

School-finance systems, the re­
port says, should be overhauled to 
"sever the link between funding, 
placement, and handicapping !a­
bet" Funds should be provided on 
the basis of instructional needs, not 
head counts, it propoaes. 

'A Fundamen&al Mlmnatch' 

'fhe recommendations stem from 
a two-year investigation by board 
members from 17 states. Aft.er hear­
ing from specie) and general educa· 
toni. parents, students, academics, 
and administrators, the group COD· 

eluded there was "a fundamental · 
mismatch between 8Chools and the· 
disabled children they were sup-· 
poeed to serve," Ms. Roach said. 

Citing national studies. abepointed 
out that only 57 percent ti. dieahled 
students leave school with either a di· 
plalllll or a certificate m graduation. 
Moreover. only 49 percentm dimhled 
youths are employed two yean after 
leaving school. 

Part of the problem is that, in the 
17 vears eince the landmark F.dw:a-. 
tion Fbr All Handicapped Children. 
Act was ~. a "llll!JIU'lde and iso­
lated system has been created to 
sel"f1! students with diaabilitim," the 
study contends. 

'"!'here's this real 'our kid~your 
kid' mentality," Me. Roach ob­
ser<ed. "It's, 'We do better by our 
kids and stay out of our program.' " 

The report a.l8o arguai that main­
streaming practices often fall short 
of their goals. In elementary achoo!, 
students with disabiliti.,.. join regu­
lar classes for art, music, and phy&­
ical education. But they often miss 
out on opportunities to develop their 
social skille during free-play times. 

hi secondary school, the report 
adds, nondisabled students and 
their teachers often view the dis­
abled lltudent as an "add on" to the 
general-education program. 

Moreover, funding mechanisms 
have "contributed to the segregation 
of students into isolated program8 
and have served as an incentive liJr 
overidentification of students ., that 
school districts could receive more 
support from the st.ate and federal 
government,• the report maintains. 

Once labeled, students often re­
main in speciel-education programs 
throughout their ecbool careers, the 
study adds. 

Not 'One Choice' 
The call for full inclusion remains 

a controvereial topic, however, 
among special educators and IKlme 
parents of disabled children. 

Pl of the practice b&-
( children have al-
ready encountered problems in the 
....... ni1lnr-""'urnt.1nn ~~m. or ~tu~ 

they fear losing bard-won right.a and . Vermont, the practice haa reiulted 
epecial-education mn>icea. . ·in a 13 pen:oent ~ in apecial-

Special educators 11ay imne clia-- education referrals over two years. 
ahled studanta need 88plll'llte ·envi- . • Oregon and Pemsyhania, which 
ronmenta when their behavior prob-· have abolillhed &m:ling syatema that 
lems are severe or they have unique:. allawal,m:boal .dietrida. to be reim­

. leaming. ~ .Deaf.atadentll,.·liir . bunal liir the di1linnm ~the 
eumple, often contend they. are· ·.·a.. m edumting atudanta with di&­
mare isolated in regular claairooma abiliU... and the averap costs lilr · 
in which neither teachen nor elaa- · oomtiaahLerl student& The syatema 
mat.ea understand sign language. were replaald with bmulas that pro-

"You can't have one choice,• said vUle little incentive fir. ideniifying 
FrederickJ. Weintraub, the director large numben m diaehled lltudent& 
of communications for the c.ounal • New Mexico, where the state 
for. Esceptional Children. "We eup-·- -board last ,ear lbrmulated a .policy 
port a continuum of options lilrdi&- · stating.that ~all students· must. be-· 
abled students, with the 1W1 belief educatedins:boolenvironnamthat 
that you have to strengthen the in- include rather than adude them.• 
clUBive option." • CaliComia, which is fimding 41 

Other diaability groups and advo- pilot full-inclusion projects in achoo! 
cetes, on the other hand, - the de- districts around the state. 
bate as a civil-rights issue, main- Copies of the report are available 
taining that all children have a for $10, prepaid, from the National 
right to learn in regular claserooms. Asaociation of State Boards of Edu-

The aim of NASBE's recommends- cation, 1012 Cameron St., Alezan­
tions is not to abolish the "contin· dria, Va. 22314. 
uum," Ma. Roach said. Instead, it is 
to create a system that does not nar· 
rowly limit who can provide special 
education or where that instruction 
can take place. 

State 8teP8 to lnclaaion 

While special educatoni are divid­
ed on the issue, the stste boards are 
the eec:ond general-education group 
to endorse full inclusion this year. 
The Asaociation for Supervision and 
Curriculum Development at its con· 
vention in April approved a resolu­
tion favoring the practice. 

And. according to the report, sev· 
era! stat... have taken stepe in that 
direction. They include: 

• Vermont and Pennsylvania, 
which have J laws creating 
"instructional-support teams" to 
provide help for students who are 
having b learning beilre they 
ore nlAre<I in .,,.,.,;Al f><inrntinn. In 

K& W Colkge Guidi! 
for the Leaming Disab/l!tl 
A Resoura Boole/or Students, 

Parenls; and Professionals 

Thia 1992 luinlcovcr publication by 
Marybeth Knveta and lmy Wu offen 
de1cripliona of 180 collepa, along 
with defmitiom of lalina inauumenla 
and aueumenta required. 
$39.9~ P"'paid, includeo S&H 
Add $4/book for onlen IO be billed. 
(pun:luioe onlen only) 

OrUr from: 
Natiaul Profeaiclul llmoouue, lac. 
Depl EW • PO Box 1479 
Poll Chu&er, NY IOHJ 
Tel: 914-937-8879 
Fax: 914-937-9327 
Tax ID l/J26/92J8 

Practitioner's 
Paradise IV 

ROCHF.'ilfll, MINNF.SOT A 

January 9-10, 1993 
FREE CoMPurnR TECHNOLOGY FAIR 

The best learning and management applicslions available that 
support outcome-based change will be demonslratcd by practitioners. 

January 11-13, 1993 
P1tAC11110NER's PA.RAD~ IV 

Presenters include: Kit Marshall, Spence-Rogers, William ~ 
Kathleen Moloney-Tarr. Rohen Marzano, Terrance Deal,. 
Gary Phillips, Ray Golarz. Sam Wineburg, James Cole, . 

Chris Wagner, Carl Shutts 
and over 200 practitioners sharing educational practice 

that supports successful learning for students. 

January 14-15, 1993 
AnvANcm SUPPORT M1N1-CoNFERENCES 

AND TRAINING S~IONS ' 
. These stand-alone sessions will include Unit Planning for 1 

Powering Up in Assessment; Middle School Connections; Sit1'-Bascd 
Management and Outcome-Based Education; Challenge of Essential 
Leaming: New Ways of Knowing & Undcntanding; Lcadcnhip in 

School: Four..Pcnpcctives; Society for Accelerative Leaming & · 
Teaching Conference; Socratic Seminar: Putting Action into 

Thinking; computer networking,.and more .. 

For registration information 
caU 507-287-1321 

Spomored by Minncaola High Succeaa CGmollium, Inc. . 
and Rochesler Public Schools 

····'· 

·~· Who· is 
Pearr.and 
whyciS she 
hom·eless? 

You and your students can learn about 
Pearl's home and other wildlife habitat in 

A Home for,Pearl 
a four-part videotape with lesson plans. 

Other films series which are available without cost to 
teachers are: 

The Challenge of the Unknown -- seven programs 
about mathematics and problem solving. 
The Search for Solutlons ·- nine programs about 
science and problem solving. 
The American Enterprise Series -- five programs 
about our economic history. 

To obtain these films for your local school, write to 
Phillips Petroleum Company 
Educational Films 
C/o Karol Media ~ 
P. 0. Box 7600 W _ 
Wilkes-Barre, PA 1Bn3-7600 


