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The inclusion of students with special needs in replar classrooms constitutes a fundamental change 
in sehoo'ls. Responding to this change, educators and policy makers must address the educational 
nee& of all students while continuing to strive for school improvement. Provincial statutes and 
policies, suppofied in principle by $he Charter of Rights and Freedoms, have established equal access 
to educational opportunities in B-C- schoois. The goal of equal opportunity for all students to benefit 
from educational programs remains a cfiailenge to schools. 

This case s h d y  describes individual and group perceptions of inclusive schooling in a qualitative 
examination of their setting and views. Its purposes are: (1) to provide ba~kgound infomation 
describing tbe social, legal and educational contexts for inclusion, (2) to describe individual and group 
beliefs and norms identified by participants as important to inclusion, (3) to examine the role of the 
shod administrator in the development and maintenance of beliefs and practices supporting 
inclusion in the schod, and (4) to identi@ factors which may contribute to the success of inclusion 
and benefit all students. Hillcrest Elementary was selected for this study because it had enrolled 
students in a district special cfass for a~roximatefy twenty years prior to fufl inclusion. It was a pilot 
site for inclusion in the district. Daring this study, Hillcrest was in its second year of full inclusion. 
Three primary sets of data, involving intemiews, observations and documentation were collected in 
the school and district over a period of five days. 

Fourteen open-ended interviews were conducted in this investigation. Five key interviews, with four 
including teachers and the school administration, were coded from transcribed tapes. There were two 
pfirnsz.r)r and two intermediate teachers interviewed. The remaining nine interviews contribute 
important background information regarding the contextual environment of the participants and 
schwl, Interviews with the Director of Special Student Services, District Integration Facilitator, vice- 
principal and four Special Education Assistants are taped. Additional interviews with the past school 
abinisnra&s and Learning Resource Teacher were largely corroborative and recorded in notes. The 
grounded theory method was used to code and analyze information provided in interviews, field notes 
and documentation. Themes identified in the findings involve factors in the external context of the 
schaol, the internal context, and perceptions of inclusion. Central themes emphasize individual and 
shared beliefs regarding inclusion and its implementation processes at  this site. This thesis discusses 
relationships between factors advocated for school improvement and characteristics identified in the 
Endings regarding the implementation of inclusion. 

FomaE processes and restructuring in the district and school are found to be critical to the 
implementation of inclusion. The finding also sumest the need for a clearly identified vision of 
inclusion imoIf4ng its philofophiwl foundation and &plementationneeds. A collegial school culture 
motivated by a eommihnent to profe&ional!y shared gooals and processes is identified in the findings 
and discvssed with references to scho01 improvement and inclusionary literature. The ethical 
perspective found in this school setting is identified as contributing to school improvement through 
the implementation of inclusion. Co11cImions in this study suggest that the innovation of inclusion 
has the potential to enhance tfie development of schmls, districts, and the communities they serve. 
A vision of inclusion founded upon ethical considerations and guided by continued ethical 
deliberation involving caring, justice, and critique is proposed. 
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A. SMTEMENT OF KEH3 PROBLEM 

The indusion in Canadian public schools of children with special needs is rapidly 

becoming an expected practice. Many educators and students are currently engaged in 

the tasks of teaching and learning in inclusive environments. Educational chznges 

required to  implement inclusion challenge schools to make fundamental changes in their 

cc~z,-puafization and functioning- f t is imperative to examine the educational 

implications of inclusion as schools strain to meet the increasingly complex demands of 

$heir social context& Circumstances, experiences, and perspectives will vary, resulting in 

possI'bIe differences in the understanding and practice of inclusion. Inclusion has been 

received with a wide range of responses: from being welcomed as long over-due, 

accepted as just another tempcrrav innovation, or resisted. What implementation 

practices can best address these diverse responses? 

k h m k a s  swial units, viewed as organizations or communities, have unique and shared 

mffEfml characteristics expressed in the beliefs and actions of its members. Commonly 

heM beliefs and prwwses conbin the potential to  affect change efforts and provide 

support to aH sehaoI members. This thesis acknowledges the importance of individual 

and shared befiefs in the implementation of change- The beliefs of educators, regarding 



the meaning of inclusion gained from experience, can contribute to a greater 

understanding of the impact of inritlsion witbin X~OO!S. This case study therefore 

examines incfusion from the perspective of educators who are including students with 

special needs. 

Increasingly, it is the case that the legal framework mandating the placement of children 

with disabilities requires the provision of educational experiences in "leas? restrictive 

environments". Educators are integrating children with physical and mental disabilities 

into regular classroom settings, maximizing the extent of their educatbn with age- 

appropriate, non-exceptional peers. Such integration requires that attention be directed 

to the identification, placement and individualized instruction of children with special 

needs to provide them with deveIopmentaIfy appropriate opportunities to "live and 

learn". 

Fundamental changes in the delivery of educational services must consequently be 

considered within classrooms and scbool organizations to implement integration and 

inclusion for the benefit of all students. Administrator and teacher experience with 

inclusion is varied. Some schools have practised inclusion for varying lengths of time, 

in a variety of ways; there are those with yean of experience, some in initiation stages, 

while others have yet to begin. Studies of the experience of inclusion in schools are 

needed to contribute to our understanding of inclusion. 



Mainstreaming is an externally imposed educational change, usually mandated by law. 

Schools are required to address this change, - s vet have limited experience with doing so. 

Experiences and perceptions of those directly involved with mainstreaming have tile 

potential to provide infomation and insights into this complex innovation. Foreseeable 

probiems inherent in the Zngleme~ttation of mainstreaming are identified by Sarasnn and 

The speed w*fb which mainstreaming. as a concept, va!w and public poiicy 
bas emerged in our society is little short of amazing. Indeed, the change 
has come about so fast and with such apparent general approbation as to 
raise a question &ow what people understand about mainstreaming and 
its implication for scfImh ... Because we may think mainstreaming is 
desirable, is na excuse for assuming that institutional realities will 
aecumrnodate our hopes, ($355) 

Frrllan recognizes the xcpe of the changes required fur effective mainstreaming i1.i thc 

identification of the following areas of reform: 

-valuing new beliefs; csgnilike@understandingthe interrelationship between 
the philosophidprincipks and concrete diagnosis and treatment; changing 
roles and role relatianstrips between regular classroom teachers and special 
education teachers, and between school prsonnel,communitjr members and 
professionals outside the. s&mL (Fullan, 199 I :4 I 42) 

Beliefs and perceptions contributed by practitioners within an experienced inclusive 

dm01 provides opportunities for refkction upon processes after considerable 



Ihe purposes of this resear! at Millcrest School are: 

I )  to set the case smdy in the cantext of the social, legaf, and ebumtionat 

2) €a describe the schwl*s cultural n m s  and befiefs relevant to the 

3) to examine the role of the principal in the cievelopment and maintenance of 

beliefs and paices suppoztiog inclusion within this school. 

4) to identify ctlfx~ral characteristics that may be indicators of a g a d  indusive 

seatings and require attention to specific learning needs, They are individuals with 

from mild to severe and may exist in combinations as muftipk handicapped conditions. 



Nigh Incidence 

The high incidence category includes students who are Learning Disabled (L.D.). 

Behaviour Disordered (B.D.), and Educatably Mentally Handicapped (E.M.H.). 

Low Incidence 

The low incidence category identifies students in the following categories: moderate to 

severe mental handicaps, autism, and physical handicaps. These may exist as multiple 

disabilities in individ\iail students. 

In School S ~ D D O ~  

Special Education Sewices are available for individual students who require additional 

specific assktimce such as personal care andfor medical needs. 

The British Columbia Ministry of Mucation's manual of policies, procedures and 

guidelines ident*es the philosophy and goak of inclusion in Sections 2. I ,  3.1 and 3.2. 

ren who are challenged by cultural iotegration and those who are identified as 

excepl.pi(;~nal due to giftedness are not refened to in the use of the term "exceptionaln or 

wspe&ar* irn this smdy 

refer to the placement of students with special needs 

inti0 r ckrmms where M e r  educational and related classrooms needs can be 



cfassroom settings. Chapter One uses the term "mainstreaming" due do to the 

prevaknce of this term in the literature during the time Chapter One was written. The 

remaining chapters refer to "inclusion", indicating a perceptual shift from 'joining the 

mamstream' to 'being an integral part of the mainstream', identified in more recent 

literature. 

Inclusion involves the provision of "educational opportunities for handicapped students 

equal to those of their non-handicappedpeers" (Wood, 1989:3). "Mainstreaming refers 

to the temporal, instructional, and social integration of eligible exceptional children with 

normal peers." (Kauffman, Gottlieb, Agard, and Kukic, 19759 in Wood:p3). It is I'based 

on individualized educational programs, with procedural safeguards and parent 

invoEvementl'. (Johnson & Johnson, 1980:90 in Wood:p3) Stainback and Stainback 

emphasize that inclusive schootS and classrooms are also "communities that fit, nurture 

and support the educational and social needs of every student in attendance". (1990:4) 

Integration: is tire placement of special needs children into settings which maximize the 

extent of their education with age-appropriate, non-exceptional peers. The philosophy 

of integration advocates that only when aids and services cannot address the needs of 

chifdren within regular classes, should special classes, separate schooling or other forms 

of removal from education with non-exeeptional children be implemented. (Wood, 



Special Education: "is a subject of regular education. Its purpose is to provide 

appropriate - - educational experiences to students who are perceived as different frorr! 

other students in some way." (Ysseldyke & Algozzine, 1984 in Bauer & Shea, 1989:4) 

Students With Special Needs: are students identified through assessments by specialists 

to require support in their educational environments. Placement and appeal procedures 

are identified in the literature on mainstreaming and inclusion as important processes 

requiring ongoing monitoring. (Morsiuk, 1984, in Wood, 1989) Concerns regarding the 

identification and placement of students with special needs are related to the criteria 

used to determine special needs, and the accuracy of ongoing assessments. 

PART II BACKGROUND RATIONALE 

The fouowiag discussion of social, fegal, and educational contexts acknowledges the 

relevance of broader societal influences affecting education. Schools are thus identified 

as integral to the development and maintenance of social beliefs and behaviours. 

A m  SOCLQL COlvzExT 

fn the 19403, Emile Durkheim identified education as the "methodical socialization of 

the young generation." (Ghush & Ray, 1987). As we approach the 21st century, the 

h:ftaIf.enges of determining the manner in which education can address social needs for 

present generations are compoundwand becoming increasingly difficult to predict. At 

the h e  of Durkheim's observations, most disabled individuals were institutionalized and 

7 



isolated from society. Only in the 1950's and 60's did social attitudes towards 

exceptional children begin to  change significantly, marking: "the end of a long tragic era 

when handicapped children were to be hidden away in shame and fear." (Lusthaus, 1987 

in Chosh & Ray eds. 1987) 

In the past 40 years, social concern for human rights has increased, articulated by 

professionals and parent organizations lobbying persistently to promote the inclusion of 

special needs children into society at large. (Elkin, 1976; Roos, 1977 in Lusthaus, 1987). 

They currently form broadly-based advocacy groups "cutting across economic, racial, 

religious and gender lines" (Salomone, 1986:p167). Organizations such as the 

Integration Action Group, the Canadian Association for Community Living, and the 

Canadian Association for the Mentally Retarded provide professional and legal advice 

to  parents, becoming actively involved in their appeals. (Ruff, in Dickinson & MacKay, 

1989:p266) The removal of discriminatory practices have resulted from efforts of 

individuals and organizations like these committed as they are to inclusive education. 

The Special Committee on the Disabled and Handicapped f1981:30) reported to the 

Government of Canada that: 

A cultural norm and value to our society is that people work for a 
living ... This is one of the ways people feel valuable; they have a sense of 
confidence in themselves and achieve a sense of dignity and worth. (in 
Lusthaus, 1987) 



Unemployment difficulties experienced in Canada today underscore the inherent 

difficulties of achieving this goal. Advocates for the handicapped - emphasize that 

unemployment rates should not be higher for the handicapped and that training 

programs have proveE to be successful in competitive employment situations. 

(Pornerantz, 1986, Rhodes & Valenta, 1985; Wehman et al, 1985 in Lusthaus, 198'9) 

Goals of equal of educational opporStEnity and skill training for employment have been 

identified as imperative but are insufficiently provided in many Canadian schools (Porter 

et af, 1982; Anisef et al, 1986, Hall & Carlton, 1977 in Gbosh & Ray, 1987). 

Sociologists estimate that half of the jobs available to high schoof graduates will be 

replaced by new forms of employment in ten years. Although there is considerable 

debate regarding public attitudes about schooling alternatives (Gallup, OISE, 1985; 

Johnson, 19861, the expectations of schools to prepare students for a productive life in 

society remain high. Similarly, parents, advocates, and the disabled themselves axe now 

pressing for meaningful preparation for indusion within society. 

Tfre costs of ignoring the issue of quality education for the disabled are evident in 

studies of welfare populations, the unemployed, delinquency and jail populations 

involving a high incidence of Iearning problems (Kneale, 1989, 139). Seventy-five to 

eighty percent of the delinquent boys in several training schools were found to have 

reading difficulties. The expense to the public of these school dropouts is estimated as 

10 times the cosfs of providing appropriate education prior to dropping out (Dougherty, 



BCACLD #I 4). It is of considerable concern today, that children with disabilities are 
~, 

experiencing more failure in regular classrooms than in specid education classes. With 

reference to U.S. Department of Education records (1989,1990), Kaufman, et al, assert 

that: 

Significant numbers are being arrested in their communities and, after 
leaving school, are not engaged in employment, education, or other 
productive activities (U.S. Department of Education, 1989, 1990 in 
Kaufman, Kameenui, Berman, and Danielson; 1990:109). 

Access to educational settings can no longer be viewed as sufficient. The changes 

required in the implementation of mainstreaming must result in beneficial educational 

experiences. Discrepancies in what is articulated as desirable and what exists in reality 

persist in many aspects of integration for handicapped individuals. Lusthaus observes: 

Whether it is in community settings, schools, vocational programs, or in the 
recreational, social, or religious domains, there is a lag behind what is stated 
as policy or a right, and &at actually exists for many people. (Lusthaus, 
1987) 

The provision of access and participation in society must therefore be accompanied by 

concerns for the educational processes involved. Children with special needs require 

opportunities for physical, social, emotional and intellectual growth in environments 

building self-esteem and skills for future participation in society. The challenge facing 

schools providing educational senices is to address the responsibility society has to the 

handicapped to enable them to accept their personal and social responsibilities. In a 

society troubled by a multitude of economic and social concerns, the treatment of 



disabled citizens raises fundamental questions about its vahcrs. Emphasizing the 

importance of social involvement, Lipsky and Gartner ask: 

What values do we honour? What kind of people are we? What kind of 
society do we wish to build, for ourselves and for all of our children? 
(1989:285). 

Public school services have expanded dramatically for special needs students during the 

past few years in British Columbia with increasingly specialized services made available. 

Notwithstanding impressive developments and improved services, there remain profound 

concerns regarding the goats and processes of integration and inclusion of students with 

special needs. The educational goals for these students are frequently identified as 

insufficient for the social realities they face. Changes in the social environment of 

schools are required for inclusive educational experiences to have meaning beyond the 

school. 

B. LEGAL CONTEXT 

This discussion outlines the development of the legal context which led to the enactment 

of the Charter and identifies issues affecting the needs and rights of students with 

special needs arising from Charter-driven cases. In Canada, special education is 

repfated by provincial statutes andpolicies. The entrenchment of the Charter of Rights 

and Freedams in the Canadian constitution in 1982 empowered the Supreme Court of 

Canada to adjudicate challenges to the constitutionality of provincial legislation and 

government agencies. Section 15 of the Canadian Charter of Rights prohibits 



discrimination based on physical and mental disabilities, declaring "the right to equal 

protection and equal benefit of the law". 

Judicial decisions, described in the following discussion, have subsequently contributed 

to the recognition of the rights and responsibilities of handicapped people and have 

recognized that society has a responsibility to them (Beyer, 1983, Martin, 1978 in 

Lusthaus, 1987) (Dickinson & MacKay, 1989). 

1. THE ClWRTER OF RIGHTS AND FREEDOMS 

Canada initially accepted international commitments aErming the educational rights of 

its children. In 1948, following in the wake of growing international recognition of 

"egalitarian liberties", the United Nations General Assembly proclaimed the Universal 

Declaratiun cfHzmtan Rights. (MacKay & Dickinson, 1989) Article 26 of this declaration 

states: "Everyone has a right to education", which is "free" and "compulsory" in the 

elementary grades. The Declaration ofthe Rights ufihe Child supported full educational 

entitlements. Canada's commitment to the United Nations, lntematiuml Covenant on 

Economic, Social and CfiItzcral Rights ratified in 1976; demonstrated a continued 

affirmation of equalitarian principles. (MacKay & Dickinson, 1989, 203) Article 13 of 

this covenent reads: 

The States parties to the present Covenant recognize the right of everyone 
to an education. They agree that education shall be directed to the full 
development of the human personality and the sense of its dignity, and shall 
strengthen the request for human rights and fundamental freedoms. They 



further agree that education shall enable all persons to participate 
effective1y in a free society, promote understanding, tolerance, and 
friendship among nations ... . 

atthough the Optimal Prodoc01 to the Civil And folifical Rights Covenant subsequently 

provided Canadians with a process of appeal to the U.N. Human Rights Committee 

(Manley-Casimir & Sussel, 1987), the declarations are not legally binding in Canada. 

Moreover, they are not cited as precedent by the Canadian judiciary in common law. 

These international declarations contribute to the weight of moral persuasion and are 

indications of intent. 

Nationally, the Constitution Act of 1867 vested the provinces with jurisdiction over 

education, resulting in diverse provincial statutes. The Canadian Bill of Rights was 

established in 1960 but judicial interpretations of its protection of civil liberties was 

limited. It was used in only one case, R. V. Drybones (1970). The Bill of Rights was 

applicable to federal legislation and could be overridden by parliamentary use of the 

"notwithstanding clause" in section 2. (Manley-Casimir & Sussel, 1987: 173) 

Human rights codes, supported by human rights commissions were enacted in all 

provinces and territories by the f 970%. Manley-Casimir and Sussel have identified four 

reasons for the greater effectiveness of these initiatives. They cite the "broader range 

crf activities", investigative commissions, the elimination of litigation time and costs, and 

the "preventative", "educative role*' of the commjssions with regard to human rights and 



discrimination. f 1%) Provinces vary, however, in their interpretations of educational 

rights. While the provinces of Saskatchewan and Quebec recognize the right to an 

education, in their Human Rights Acts, other provinces such as B.C. offer 

accommodation, or access to educational services. 

Ttte Quebec Charter of H m a n  Rights (19771, in conjunction with the Rights of the 

HrtndicappedAct S. Q. 1978, c. 7, provides the right to an education and specific "service 

programs" for special education students (Cruikshank, in Dickinson & MacKay, 

1989:249). Ontario has introducedlegislation providing specified educational guarantees 

for special education. Bill 82 of the Ontario Education Act was introduced in 1980, 

entitling exceptional pupils to individual educational programs and services appropriate 

to their needs. The Brirish Columbia Human Rights Ad  (1984), Section 3, confers 

educational access and stipulates: "..-no person shall be denied accommodation, services, 

or facilities customarily available to the public because of ,.. physical or mental 

disability". 

The H m n  Rights Codes in Quebec, Saskatchewan and British Columbia serve to 

publicize social censure of discrimination and provide a vehicle to air and investigate 

complaints through an independent Human Rights Commission (Dickinson & MacKay, 

1989:250). The Bpitkh Co[rcmbia School Act (13801, section 155 (l)(a)(i) provides for: 



"...sufficient schoof accommdation and tuition, free from charge ... to all children of 

,,L, B L L t d  age residerst in &at schooi district". 

Thus, the British Columbia Human Rights Act and B.C. School Act confer educational 

access without provisions of educational benefir from school acccrmmodation. Ministerial 

Order 13, issued in 1989, requires administrative officers to consult with parents before 

placing students and mates reference to educational programs: 

(2) Unless the educational needs of a handicapped student's educational 
program should be provided otherwise, a board shall provide that student 
with an educational program in classrooms where that student is integrated 
with other students who do not have handicaps. 

Provincial legislation and policy dearly demonstrate support for the mainstreaming of 

handicapped students in regular classrooms where possible. Significantly, a legal tight 

to an education guaranteeing benefit beyond accommodation is not evident in B.C. 

622) Charter Provisions 

Equality provisions in the Charter of Rights and Freedoms involve sections 7 and 15, 

with references to section 1 and 33. Section 7 of the Charter reads: 

Everyone has the right to life, liberty, and security of the person and the 
right nut to be deprived thereof except in accordance with the principles of 
fundamental justice. 



Expectations of a right to an education have been raised by discussions and 

interpretations of ''the right to life, liberty and security". ?he right to an education has 

not been established in Canadian courts (LeBaron, 1980:7). The existence of this right 

may nevertheless be subject to judicial interpretation in future decisions. Section 15 (1) 

comprises the equality provjsium which protect Canadians, including the handicapped, 

from discriminatory practices. 

Although federal and provincial courts have demonstrated a reluctance to enter into 

judgements involving educational expertise, courtrooms are the arena in which Charter 

guarantees may be interpreted and protected. Interpretations of equality rights have 

been challenged on substantive and procedural grounds in examinations of compliance 

with the intent of the Charter. The guarantees of equality rights within Section 15 (1) 

and (2) of the Charter may be most actively brought before the judiciary in challenges 

to provincial statutes and focal policies. (Manley-Casimir and Sussel in Ghosh & Ray, 

1987) Section 15 reads as folIows: 

I5 (1) Every individual is equal before and under the law and has the right 
to equal protection and equal benefit of the taw without discrimination and, 
in particular, without discrimination based on race, national or ethnic origin, 
cofour, religion, sex, age, or mental or physical disability. 

(2) Subsection (I) does not preclude any law, program, or activity, that has 
as its object the amelioration of conditions of disadvantaged individuals or 
groups including those that are disadvantaged because of race, national or 
ethnic origin, colour, religion, sex, age, or mental disability. 



Section 1 qualifies the guaranteed provision of rights within the Charwr in its 

"reasonable limits" clause pragmatically stating that rights and freedoms are: "...subject 

only to such reasonabfe limits prescribed by law as can be demonstrably justified in a 

free and democratic smietf. With reference to the education of stztdents with special 

needs, this clause may pard  against- unreasonable expectations of equal gains in 

academic achievement with related peers. Expectations of equal opportunities to benefit 

from appropriate instruction may, however, be interpreted as "reasonable". ( M a r o n ,  

The inclusion of Section 33 pemifs provincial Iegistators to separate themselves from 

the umbrella of the Charter for five year periods. Section 33 states that provinces may 

declare an Act of Parliament or provision which could "operate nowithstanding a 

provision in section 2 or sections 7 to 15 of this Charter". The use of Section 33, atso 

identified as the "no~thstandhgdause", tbe "opting outn (Maniey-Casimir and Sussel, 

1987:r75), or "ioophole" clause, is not probable regarding the equality pcovisions for the 

disabled, A government, invoking this section, could be open to charges of "aati-civil 

libertarian" actions (176). She recognition of equality rights for handicapped children 

Eras been suf%Scie~tEy substantiated to faresee chaifenges to an attempt to invoke Section 

3.3- hterpretatjans of the C b ~ e r  of Web and Freedoms guarantees by the Supreme 

Court of Canada are in earfy stages of determination and will be the subject of 



Canadian cases, they are wcasisnaf% cited by the Canadian judiciary and may serve as 

ies were not available, and environments which invoked the greatest degree of 

e greater Canadian deference to group mthority differs from the American emphasis 

u p  the irxdiaidua! resuhiag in ~ r i e d  judkhl tendencies- (Manky.caShir and Pitsula, 

I Relevant Canadian decisions are not yet as numerous as those in her ican  case 

h w  bat are addressed for their greater impact upon future litigation in this province. 

rps;ittted fmm tbe d& of *separate but equal" Education is identified as "the 

1% 



Aaron Bales was an eigbii year old whose *mental age was less than haif his years" 

(Taylor in Dichson & MacKay2 1989:252) due to brain dysfunction. Aaron had 

bieiahi been assessed as "mocieratelf handicapped by the school district's special 

counsellor. This efadkation was descnied as "trainable" by the Ministry of 

Edrrcation. Aaron was placed in a class for the "mildly handicapped" with a 

rnajae of nun-fmandbppd peers where it was reported he experienced 

diflk~lties with his program- In Aaron's second year, a screening committee 

recommended a change in his classification from "mild", or "educable", to 

"moderate'v, or "trainable". This was opposed by Mr. and Mrs. Bales and a 

compromise was agreed to for the year. Aaron attended half of a school day at 

the separate school for mentally handicapped children and the other half in an 

htep ted  cfassroom in another school. When Aaron% placement was reviewed 

the fan@-g year, hII-he placement at the separate school was recommended 

and Mr- and EaA!ks- &1& appeals to the superintendent and s c h d  board were 

umuaeSAll. (25S254) The Bales removed Aaron from x h u d  and hired a 

private tutor. Their court: action sought an order for the school b a r d  to place 



Aaron io a regular class and for damages covering the tutor's fees. Their action, 

initiated to prevent Aaron's placement in a separate school, was unsuccessful. It 

was concluded that the Board had acted reasonably and without negligence (24). 

Separate schools were not proven to be harmful in this case, however, the issue 

of consistency between "ministry position and local practice" was raised in the 

judge's conclusions. He states that Mr. and Mrs. Bales were "justifiedf1 in their 

actions faced with an "unfair and inconsistent poky affecting the interests of their 

son". (Taylor in MacKay & Diekinson, 1989:262) 

Adjudication of this case did not address the Charter, which was enacted shortly 

after its completion. It is currently possible that questions of discrimination could 

be raised regarding the implementation of services where special treatment may 

be deemed "objectionable" if it results in undue stigmatization or unnecessary 

differentiation. With the rapid increase of integrated and mainstreamed settings, 

issues of placement, of educational benefit and of instruction may yet be examined 

in the context of the Charter. 

Ehuuod v. ?Be M e a x  Cou* Bedford School Dktrkt School Board (1CT.S.S.C.) 1986 

Luke Elwood's parents chabnged a decision of their local board when Luke was 

phced in a segregated elass for disabled children. Luke was nine years old and 

classified as Trainable Mentally Handicapped (TMH). He had been integrated 

fur three years in a preschool program and subsequently attended a special 
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education class from 1983 to September of 1986. When his parents enrolled him 

in a mainstreamed settkg at his neighhourhood school, the scfioo! hoard 

determined that Luke should be moved back to the segregated setting, 

approximately 20 km from his home. The Elwood's won an injunction to allow 

Luke tc remain in the regular class and a trial date was set for June, 1987. In 

May 1987, the Elwoods and school board reached an out-of-court settlement 

which permitted Luke to remain in his neighbourhoodschool with an "Educational 

Support Team", involving the Elwoods, to assist in the provision of an appropriate 

individualized program. Extensive procedural provisions were outlined for the 

resolution of parental objections and for possible disputes. (Sussel, 199067) 

The Elwood case had been anticipated to become a landmark case involving 

Section 7 and 15 of the Charter. Although it was settled out of court before 

reaching the Supreme Court, it affirmed the educational practice of mainstreaming 

handicapped children in the "Eeast restrictive environmenttf. 

(iv) h# v. 2%e Yo~k R e g b ~  Board of Eikation and the Minister of Education 

JacIyn Rowett was born with a condition resulting from a chromosomal 

abnormality characterized by mental retardation and specific physical features. 

She was assigned, in June 1985, by the Identification Placement and Review 

Committee to a special class requiring a twenty minute bus ride from her home. 

Jaeyln's parents requested a mainstreamed placement with a teaching assistant in 



her neighbourhood school. Their claim involved Section 2 (d) and Section 15 of 
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equality rights were being violated. In 1986, the school board and a Special 

Education Tribunal maintained it had not been established that the local school 

would be the most effective place for Jacyln, that the self contained class was 

inappropriate, and that she had benefited from integration with non-handicapped 

children. (Dickinson & MacKay, 1989:268) 

The Rowett's challenged this decision in the Ontario Supreme Court but an 

application by the school board to strike sections of the Rowett's statement was 

upheld, preventing a discussion reviewing the placement. When Jaclyn Rowett's 

case reached the Ontario Supreme Court. however, the provincial government 

changed, resulting in the Ontario MinistIy of Education reversing its position on 

this policy. 

fV) An&men et al. v. Valtcower S c b Z  Board (1989) 

This case addressed the complex issues surrounding the provision of educational 

services for learning disabled students. Although this most recent case in B.C. was 

conducted after the ena-ent of the Charter, and involved questions of 

educational opportunities and benefits for a handicappedstudent, the plaintiffs did 

not raise Section 7 UK 15 in their claims. Statutory powers and duties of the board 

were alternatively considered- 



Nine-year old Deidre Antonson's parents initiated the case against the Vancouver 

School Board, arguing - that a statutorjr obligation to provide Deirdre with an 

adequate education was not met, They sought a lower teacher-pupil ratio and a 

segregated setting for learning disabled children and asked that the school board 

to be required to pay Deidre's fee to a specialized private school. The decision 

reached was similar to the ruling in the Bales case, concluding that maximum 

educational benefit was not an obligation of the board. The case differs 

significantly from other cases discussed due to the nature of the claims which 

advocated a greater, rather than less restrictive, segregated environment. (Sussel, 

Judge Trainor concluded that it was not a duty of the board to provide the best 

education possible, nor to ensure that all children receiving an education achieve their 

full potential. This perspective echoes the Rowley and Bales decisions which similarly 

established the lack of an obligation to optimum educational benefits. 

The provision of opportunities to develop a child's full potential has not been 

established in case law. Notwithstanding this, organizations pressing for equality rights 

for handicapped children are emphatically advocating equal educational opportunities. 

An emmpfe of this tendency is the policy adopted by the Canadian Association of 

Laming Disabilities which states: 



Education statutes should provide to all children and adults the right to an 
equal opportunity. This should be interpreted to mean the right to an 
education which %iff ensure every child and adult the opportunity to reach 
and exercise his/her full potential. (in Manley-Casimir & Sussel, 1987) 

C. THE EDUCATION& EmRONMENT 

Siecent initiatives of the British Columbia Ministry of Education emphasize 

individualization and the educational benefits ofi mixed ability grouping. The Year 2000: 

A Framework for Learning mandates fundamental changes in educational pedagogy 

requiring innovative curriculum design and experimentation with varied teaching 

practices in British Columbia classrooms. The mission statement of the Year 2000 

document reads: 

The purpose of the British Columbia school system is to enable learners to 
develop their individual potential and to acquire the knowledge, skills, and 
attitudes needed to contribute to a healthy society and a prosperous and 
sustainable economy. 

The Goals of Edzccatitm identify the importance of intellectual, human, social, and career 

development. The identification of these goals reflect recommendations of the Sullivan 

Royal Commission conducted in British Columbia. These educational goals were the 

result of consultations with professional organizations, community groups and parents 

in an effort to increase the relevance and effectiveness of schools. 

The ministry goals address the development of the "educated citizen". Knowledge and 

skill acquisition, independent thinking skills, and an appreciation of life-long learning 



processes included in the description of intellectual development are equally pertinent 

to children with special needs. 'Their education must also contain career and 

occupational objectives and goals of social development. The development of self-worth, 

personal initiative, social responsibility and tolerance of others is of substantial 

importance to all individuals. The educational environment in which children learn is 

critical to the attainment of these goals. 

Increased awareness of individual differences in rates and styles of learning in 

educational research are conducive to the implementation of mainstreaming and 

integration. Regular classrooms are considered the "least restrictive" environment and 

are deemed by advocates of inclusion to be a more effective context for learning, 

modelling behaviour, and developing life skills than specialized facilities. (Ruff in 

Dickinson & MacKay, 1989:270) Informed classroom teachers, and administrators have 

been identified as essential to change processes required for successful integration. 

(Carnegie Forum, 1986 in Reyes, 1990:26). 

TP%e year 2000 document has advocated increased curricular autonomy in classrooms, 

placing a greater emphasis upon teachers to engage in new learning and expanded skills 

(Wood, 1989; Thomas & Feiler, 1988). Expectations of teacher effectiveness and 

instruction have increased as awareness of the impact of teacher actions and classroom 

processes has grown. Research related to the effects of school administration at the 



school and district levels have similarly generated expectations of informed leadership 

for scfiools. 

The implementation of mainstreaming requires an understanding of individual beliefs 

regarding concepts such as equality, quality, and educational goals, involving the 

distribution of time and resources. In her text on mainstreaming instructional strategies, 

f. Wood identifies attitudes, preparation, and peer relations as the "foundation stonesff 

providing the "emotional/social" basis in the mainstreaming environment and writes: 

The attitudes of administrators, regular and special class teachers, and 
regular and special students are significant in the success or failure of 
mainstreaming. When administrators and teachers are supportive of and 
prepared for mainstreaming, and when regular and special students have 
received adequate preparation, there is a greater chance that a successful 
experience will result. 
(Wood, 1989) 

Attitudes and beliefs held by administrators and teachers regarding inclusion can 

influence decision-making and subsequent actions. The following discussions describe 

some of the concerns identified in the literature regarding perceptions of inclusion held 

by principals, teachers and district administration. 

Afititudes of administrators are more favourable towards mainstreaming than they have 

k e n  in the past (Payne & Murray, 1974; Carfberg & Kavale, 1980; Center, Ward & 

Pamenter & Nash, 1985; Pieterse & Center, 1984 in Wood, 1989:lS). In a study of 
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p ~ c i p a l  attitudes, principals with more than 7 years experience, who were experienced 

with special classes, tended tci demonstrate a greater resistance to mainstreaming. 

(Center et al, 1985 in Wood, 1989). Involvement with the establishment and 

maintenance of successful mainstreaming programs is related to increased positive 

attitudes, in school principals, towards mainstreaming (Carlberg & Kavale, 1980; Center 

& Ward, 1984; Johnson & Johnson, 1981; Madden & Slavin, 1983 in Wood, 1989). Such 

participation by administrators in mainstreaming programs entails extensive knowledge 

of implementation needs at classroom, school, and district levels. 

The attitudes and beliefs of principals have significant effects upon the attitudes within 

the school culture. For example, administrative recogriition and support of the goals of 

incfusion can affect the sense of purpose, efficacy, and commitment of teachers. Fullan 

emphasizes that, melded with people's beliefs, are their: "...occupational identity, their 

sense of competence, and their self-concept (Fullan, 1982:31). In a school, beliefs of 

school members are dynamically linked through their dialogue and actions. A vision of 

incfusion can be developed and encouraged with leadership provided by the school 

administrator. 

Cfa~~~oornswith mixed abilities require planning, instruction, and pedagogical reflections 

involving the consideration of individual needs. Recognizing the inherent difficulties of 

implementation, Bezeau writes: 
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Mainstreaming, perhaps more than any other aspect of non-exclusion, has 
created problems for classroom teachers. Accustomed to dealing with the 
normal range of individual differences, teachers find themselves challenged 
by children well outside that range. (Bezeau, 1989:319) 

This fourth-grade teacher expresses a common concern among teachers: 

On paper, its a regular mainstreamed classroom, but there are children here 
who have special needs ... That is the greatest source of stress in my work; 
time, and having children who need more help than the help I can give 
them. (Johnson, 1990:115) 

Teachers' attitudes impact upon students through observed behaviours and have the 

ability to affect inter-student perceptions and behaviours. In research studies, 

elementary school teachers have expressed concern about several factors affecting their 

attitudes towards mainstreaming. They felt inadequately qualified to teach special 

students and did not feel they had time for specialized instruction (Flynn, Glack, & 

Sundean, 1978; Johnson & Cartmight, 1979; Middleton, Morsink, & Cohen, 1979 in 

Wood, 1989:17). Teachers were also concerned about "increased paperwork, 

accountability, possible conflict with special education teachers (Ryor, 1978 in Wood 

1989), and appeal procedures regarding special placements (Morsink, 1984 in Wood, 

underestimate the abilities of special children" (Final, 1967; MacMillan, Meyers, & 

Yoshida, 1978 in Wood, 1989), they are less tolerant of their (students with special 



needs) behaviours than are special education teachers (Doris & Brown, 1980 in Wood, 

$9891, and they 'Believe special education class placement to be more appropriate a = a  for 

special children" (Banngrover, 1975 in Wood, 1989). 

These concerns suggest a lack of teacher preparation and experience with special needs 

students and are due, in part, to the previous reliance upon the special education 

models of special classes and out-of-class interventions (Lipsky &k Garth, in Stainback, 

Stainback & Forest, 1989:273). Special education teachers and support specialists share 

the responsibility of assessment and program development for special students. Pre- 

service training for interdisciplinary collaboration identified as lacking in the U.S. 

(Courtnage & Smith-Davis, 1987) is also needed in Canada. Many districts in B.C. are 

begirrning to address the need to use the available expertise by increasing collaborative 

involvement to address instructional needs within the classroom. 

Recent studies have documented that the attitudes of elementary school teachers have 

become more receptive to mainstreaming (Marson & Leslie, 1983; Reynolds, Martin- 

Reynolds, & Mack, 1982; Schmelkin, 1981 in Wood, 1989). Changes in teaching 

pedagogy and practice required to instruct the wide range of abilities in regular 

dassrooms have identified the need for a broader range of evaluative and instructional 

practices not only for the special child, but for all students. Child-centered teaching and 

learning strategies generafed by current research requires reflective teaching and on- 

going professional development as essential to teachers. lnstructionaf methods such as 



increased time-on-task, direct instruction7 and higher order tasks within regular 

cfassrmms have been found to resalt in greater educational and social benefits than 

specialized small group instruction (Bartoli & Botel, 1988; Birman, 1981; Gartner & 

Lipsky, 1987; Leinhardt, Bickel, & Pallay, 1982; Singer & Butler, 1987; Reschly, 11087; 

Reynolds, Wang, & Walberg, 1987; Ysseldyke & Algozzine, 1982; io Lipsky & Gartner, 

Teacher perspectives and descriptions of mainstreaming experiences iflustrate responses 

to these issues of changing pedagogy. The potential illusiveness of educational change 

is identified in Werner's description of curriculum development as a complex "socio- 

polisbl " process. Werner writes: 

Transfornations can mmr as curriilum meanings are modified or 
contested by teachers and students in the context of their om beliefs, 
experiences and communities. (Werner, 1987) 

Teachers' perceptions and beliefs are thus integral aspects of policy implementation. 

Teachers in some sense are "street level bureaucrats" (Lipsky, 1989, and "have the 

potential to be heavily innueneing the aetud implementation of school policy." (Reyes, 

1990:5) ?he experiences and belie& of induding teachers is, therefore, a focus in this 

study's examination of ineZusion- 



and mainstreaming is generaw high at the district level. School districts are currently 

responding to the demand fox inclusion with district support personnel and resources 

to neighbourbood schouk For example, the statement of philosophy in the Shuswap 

commitment to inclusion and is indicative of school board directions. Students are 

Special Education Assistants a d  Learning Resource teachers are available for assistance 

in the class or in a resource room, and a District Integration Facilitator supports 

hcfnsion within the district- Parents and students are also considered key members of 

the student support network encouraged in &is district. S c h d  Based Teams involving 

the chssrmm teacher, schml principal and specialists from the school and district, meet 

m a b&monthEy basis for consuItations regarding students with special needs. They 

The absence of necessary finding: compounds the d i fgdtks  of providing services and 



attitudes of administrators and teachers are of greater importance to mainstreaming 

improvements can be ma& in the quality of education for the majority of students with 

' l age& within re I;rr classrooms. District leadership and support for inclusion 

can affetlz the qualify of cdu~aticm for a l  students in regular classrmms. In the current 

cirmmstances of budget cuts and shortfa%, the imperative to understand and 

each question. The second disasses factors debiting fhe findings and 

wmDprsiom h this case study- A description of the organization of the thesis in the 



PoMkaUy motivated change is accompanied by greater commitment of 
leaders, the power of new ideas, and additional resources; but it also 
prodrrces overload,unrealistic time-fines, uncoordinated demands, simplistic 
solutions, misdirected effcrts, inconsistencies, and underestimation of what 
it takes to bring about refom- (Futlan, 199127) 

Mainstreanring - is a politically initiated change with the inherent difficulties described 

above by Fullan. Outcomes of these challenges depend heavily upon the perspectives 

of the individuals invoked. Fundamental views of the role of teachers in the classroom 

and the role of education in sxiety fom %be foundation for befiefs aEectlng practice. 

Undersfandings and beliefs regarding issues such as the priority placed on 

maimtreaming in the school, the recognition of legal requirements, or teacher 

expeetations of students ean vary d e f y  under the umbrella of mutually stated goals. 

This question explores the pmctie of mainstreaming for each member related to their 

individual undersfandings and experiences. It identifies commonalities, differences, and 

unique perspectives demonstratingthe scope of the meaning of mainstreaming generated 

Z1, Haw &a edwahn9 Mds in the school culture support the implementation of 
ma- 

thir study, the cultures ofthe sehooi is defined as "the shared philosophies, ideologies, 

es, assumptions, betiefs, apxtations, attitudes, and norms that knit (an 



organizatiorr ) together" jKif rnann: et a1 in Grat & Starke, 1988:446). Schools 

resulting in individual patterns of behaviour and 

processes as a result of these cultural factors. The culture may be strong or less 

influential resulting in divergent effects upon its members. Beliefs regarding 

mainstreaming can be supported by norms of behaviour, cultural events, symbolic 

communication and language. They are maintained and continued through the 

smiafizztion of new members and establishment of attitudes and behaviours recognized 

as unacceptable within the culture (Gray & Starke, 1988, p 447-448). School-wide 

beliefs are significant in the development, maintenance, and consideration of goal clarity 

and participant commitment to mainstreaming practices. Describing the consequences 

of "innovation bias by neglectn, Fullan writes: 

Or, with an impossibly large number of priorities, the choice of emphasis 
may be based on the personal preferences and ideologies of individual 
teachers and administrators. (Fullan, 1991:26) 

In tlhe context of educational pedagogical change, the cultural beliefs in a school can 

result in far-reaching implications for changes beyond policy acknowledgment to 

3. How does the principal aiffed the implementation of mainstreamkg within the 
schooi &Me? 

Principals can have a significant impact on a school culture and play a key role in the 

bplementatioa of mainstreanning. In Moorehead and Nedigers' (1989) study of 



principals, effectiveness was related to their beliefs regarding their role and emphasized 

their values. Fullan reviews this study and writes: 

It was the underlying orientations and behaviours that made the difference: 
encouraging high performance goals, providing a high level of support and 
both emotionally and in terms of task, open and honest communication 
between the staff and the principal, and firmly held values that were enacted 
behaviorally (such as not just emphasizing visibility, but developing 
techniques and actions to demonstrate it). (Fullan, 1991:160) 

Principals can influence school cultures purposefully or unintentionally through these 

beliefs and acticns. Leithwoud and Jantzi (1990) have identified specific strategies used 

by effective p ~ c i p a l s  to strengthen school improvement efforts through cultural change 

(Fdan,  1991:160). Rris smdy seeks to explore the involvement of the principal in 

mainstreaming processes and its effects upon the school culture. Although there are 

instances of teachers implementing innovationswithout principal involvement (Crandall, 

et a17 1982 in Fullan:157), mainstreaming has broad implications for school beliefs and 

practices requiring the knowledge and support of school administrators for long-term 

development and success. 

RELATED QUESTIONS 

X, BOW have bdiefs and practices regarding mainstreaming changed over time? 
Are there discrepandes between beliefs and practice? 

Individual befiefs may require time for the devefopment of understanding and 

acbow1edged as important in education for decades but have conflicted with accepted 
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practices. Changes in practice which address concepts such as varied developmental 

needs require new know!edge,understanding,and successful experiences for participants. 

Beliefs may be reflected in mainstreaming practices or continue to require coping 

strategies, with teachers accommodating contradictions between their beliefs and 

expected practice. %us, beliefs and behaviours may not significantly change, yet may 

undergo major changes. 

2, How do students and parents perceive mainstreaming? 

References by participants to students, parents, and district personnel are examined for 

their impact on beliefs and practices. Parent involvement has been found to make a 

significant difference to schooling. Current research on parent involvement indicates 

that increased participation results in a relationship of increased effects "on child 

development and educational achievement" (Fullan, l991:227). Parent and student 

perceptions of the meaning of mainstreaming reflect levels of understanding and 

illustrate their experiences. 

3. Haw do the ex?ienrd faetofs of disfi-2et personnel, school board, and community 
the implementation of majnstreaming? 

District administrators, the school board and the community are also important to the 

implementation of mainstreaming. Coleman and LaRoque have identified major 

(r=hamcteI.iStics of more successfuI school boards in an extensive study of British 

Cohrmbiia school boards. They found that effective boards were: more knowledgeable 



of district programs and practices, and had goal clarity rooted in distinct values and 

beliefs (Coleman & LaRope, 1989:15 in I;l?!lan, p.209 Earher and principa! Views 

demonstrate the awareness and effect of these district level values, beliefs, and practices. 

4- What were the unintentional outcomes identified by the participants? 
How were the outames addressed? 

Outcomes of change processes cannot be consistently predicted. Organizations require 

the flexibility to address unexpected consequences of their actions. Fullan asserts that: 

''Change is difficult because it is riddled with dilemmas, ambivalences, and 
paradms ... Respeahgthe change process means seeking common patterns 
while being prepared for uniqueness." (Fullan, 1991:350) 

Problem-solving and coping strategies engaged by individuals and by the school 

contribute to the understanding of beliefs and practices in a mainstreaming school. 

The bitations of this study are evident to two areas: (1) the research instrument, (2) 

ge~eralizabifity of the study. First, because the researcher is the primary research 

instmment, the possibility of personal assumptions and expectations influencing the 

obsenrations and analysis should be noted. To reduce the possibility of bias, I tried to 

follow the approach of multiple working hypotheses as advocated by Chambedin (1896: 

in Science, 1965:756). Further, I engaged in discussion and consultation with 



participants, colleagues, and faculfy regarding data and hypotheses to provide a form of 

reliability ;.check on my o w  iot,e,rpretatkm. 

The identification and application of interview codes were also reviewed by other 

individuals. A former District Intergration Facilitator from another district and a 

graduate from the Department of Psychology at U.B.C. examined and discussed 

isrtewiew coding. l[nfomation gained from participants was checked in two ways. 

Initially, transcriptions of taped interviews were sent to each of the key in te~ewees  to 

check for accuracy. Later, the chapter discussing the findings was read by each of the 

key interview participants to check that quotes accurately reflected their Intended 

meanings. Feedback from this process was appreciated and served to refine the stylistic 

production of the material. Responses did not, however, indicate that changes were 

needed in the application of quotations. 

The second limitation regarding generalizabifity is a consequence of the selection of one 

schoot site, the number and source of interviews, and the duration of the study. Due 

to the selection of H i h e s t  Elementary, unique variables involving the district, school 

and in te~ewees  limit the transfer of implications from the findings to other settings. 

ASthartgh the single site, with interviews, observations and documentation generated a 

data base sufficient for this examination of educator views, descriptions are bounded by 

this ccmtext. Hillcrest is also unique due to the existence of special classes for 

approxhately 20 years. Responses may be influenced by the prior experiences of 



students, teachers and the community. This study, while not a full ethnography, used 

some research methods associated with such studies. 

A further hitat ion related to generalizability stems from the use of five key interviews. 

The views of more teachers and principals would help to establish the existence of 

identified beliefs of other educators in this and other schools. School processes are also 

inter-related with district and community interactions and are not fully researched in this 

study of educator perceptions. This study's scope is therefore limited by the exclusion 

of direct research into external district level factors, parental involvement and student 

views. References made by in te~ewees  regarding district, personnel, parents and 

students are examined in the absence of expressed views from these stakeholders. 

Supporting in te~ews,  documentation and observations providing background 

information were therefore limited. 

The duration of this study afso Emits its generalizability. Five full school days within the 

school and an evening with parents, students and teachers provided extensive 

infomation. The extent or the consistency of beliefs and actions cannot be perceived, 

however, in such a brief period of time. A social context is complex and changing. The 

description of a "snap-shot", instance in time, or "slice of life" presented in this case 

study acknowledges that it views a social setting at one given time. I am aware that all 

issues and beliefs regarding inclusion have not been raised due to the selection of site, 



the number of interviews, and duration of the study. The applicability and utility of 

eonefusions ;;;.;st thus be cmsidered ia the context of these hi?xttcio~s. 

C. ORGANIZATION OF THESS 

This thesis is organized in five chapters addressing background information and 

descriptions of the research related to my case study. An effort has been made to 

present the befiefs and experiences of the educators within their social aod educational 

contexts. The first chapter, therefore, states the problem and provides a description of 

the sociaf, legal, and educational contexts of iraciusion in Canadian schools. The third 

part of Chapter One contains the research questions, limitations and this description of 

the organization of the thesis. 

Chapter Two identifies current concerns in the literature on school improvement on 

inclusion and on culturally shared beliefs. Educator beliefs described in this study are 

thus viewed as an integral part of educational change and widely held beliefs within the 

school. This literature review concludes with a set of multiple working hypothesis drawn 

from issues raised in the research and my research questions. The methodology of this 

case study, described in Chapter Three, is divided in two parts. Bart I summarizes my 

own backgr~und and experiences since I am the primary research instrument. Although 

attempts were made to guard against bias, it is acknowledged that obse~vations and 

analysis can be affected by the researcher. Part I1 describes the method in four sections 

related to: (l) assumptions associated with the case study method, (29 descriptions of 



the data collected, (3) procedures used for data analysis, and (4) experiences during data 

collection. 

Chapter Four discusses the findings within three distinct areas. Part I relates findings 

regarding the external context of the school. Four major themes are identified: (1) 

formal and informal processes, (2) parents, (3) community and broader social contexts 

and, (4) other district schools. The internal, or school context of inclusion, is described 

in Part 11 of the findings. Data regarding background experiences of the school and 

educators, formal processes, and the school administrator are presented in this section. 

In Part 111, perceptions of inclusion are described related to four themes: (1) 

educational philosophy, (2) instruction, (3) individual perceptions, and (4) shared 

perceptions. The four participating teachers are not named to provide the anonymity 

assured individuals prior to their interviews. The district, school, support personnel, and 

school administrator were permitted identification and can thus contribute more fully 

to descriptions of the contextual environment of the participants. 

The fifth chapter examines conclusions drawn from the findings and suggests their 

implications for other including schools and districts. There are three parts to the 

conehsion. Part I discusses the implications of the references to ethics within the 

findings and proposes a greater foeus on ethical considerations in the implementation 

of indusive schools. The implications of prior experience, collegiality, and school 

improvement concerns comprise Part I1 of the conclusion. Conclusions based on 



findings related to the external and internal contexts of inclusion and to educator 

perceptions of inclusion are addressed within these sections. Part 111 of the final chapter 

provides a summary of the development of this study and identifies areas for further 

research. 

Foffowing Chapter Five are seven appendices with samples of documents noted in the 

thesis. The first appendix provides a glossary of legal terms to clarify terms used in 

Chapter I, Part I1 discussing the legal context of inclusion. The second appendix 

contains descriptions of three observations of students conducted at Hillcrest. 

Pseudonyms were used to provide anonymity to the students and Special Assistants. 

fnterrlew questions used to focus the intewiews are in Appendix 111. The fourth 

appendix contains lists of annotated codes including those used, discarded and/or 

merged to illustrate the coding employed. 

Appendix V contains the Survey of educational beliefs referred to in the Cscussion of 

areas for hrther research. Survey questions arose from identified issues and conclusions 

drawn from this case study. Appendix ?TI comprises statements of philosophy and 

objectives from the Schuswap District Student Support Services Handbook. This is a 

ctlrnmunication of beliefs held and supported by the Board of Trustees in this district 

regarding exceptional children. A letter of correspondence comprises the seventh 

appendix- 



Educational innovations require change at personal and organizational levels. The literature 

related to school improvement and the implementation of inclusion concur that strong, 

clear, and meaningful goals and experiences are necessary to prevent superficial change. 

This case study examines experiences and beliefs described by educators implementing 

inclusion. The following review focuses on three major bodies of literature relevant to this 

study: school improvement, inclusion, and culturally shared beliefs. 

Currently identified characteristics from the literature on school improvement and indusion 

are discussed first in this review. The importance of the school culture is then recognized 

as central to meaningful and lasting change. Descriptions from the literature on 

organizational culture are included in this review to address the possible relationship 

between school culture and change efforts, A review of the literature related to school 

intprovement and inclusion is therefore followed by a discussion of shared beliefs within the 

school mlture. 

befiefs and policy requirements. (Schuck and Runkel1985, Joyce 1991) For *dents with 



special needs, past practices of separate schooling and compensatory practises have been 

found serbudy !a&i_n_g, especially in the light of more recent findings regarding academic 

and social benefits of inclusion. (Lumpkins, Parker, & Hall 1991; Anderson & Pellieer 

Existing beliefs relating more specifically to the implementation of mainstreaming are 

recognized as: "shared sets of values and views that are believed to lead towards both 

excellence and equity in education," in Lipsky and Gartners' review of literature on 

mainstreaming (1989). These scholars indentify the following beliefs as important to 

inclusion: 

- The belief that students are more alike than different 

- The belief that all students have individual needs. 

- The need to adapt educational programs. 

- The need to do this in ways that are respectful of student dBerence, individual 
capacity, unique strengths of persons with disabilities, and the roles of parents. 

- The recognition that there are methods of school organization, instructional 
strategies, and use of personnel, that provide the bases effectively to educate all 
students in integrated settings. 

- The rea1iz;ition &at the: refashioned schools wii  not only pr&ce better 
education for all studen& it both needs aad will produce expanded and 
enhanced professimai roles for school persumel. (lipsky & Gartner 1989) 

The literahre on school improvement and incfusion identifies central charactesc factors 



and E m p o w ~ ! m e ~  4) DeveIupmea of S&fl am? Resource Assistance9 5) Monitorin@Probfem 

researchers in current analyses related both to schoof improvement and inclusion, This 

Iiteratuxe review discusses reseatch finctingswithin these broad themes, identified by Fullan 

Current research wide@ supports .the identificaticzn of a well articulated vision to direct 

scbaol innmation. A vision defines "why' something is worth doing and 'what' it should look 

Be, Roger Kaufman and Jerry Herman conceptualize levels of vision-building, addressing 

the social context a s&ml vision must consider. 

In its most powerful use, strategic planning identifies results, based u p  an 
"idealw vision to be achieved a% three levels: individual, organization and 
societal. (Kaufman & Herman 1991 :4) 

These three levels of strategic planning are similarfy identified as necessary to a vision of 

iBllehrsion (Giltrert & Hart 1990:13, Stahback & Stainback 1990, Lipsky & Gartaer 1989). 

hpe~-%"ed coriditlons. Huberman identifies the existence of "Inspiration", as a key dimension 



The fofiowing discusioo identifies references to the importance of teacher effects, identifies 

f&eik~m refakd to teacher beliefs, and presents exampfes of qxdk areas of teacher 

iofhleoce suggested io the Liferatwe. Teachers are at the heart of school improvement. 

Fundamentally, the internetian betareen twchers and students results in the leamiog which 

AXE ka&es face demands af increased wcial diversity, curriculum imperatives and 

s$pctmd eonplexity in their c t w m s  Challenging characteristics common to most 



As debcto interpreters of the law, special education teachers have an ethical 
obligation to enforce not only its letter, but its spirit as well. This obligation, 
in turn, often rapires speciaI ed~cafion teachers to act as ah-tes for the 
rights of special needs students. (199k22) 

Highfighting the importance of "teacher effects", Geske and Teddiie point to varied student 

In other words, teachers and schools may have dramatically different effects 
an satdent performaace (HarrusHek, 197% Murnane, 1975; Armor, Conry- 
Osequera, Cox, Kiag, McDomell, Pascal, fauly, Zellman, Sumner, and 
Tfimson, 1976; Murnane and Phillips, 1981). (1990:195) 

These researchers indicate findings of low correlations between "teacher-student ratios, 

teacher education, or teacher experiencen and student achievement. They also assert: 

"...There appears to be no strong or systematic relationship between school expenditures and 

student performance". (1990:195) Although inclusion must be implemented within current 

mnditions a•’ strained d M c t  budgets, related expenditures and organizational changes are 

required. The importance of the identified effects of teachers, however, underscores the 

need f.er address teacher beliefs and practices. 

Teacher beliefs can be highly persmal and unique, but can also resect shared professional 

perspectives and values. Befiefs can act as filters, affecting how individuals view and respond 

ta new experiences. Teachers also interact with their environments, bringing their 

correlations between teached psychological states, as defined by Maslow's 



hierarchy of needs, and their participation in and application of professional development 

ITn experiences. r nese researchers state: 

The general milieu of the school and the social movements of the times 
interact powehlly with the personalities of the teachers to create personal 
orientations which greatly influence how teachers view their world (and 
themselves in it). ( in Hopkins,The 1990 ASCD Yearbook:42) 

In his study of "teacher personality and school climate", Hopkins extended these studies 

identifying a similar correjation between higher psychological levels and greater use of 

educational ideas (Hopkins in The 1990 ASCD Yearbook:42) Advocating further research 

related to school climate and the psychological states of teachers, Hopkins concludes: 

Educational ideas must be differentially introduced into schools on the 
foundation of clarity of the concepts being used, an understanding of the 
prmsses involved, and an understanding of the school climate and 
psychological state of the individual teacher. (64) 

Referring to the potential impact of psychological factors involved in the consideration of 

teacher change, Fulfan observes:- 

At the individual level, Huberman (19881, Hopkins (1990), McKibbin and 
Joyce (1989, and others have found that the psychological state of a teacher 
can be more or less predisposed toward considering and acting on 
Improvements. (Fullan & Steigebauer 1990:77) 

Some of the possible influences upon teacher perspectives may involve childhood 

examination of teacher perspectives, Martyn Hammersly identifies twenty-five dimensions 

related to five main areas in which teachers' view may differ. These perspectives invohe: 

48 



(1) the teacher's role, (2) pupils, (3) knowledge, (4) learning, and (5) preferred teaching 

methuds ji977:62). Given these broad domains and tne innumerabie combinations of 

possible conflict, the philosophy, goals, and processes of inclusion necessitates a need for 

a shared pedagogy amongst educators. Hammersley points out the existence of a teacher's 

"individual skill and style" but emphasizes: "The structure of the school is also of great 

importance" (1977: 61). 

The socialization of students to egalitarian principles may be influenced by a teacher's 

socialization process. Research on the effects of teacher socialization has revealed varied 

conchsions. Individual characteristics of disposition and capabilities, teacher schooling, and 

environmental context have been identified as significant. Current analysis has emphasized 

the importance of the interactions of individual and institutional factors in the socialization 

of teachers. (Lacey 1977, Pallard 1982, Zeichner and Tabachnick 1985, Greenway 1984, 

Cornell 1985 in Calderhead 1987:31) Regarding personal preferences of teachers, Kottkamp 

reviews some of the related literature: 

In a major literature review, Stern and Keislar (1977) concluded that student 
attri'butes of ethnicity or race, speech and language patterns, socioeconomic 
status, sex, achievement or ability level, and classroom behaviour are all 
linked to teacher attitudes toward their bearers. Teachers generally prefer 
students who are conforming, obedient, compliant, quiet, studious, and passive 
fin Calderhead, 199096)- 

fn Kottkamp's survey of teacher views, 39% did not wish to teach students with special 

needs, although they felt many were enrolled in their classes. Kottkamp found that many 

orientations toward students are culturally based, identifying that teachers have more 



positive attitudes towards students with similar backgrounds (1990:95). In the following 

reference, KoQtkawp cites suwq findings mi teacher vieiiv's. 

'My classes have become so mixed in terms of students' learning abilities that 
I can't teach them effectively,' and 13% agreed that, 'I don't relate to some 
of my students because my background is so different from theirs'. 
(Metropolitan Life 1988:28). 

Teacber commitment has been studied extensively and identified in the literature as linked 

to school outcomes. The vision of "organizational mission" and "consensus on shared norms, 

values and beliefs" are considered key cultural elements affecting the development of 

teacher commitment (Peterson and Martin in Geske and Teddlie 1990:227). Notably, 

higher student achievement and positive affective student behaviours have been identified 

as major outcomes of teacher commitment (Reyes 1990:159). Commitment to a shared 

vision of inclusion may thus enhance school outcomes. 

The influence of the modelled behaviours of teachers have been extensively stressed in 

educational research. In Joseph J. Onosko's study of teachers, he identifies the effects of 

teachers modelling probl em-solving: 

Teachers maieI thoughtfulness by shaving appreciation for students' ideas 
and for alternative approaches if based on sound reasoning, by acknowledging 
the difficulty of acquiring knowledge, and by explaining how they think 
through problems. (I S)91:40) 

Research on teaching practices identify the effects of organization and pacing of instruction 

(WWock (1986) ,Good and Brophy (1986,1987). Teaching is also described, by Stenhouse 



(1975) 1983) and Schon (1983), as the result of teachers' work as "reflective practitioners" 

to curriculum with a sense of professional autonomy. Shared responsibility for decision- 

making has also been proposed for the empowerment of teachers (Maeroff 1988 in 

kithwood 1990:76). These perspectives place a considerable emphasis on the importance 

of teachers' knowledge and judgement. 

(b) The School Administrator 

Research on the practices of schoof administrators have largely identified the principal's 

focus on plant management and "interpersonal relations or climate" (Morris et a1.1982, 

Trider and Leithwood 1988 in Leithwood 1990:71). An "instructional leadership" role has 

also been identified, focusing on program and student development (Leithwood 1990:71) 

and teacher development (72). Other researchers argue that principals cannot be expected 

to full2 this role (Gersten et al. 1982, Rallis and Highsmith 1986 in Leithwood 1990:72) 

Hoy and Miskel emphasize the importance of the "cultural and symbolic" role of 

orgmizational leadership as well as the "instrumental and behavioural" role. They assert: 

'The hs%ihrtional leader is responsible for articulating the mission of the organization, 

shaping its culture, and protecting and maintaining its integrity." (1987:309) 

Although this descfiptian identifies critical aspects of the school administrator's role, 

Murphy (1988:650) suggests that the principal leads change within a context which enables 



Mthougb this description identifies critical aspects of the school administrator's role, 

Murphy j1988:650j suggests ihai the principal leads change w-thin a context which enables 

it to grow, stating: "A leader's vision is 'the grain of sand in the oyster, not the pearl' ." 

Principals work in a varied social context with teachers, parents, students, district and 

m p p o ~  personnel, and community members to foster school goals. Tarranee Grieve 

stresses the need for administrators to assist teachers by facilitating collaboration and 

maintaining a purposeful focus. fn his review of the Sullivan Royal Commission in B.C., 

he identifies two major themes in the Legacy statement, and paraphrases its message as: 

"Free the teachers to exercise their professional love and free the learners to learn." Grieve 

also states that the role of the administrator is to: "visualize teachers as also being learners". 

(199&22) Stainback and Stainback suggest the principal's communications regarding 

inclusion can fundamentally affect the school community. They assert: 

fn most school systems, the educational administrator is the one who is 
responsible for articulating the philosophy or mission of the school district 
and assuring that the actions of the teachers, support personnel, and students 
are congruent with this philosophy. 'fius, the educational administrator is in 
a position to deliberately or incidentally shape the organizational structure of 
a school and the values of the school community ...( l9W:ZOl) 

Recognizing the need for the =hoof administrator to communicate the philosophy of 

inclusion, these researchers point to the importance of school processes and the values held 

by leaders. Stainback and Stainback assert: "...aid these structures and values may 



While acknowledging the m~plexity of the principal's relationship to change, Fullan agrees 

(Fullan & Steigelbauer 1991:145) Two characteristics of a vision of change identified by 

Miles (1977) are important distinctions in the consideration of the principal as vision- 

builder. 

The first is a sharable, and shared vision of what the school could look like; 
it provides direction and driving power for cbange, and criteria for steering 
and choosing ... The second type is a shared vision of the change p r e s s .  
(Fullan & Steigelbauer 1991:82) 

It is important to make a distinction between vision and dogma. Greenfield, Licata, and 

Teddlie's findings regarding principal vision are of interest in the consideration of principal, 

teacher, school, and district vision-building. These researchers suggest: 

(a) The question of who initially creates the vision may be less important than 
how many eventually support the vision. 

fb) Public and critical analysis of a vision in terms of what is normally 
appropriate and also achievable may be our best defense against misguided 
and unscrupulous behaviour. (Greenfield, Licata & Teddlie, 1990'98) 

(c) Collegiality 

There is increasing acknowledgement that teachers must have participation in and 

ownership of the school vision. Support developed with shared ownership and responsibility 

may be more likely to be broadly based and maintained. (Thousand and Villa in Stainback 

and Stainback 199&203) Researchers of inclusion advocate continuous, critical vision- 

building, highlighting the imperative for the later theme of monitoringlproblem-solving in 



this dilicussioil. To pfan the hpfemen@tion of a vision, Roger b h a n  and Jerry Herman 

assert that: "Straiegic planners must 'nave the courage to imagine the workl they want their 

children to live in, then find practical ways to achieve their vision." (1991:4) 

Schools have historically been places where educators work in relative isolation under the 

same roof. When individuals work in isolation, varied experiences can reduce 

mmnnkation regarding school goals and processes. (Little 2990, Rosenholtz 1989) In 

a study of principals and teacher leaders, Smylie and Brownlee-Conyers describe the focus 

of teachers as "inward", to students and classes, (Barth 1986, Johnson 1989) and the focus 

of principals as "outwanF, to parents, district administration, and community (Meier 1985, 

Sykest & Elinone 1989). Their study found that new working relationships between teachers 

and principals were needed for collaborative participation. They state: 

Indeed, the experiences of these pairs suggest that teachers and principals 
may have to resolve interpersonal tensions and conflicts and establish trust, 
confidence, and means for effective communication before new roles and 
working relationships can fully develop and function. (1992:152) 

AcEroowledging the importance of the organizational context on collaboration, these 

researchers identify the effects of "patterns of belief and practice that have predominated 

teactrerlprincipal working retationships at the school levelf', as influential. Communication, 

necessary for collaboration, is based on trust. Teachers can trust that their requests for 

feedback are received without judgement w i t h  a framework of joint problem-solving. 

Smuek points to the importace of trusting actions and openness in a description of trust- 



building. "...trust is built very dowly and in small increments, is established more by deeds 

Identifying the need for "trust, honesty, and open communication", Hoy and Kupwersmith 

assert that administrators can foster caring relationships. The purpose of feedback, in 

Smuck's opinion, must be based on an ethical sense of caring for those involved. This view 

of feedback could increase the frequency and effectiveness of collaborative efforts to 

monitor and problem-solve for change. 

Mutual feedback should arise out of a true concern and interest in the other 
person. Each participant should want to find ways: (1) to move 
psychologically closer to the person and (2) help that person to grow. 
(l977:98- 100) 

Advocating the benefits of collaboration and teacher participation in decision-making, 

Smylie and Brownlie-Conyers contend: 

This suggests that school districts not only need to recognize the importance 
of this dimension of new working relationships but to pro-actively assist 
teachers and principals to cultivate the interpersonal knowledge and skills that 
appear requisite to their new work together. (1992:150) 

Collaboration not only requires the contribution of ideas but includes the ability to accept 

the possf'bility that group befiefs or needs may differ. A commitment to the suggested 

ethical framework provides an importat perspective of caring, justice and critique from 

which decisions can be viewed. The willingness to differ amicably, however, and to 

c<rmprOmtiSe or accegt group decisions after stating one's views is a necessary aspect of 



c e g i i  Ethical di!emmas arising from the complex innovation of inclusion can be 

em'liined edlaboratbely f om a variety of perspectkes. The be~efits of co!!egi-;laEty between 

members of an inclusive school are weighed by Stainback and Stainback who assert: 

In a collegial school climate, teachers will depend upon each other for the 
support needed to develop this professional flexibility. It It be critical to 
work jointly, across various specializations, for the common goal of educating 
all students successfully. (19%): 136) 

Alternatively, schools without collegiality can hinder professional development and teacher 

efficacy. Johnson and Johnson state: "A feeling of isolation from their peers is a major 

contributing factor to the low morale and lack of continued professional growth generally 

found among teachers". (Johnson and Johnson et al. 1984:71) In a study of elementary 

and secondary teachers, Lortie found that teachers worked through problems in isolation 

and were physically separated from their peers (1975). Fulfan and Steigelbauer review 

Lortie's findings, and note: "Partly because of the physical isolation and partly because of 

norms of not sharing, observing, and discussing each other's work, teachers do not develop 

a common technical culture." (1991:119) 

The importance of flexibility in organizational planning is emphasized by Fullan who states: 

Once implementation was underway toward a desirable directio~, the most 
mccessfuI x h d s  in Louis and Miles' (1990) study adapted their plans as they 
went afong to improve the fit between the change and conditions in the school 
€0 take advantage of unexpected developments and oppoptunities. (Funan & 
Steigelbauer 1991:83) 



A hndamentd reason to ertgage k ev012:tionary planning is the achow1edgement that an 

*,, 44, -.. , L--1 --,, Lomtl"u "1 SMUUI Z I G ~ G ~  i c d e s  stasis. P e q k  and cii-ciimstances continue to change as 

well as perceptions of practices perhaps deemed valuable at one time. Suzanne Loucks- 

Horsley descri'bes "levels of concern" in change processes in schools, and points out the 

emergence of "impact concerns" after the implementation change. She states: "It's not 

atypical for it to take up to two years for impact concerns to arise. We talk about three to 

five years as the amount of time required for a new practice to be welt implemented." 

Incremental change has been identified and advocated in the literature on organizational 

development (Dunphy & Sface 1988:317), (Beer 1980 ibid:318) as small stages of change 

encouraging employee participation and consensus. Incremental change is appropriate for 

stable and gradually developing situations (Bell 1975, Ferguson 1980, Ginsberg & Vojta 

1981, Reich 1983 in I)unphy & Stace 1988:318). The following description of 

incrementalism illustrates the emphasis which differentiates it from transfornative change: 

It values evolutionary rather than revohtional change, order rather than 
disorder, consensus and collaboration in preference to conflict and power, the 
use of expert authority and the persuasiveness of data rather than the dictates 
of positional authority or the emotionality of charismatic leadership. (Quinn 
1980 in Dunphy & Stace 1988:318) 

T ~ ~ o n n a ~ e  change, also required by incIzfsion, is "fastii, "pro-active", and "externally 

impose#. fr)unphy & Stace 1988:320) Once new inclusive processes are in place, 

incremental, or evohtio~ary &age must continue to be addressed. In Barbara Foreshaw 



Kovach's description ofthe nature of change, however, she acknowledges that abrupt change 

can occur, but that it is only over .time that the integration of new patterns of expectation 

and behaviours will occur. Therefore, followiag implementation, effects of change on the 

rest of the system may be perceived. (Foresha-Kovach, b.: 1984~6) 

Recognizing that "interpretive judgements and adaptations" musg be continuously addressed 

during implementation, Kathy Carter and Walter Doyle suggest the need to acknowledge 

critical decision-making in curriculum planning. Those researchers assert: 

This concept needs official recqnitim and expressh as the rapability that 
enables teachers to appraise situations, mentally rehearse interactions, 
influence colleagues, and design classroom activities; and, overall to make 
adaptations and negotiak accommodations that have an educabional direczioa. 
( 1987) 

3, rnflt$Trn-TAKI'NG AND EMPOWR'MENT 

Tlte ability to  take risks is identified as important to school imprcnremenfi (Leithwood & 

Montgomery 1982, Gowan 1979-&0, Smyfie 1988), and is associated with effective teacher 

change and school innmations (Bergman & McLaughlin 1977, Little M I ,  1982, Smylie 

f 988)- Cihg Hubeman and Mks, Carlene Murphy analyzes the implications of a failure 

to; empower teachers. She states: 



Empwemerat in a ~Haborarive environment has been found to provide emotional and 

psychoiogtcaI support for people in the workplace (Anderson 1982, Smylie 1988). As a 

resuft of coflaboratke slrppG Fullan indicates that morale and efficacy is enhanced, 

stating: "Working together has the potential of raising morale and enthusiasm, opening the 

dmr to experimentation and increased sense of efficacy". (Cohen f 888, Rosenhottz 1989 

Teacher efhcacy can be defined in te rms of a sense of personal competence or "certainty 

of pra&ce"'. h both perspmthes, a ~ h d  d h r e  open to flexibility and experimentation 

is essential. Viewing eEcaey as a "self-grecepP", SmyEie identifies its link to a risk-taking 

This approach assumes &at the key to increasing efficacy is the promotion 
aod awareness of success (and the attribution of that success to self) and the 
tolerance and suppor~ d failure in attempts to be successful. (1990:63) 

Findings in major studies of teacher effkacy are summarized by Smylie, who staes: 

Teacher efficacy has been found to relate significantly to outcomes that are 
valued (i-e. teacher class~mm behavimrs, student achievement, innovation)- 
In order to promote these d u d  outcomes, teacher efficacy ought to be 
e~fizanced. Teacher effic:aq is enhanced by infomation regarding 
gerfomance and practice. (199052) 

ead 198235) md experience hi& lmek of "emotional inves&neot" with their work 



and arrdene. (Jaebn  1986 in Caldethead 198235) Research on teacher thinking indicates 

they are significantly influenced by their beliefs regarding students, curriculum, teacher 

beIiefs inhence orientations €0 the workplace, Kottkamp identifies several add2ional 

L i k e d Z  important teacher personal attributes associated with various 
attitudes include: experience, age, se% and ethnic backgrwnd (Kottkamp, 
Con, WRcClofkey & Prmenzo, 1987; Metropolitan Life, 1987, 1988; NEA, 
1987). (1990,977) 

mhres bave na clear wiues or kkfs about how to succeed ... have different, 

anived EreEefk" (Deal & Kennexfy, 1982,135-136) Fuilan comments on 

_ meat ob w p p t  for i r o f i h - e g  - and change - s z)01ss-f"t,Ie with teacher 



positive feelings about their work. (Little, 1982; Mortimore et ai, 1988; 
Rosenholtz, 1989). (Fullan & Steigelbauer, 1990,77) 

(a) Professional Development in Schools 

Inclusion requires new knowledge and teaching practices. Although pre-service training 

sfronld be a priority in training programs, the majority of teachers now receiving students 

with special needs in their clitssrmms do not have specialized course work to assist them. 

Earfier discussions, however, emphasize the importance of appropriate support and 

professional development during implementation. The centrality of effective teachers is 

demms&&ed in research on teacher-effects. 

The teacber-effects research has important implications far teacher selection 
and training, the development of instructional materials, and the design of 
d-m environmentsto faditate the active, personalized teaching-leaming 
prmss that has been sh- to result in the most valued outcomes. (Linney 
and Seidman, 1989*337) 

A description provided by Hubman and CrandaU reveals further imperatives for the on- 

gchg learning of educittoxs. He identifies four forms of "cfassroom pressn asserting the 

need for teachers to receive ~ ~ ~ p r t  through resources and release time. These classroom 



Relating "emotional commitment" and caring to high standards of performmce, Thomas 

Green emphasizes tbe ethical compone~t of teaching practices. 

Green (1985) discusses the voices of consciences that should form a 
philosophy of moral education. One of these voices--the conscience of craft-- 
provides a rich image for our moral aims in this realm. A conscience of craft 
presumes a commitment to technical expertise and adds to it a concern for 
personal capabilities. .. . (Bryk, 1988,262) 

Researchers have identify the need for consideration and caring for the learner as integral 

to the craft'of teaching. HopIrins and Rudduck asserts: '"Teaching is the art which 

expresses in a form accessible to learners an understanding of the nature of that which is 

$0 be learned". (1985,105) 

Lawrence Stenhouse stresses that an emphasis on the practice of teaching is central. He 

states: "In an essentially practical art, like education, all the research and all the in-service 

erfueatbn we offer should support that research towards performance on the part of the 

teacher." (in Wopkins & Wideen, 19&1-,761 

The parZIrZIcipatioa of school admhisbators in staB development is needed to promote 

infamed leadership and invofvement with school goals. Berman and McLaughlin point out 

the iimprtbnce of the personal invofvement of the principal regarding professional 

mats and McLaugfrb (2977) found that "projects having the a&e support 
sf the principal were &e most likely to fair weU" @I24 their emphasis) ... 
&man, Mcbughltin, and assoGiates (1979,128) note that one d the best 



indicators of active involvement is whether the principal attends workshop 
training sessions. (Fullan & Steigelbauer, 1991) 

(b) Professional Development and Inclusion 

In the inclusive setting, where flexibility and critique of practice is needed, and where 

change is expected and purposeful, professional development is an integral component of 

teaching. Lipsky and Gartner assert: "Good educational practices are not simply something 

nice to achieve; they are imperative". (1989,XXVII) 

Dorothy Lipsky and Alan Gartner identify two main features within four models of 

i~chsion. (Bilken, 1985; Gartner & Lipsky, 1987; Skitic, 1987; Stainback & Stainback, 1984) 

These models of full inclusion focus on teacher acceptance of student diversity, and "the 

development of classroom organization and instructional strategies that see opportunities, 

not impediments in the integration of students with disabilities into the mainstream 

c b m " .  (1989, XXVTE) Other researchers have advocated in-service communicating 

ccmmon meanings, language, and skills to aU staff members of inclusive schools. (Villa, 

19W, Vilfa & Thousand, 1988 in Stainback & Stainback, 1990:151) 

In a e e t y  &at seems ob-sessed with cumpeting to attain bodily perfection in 
appearance a d  functional skills, disabled men and women may have much 
to teach their son-disabled coanterparts about the value of cooperation based 
on the creativity of alternative perspectives. (Lipsky & Gamer, 1989,240) 

FuIIan and Steigelbauer stress the need for a variety of training experiences (1991:84). 

R e s s u ~ ~ e  irsistanm during implementation and continued staff development is also 

identified by these resea~he~s as essential to snGeessful change processes. They observe: 



Research on implementation has demonstrated beyond a shadow of a doubt 
that these processes of sustained interaction and staff development are crucial 
regardless of what &e change is cmwmed =with. The ---- ~ A J H I ~ I G X  ----I-- "rire 
change, the more interaction is required during implementation. (1991 :86) 

Fullan and Steigelbauer emphasize the benefits of a professional norm of coIlaboration and 

increased efficacy resulting from professional development experiences, stating: 

One foundation of new learning is interaction. Learning by doing, concrete 
role models, meetings with resource consultants, and fellow implementers, 
practice of the behaviour, and the fits and starts of cumulative, ambivalent, 
gradual self-confidence all constitute a process of coming &a see the meaning 
of change more clearly. (1991:86) 

Professional development, in the inclusive scfiuol, is an individual and collaborative process 

involving technological support and resource personnel. The "McGill Action Planning 

Systemw (MAPS), and other similar formalized planning strategies are strongly 

reemmended in current research an monitoring and problem-solving for inclusion. 

Meeting the objectives of these systems is dependent upon the individuals involved and their 

ability fa engage in on-going colBaboration in problem-solving as a team. Stainback and 

Stainback emphasized the importance of involving the families and friends of students with 

special needs. They state: 

The innovation is the inchision and contribution of family and friends in 
edwcational planning as widend  earlier when family members and friends 
were identified as essential teaam members, Second, planning sessions are 
inmeash& focused on a vision or image of the individual as a valued, 
eontn%uting member of the -unity. (Stainback and Stainback, 1990,102) 



It has been argued that tbe difficdties of identification coupled with the number of students 

many students without appropriate instruction. (Reynolds, Wang, & Walberg, 1987) The 

continued development of teacher knowledge and skills commensurate with increasing 

diversity in classrooms is underscored by these problems of identification. Support networks 

and resources accessed through identification procedures for one student can result in 

asisfance for an entire class when a Special Assistant is assigned. It is emphas, -ed, 

however, that classroom teachers must be aware of individual needs and instructional 

s t rag ies  for all students. 

Teachers and curriculum pubkbers are identified as instrumental in the design of student 

programs in an analysis of shortcomings of commercial programs in the education of 

students with special needs by Simmons, Fuchs & Fuchs. They conclude: "Until publishers 

address the deficiencies of commercial programs, teachers must assume a greater role in 

m;thrating, selecting and redesigning instructional mrricula." (1991,359) 

The invoIvement of students in the process of teaching is also necessary to implementing 

change in classroom practices. The chifd-centred focus of instruction requires engagement 

a d  a h n  from *den& enmraging student ownership of learning objectives and 



existing norms and require new learning and experiences in innovations, Rudduck 

shared meanings within the culture of the classroom. (in Hopkins & Wildeen, 1984,66) 

Starratt identifies areas of development encouraging individual and group decision-making 

for teachers and students in an ethical school. %is may mean extensive faculty and student 

workshops on active listening, group dynamics, conflict resolution, values clarification, 

problem naming, and the like." (1991,193) 

Adaptive instruction, based on demonstrated effective practices, is identified in the literature 

un inclusion as essential to meeting the diverse needs of students with special needs. (Wang, 

2980; Wang, Gennari & Waxman, 1985; AIlington, 1987) It is currently advocated by 

primary and intermediate (in draft) curriculum initiates in B.C. for the education of all 

students, based on research on student learning. 

Inst;ntctional strategies such as cooperative learning and informal groupings additionally 

enemrage student intera&uns and peer tutoring found to foster integration by providing 

opplortarnities for student understanding, friendships and leanring. Stainback and Stainback 

Educators and parents who have been extensively invoked in inksated 
sehoob bave noted that a majar key ta success is the development of infarina1 
peer s u p *  and friendships for isolated students & regular elasses. 
(Discover the Possi%aes, 1988; Forest, 19W, StmUy, 1987; York and 
V;i~aderamk, 1988 t'n Stahback and Stainback, 1880,51) 



Purposeful learning experiences in inclusive settings changes education for students with 

special needs from involvement with separate programs. The following statement from a 

student with special needs who experienced separate schooling indicates the disadvantages 

of earlier practices: 'We were in school because children go to school, but we were outcasts 

with no future and no expectation of one." (Massachusetts Advocacy Centre, 1987: 4-5 in 

Stainback & Stainback, 1990:6) 

In an inclusive school, numerous circumstances arise calling for review and adaptation. 

How a school copes with monitoring implementation is the substance of this review. Fullan 

and Steigelbauer describe the monitoring/problem-coping theme in this way: 

The monitoring theme is not evaluation in the narrow sense of the term. It 
includes information systems, resources, and acting on the results through 
problem-coping and solving. (Fullan & Steigelbauer, 1991,87) 

Citing studies of school sites by Hubeman and Miles, Fullan points out findings regarding 

the identification of diffimlties and problem-sohing to be characteristic of successful change 

prwessesS "...successfuf sites engaged in deep problem-solving such as redesign, creating 

new roles, providing additional assistance and time and the like." (Fuilan & Steigeibauer, 

l9!&87) Regarding planning in schools, Crandall, Eiseman and Louis argue that change 

mess the aeed far a " r e n d  foms", sfating: "A more radical focus on this issue is that 



atteation should be shifted frcm institutionalized innovations to fostering practitioners and 

Tl?e centrality of problem-solving in change processes is widely accepted in the literature, 

without avenues to monitor and address the inevitable problems in an innovation, difficulties 

can interfere with educational efforts or, as Lewis & Miles caution, give rise to stagnation. 

"A vi;5orous approach to problem-solving is the single biggest determinant of capacity 

building; passivity and denial are the enemies of change". (Lewis and Miles, 1990 in 

Murphy f 991,65) 

The challenges of problem-~~rving/monitoring are substantial. Circumstances are not always 

viewed unifonnly, requiring thoughtful reflection and consideration of divergent perspective 

from school members. Hoy & Niskel observe: 

It is not easy for a person to detect mistakes in his or her own thinking. An 
individual takes a set framework to the problem-solving situation that makes 
it difficult to see the problem from a different perspective. Open and free- 
flowing communication brings a variety of perspectives, experiences, and 
infomation to bear on the common task hence, the chances of iden-g an 
e m  in thinking are increased. (1987,432) 

Pnnovation requires trial and error within an ethic of critique. Many researchers stress the 

ccretinuotrs nature of change within educational environments where stasis regarding 

efkdve methods is mhed a d  entrenchment of less effective methods. Quinn and 

Caner= identifj the "parad- perspectiveR of change, suggesting that eaGh change 



An example of the dynamics of change, in this perspective, is evident when "innovation" 

These researchers advocate "a process of critical inquiry" as an important component of the 

initiative-taking environment. (1988,304) 

Problems with identification and analysis can also create perceptions of mistaken practices 

and feelings of inadequacy, blame, or censure if processes are not conducted with sensitivity. 

C a r h e  Murphy observes that in her study, administrators and teachers had to learn to 

foferate the process of learning, rather than blame each other for not being perfect 

(1991,65). When problems anise from the imprementation of change, individual feelings and 

perceptions can be critic31 to school practices. Advocating caring interactions in a collegial 

environment which values critical thinking, Murphy urges school members to be aware of 

the following pitfalls: ".,.learn to do things better without feeling inadequate or without 

being blamed for past practices which were, after all, normal ones". (1991,65) 

Godab's discussion of a frealtby school ecosystem, in The Ecology of School Renewal, 

identifies probIem-solving as an essential characteristic of "good schools". He states: 

The establisheat of this process of dialogue, decision and action as a 
mfturd regularity in the schml environment is demanding and exactiag a 
crif:erion of gaorEness as can be imwed - and essential to school health. 
(GOOdZa&, 1987J14) 



Goodlad also points to Sarah Lightfmt's definition of a "good" school. Lightfoot accepts 

an effective school, and states: 

I am urging a view of good schools that sees them whole, changing, and 
imperfect. It is in articulating and confronting each of these dimensions that 
one moves closer and closer to the institutional supports of good education. 
(Lightfoot, 1983) 

Researchers and practitioners must continue to provide information regarding the extensive 

implications of inclusion, suggesting avenues for problem-solving and restructuring to ensure 

the quality of educationa1 opportunities for all students. 

This theme identifies a broad spectrum of change possibilities. Fullan explains: 

I use structure in the sociological sense to include organizational 
arrangements, roles, fiaance and governance, and fonnaf policies that 
expficitly build in working conditions that, so to speak, support and press for 
improvement. (1992,88) 

FtrIlan and Steigelbauer iden- time for individual and team planning, joint teaching 

ammgernents, and staff development policies as examples of structural change. The 

imperative of planned and purpctseful cha~ge  is emphasized fur externally imposed changes 

srrcb as inclusion by Cuban, who axisem: Tau oftea change comes about only jn response 



of school renewal, Kenneth Sirotnik emphasizes the need for infomed critical inquiry. He 

suggests that internalized psrmesses ctf ongoing reflective ana jsis and self-evaiuation 

is needed to guide restructuring. (1987, 41) 

(a) The District 

Emphasizing the need for organizational commitment to district goals, Coleman and 

SaRcxque cite Van de Veo's description of "loose-tighttt: "Organizationsmust develop tight 

values and beliefs in order to have loose structures and systems". (Van de Ven, 1983,623 in 

Coleman & LaRocque, 1990,94) 

The shared values identified by Coleman and LaRocque involve "school and district 

administration" commitment and daboratively "monitoring performance", "adaptation 

change", and "goal setting and attainment". These district characteristics parallel the themes 

of collaborative monitoring, restructuring and vision-building identified by Fullan (1991) for 

improving schools and districts. The salience of the commmication and encouragement of 

&ese values within schools by school. administrators is highlighted in the following assertion 

by Coleman and LaRocque: "Strenghening belief in organizational efficacy by encouraging 

participation in school imprwement planning was more important than test data, or shared 

gmk, in our districts'. (1990,112) 

Coleman and LaRocque aIso iden* the importance of school amuntability in their study 

d 8-C- shm1 d&kts They Paund that districts identified as successful increased 



collaborative school participation in the monitoring of "school specific data" (71). These 

researchers state: 

Frequent collaborative interaction about performance data both acknowledges 
district administrator responsibility for quality and provides principals with 
help and encouragement for their improvement efforts. (1990,72) 

Vitfa and Thousand (1990) emphasize the importance of feedback and encouragement from 

the district, abdirionally stressing the need fur achowEedgement of demonstrated support 

fur inclusion by all school members. (in Stainback 8t Stainback, 1990,204) When facilitators 

a d  teachers are encouraged to coHaborat.ively set goals, problem-sohe and monitor, 

restructured district processes are aiso needed. Reference to the importance of a range of 

suppf3r% is emphasized in current literature on inclusion. 

There is growing recognition that no single type of support can provide the 
range of assistance needed by both teachers and students in incfusive 
ckrmms. Generally, &ere is a need to interweave a network of varying 
supports. (Stainback, Stainback & Forest, 1989; Stainback, Stainback, & 
Harris, 1989) 

Emphasizing that: "The workplace is both f ie  district and the &mi". Carlene Murphy 

clbserved changes in district and school relationships in her study of schooi restnzc.turing. 



Cokmsm a d  LaRoy.;e strgg& that the devzbpme~i d a "prodactive professional ethos" 

k xhwl  G i c i  is reIakci $0 sebml effectiveness. in their study or" B.C. s c h d  districts. 

after controIIing for fa* education, school mean size and cask they condude that district 

norms and values, which they identify as "ethos*, are important variables for improvement 

efforts. (1990,197). Collaborative relationships are needed at the district level, in Murphy's 

Yiew. She asserts: "Udess cdfaboration m r s  at the district level and is visible to school 

CoIIaboxations and c l i t s s ~ m  irrvohfement with specialists have resulted in considerable 

difficulties in many schmls (Jenkins, Jewell, Leicester, Jenkins, and Trou tner, 1991 :3 19). 

Proposals such as the General Education Collaboration Model have been designed tu 

faditate collaboration between d a s s r m  teachers and special educators. Simpson and 



needs call for restructured services to faditate instructional flexfb1ity Regarding change, 

!ihssa hcbHo&y canchks: 

The art of change management is the Aifify to combine mandates wiB 
decisbn-making prme~~~e5 that alkw teathers and principals to have a major 
say in determining the destiny of their schools. (I M,6)  

finney & Seidman point to exanrioatiom d smaller schools (bird, 2969 & G a r b a ~ o ,  



tbe impact on child deye1opment?. (1991,227) Similarly recognized, is the need fur greater 

Parental i m k m e n t  in d o o l  has been widely identified as a necessary yet frequently 



parents disagree w*tb the underMngphiIosophy, it may be beneficial to provide information 

(1) Piueot iwohrement at school (e-g. volunteers, assistants); (2) Parent 
iavokement in learning activities at home leg. assisting children at borne, 
home t;irtors]; (3) homdmuniq /~~:hrn'I  refations (eg. cofnmunications; (4) 
governance (e.g. advkwy councils) (in Fullan & f teigefbauer, 1991,228) 

h e  Menderson identifies a~ee additional roles: "paid school employee", "adult learner", 

and "audience" in her deswiptioin of fie "Parent Education FoMm Thraugh Program". 



Billren identifies three important attitudes parents contribute when interacting with school 

and wfcms u p  the capabilities or strengths of the child rather than the challengest1. (in 

Saainback et al, 1990,222) A group of researchers have formulated the concept of 

"eeversfreaDlzingW, fmsing on prevention rtnd early intervention tr, assist integration efforts. 

They pr- a greater commitment to prenatal and preschool support with attention to 

h ~ h d  deveIopmentaI nee& stat@ 

The key focus of this approach is an emphasis on prevention, and on early, 
inCensive and continuing intervention to keep student performance within 
nomaf limits. ( S h h ,  Madden, Kaweit, Dolan, Wasik, Shaw, Mainzer, & 
H d y ,  f 933,333) (1 S)l)f373) 

BNen, ik Maper, 198& XVII in Stainback and Stainback, 1990,231) and "a 

n e m k  a# hedons tire@~een peopfes (Meshid &k Hagner, 3988  in Stainback et ai, 231). 

a n  iiditate meaningfd irwohement: with members in c;c~nmanity organhtions, 

fkms of pmt-se!tm~8ar)v learning: buskses ,  or other individuals or groups. Witson 



and Cotmran s&ess the impmnce of ~011aborative relationships between the school and 

ernnmuniQr stating: 

Fostering all kinds of involvement of school staff members in the community 
and of mmmunity memkxs in the s f :hd sends a message to the school's 
neigbbours. It says, "we care about you, we want to b c s w  you and we want 
p u  to b o w  us." (1988,116-17 in Stainback, et al lM)0,241) 

bRscque's study of 10 B C  school dist;ric& They state that trustees of more successful 

(a) were considerably more BnwIedgeabfe about district programs and 
pra&ces; fb) had a cleaner sense of what they wanted to acmmpfish based 
OH a firmly held set aif values and beliefs; and (c) engaged in activities which 
pravided &ern with appatmities t~ articulate these values and befie k.. 
Successful boards aka worked mon: actively and interactively with 
srrperirnndents and admini-tio~. (1991:24•̃ ) 



resnlting in extensive bpkat.i8ns for schools Identifying the close relationship between 

mkty a8 its ed'2:cz&o 3qstri:m, G h d  & Ray asserf: m e  role d ediiat ie~ in aiiji smiq 

The experiences and perwpfions of the principal and teachers engaging in the inclusion 

prwss &m its init&iofz c;pn provide inmctive infamit~on regarding bgfernenaa~a~ and 

development Fulfarr stam:- 

and ahe prdession of teaching .-. This means new values, nonns, ski& practices, and 



The knn nculture" has been widely used in research on schools and organizations. 

Asgumptions stemming from these perceptions warrant definitions for terms used in the 

m f h d  orienation within this study, For the purposes of this discussion, culture is defined 

a% ""te social or normative glue tiiat holds an arganization together", (Siehl and Martin, 

19W; Ticby, 1882: in Smircieh, 1983,344). It is what an organization "has" rather than what 

it "is" (Sachaon, 1992,141). Cultural traits are identified to desenbe characteristics of the 

m e  crtlture" of a group or of the schml cannot be determined in a paper of this scope as 

orgaafLatiooai culture, conchding: The most penetrating definitions of culture emphasize 

the deepest level of human nature or at least refer to shared ideotogies, k k f s ,  and vafuesff. 

THe posslile influeace of iodwidual and subgroup beliefs are acknawledged in the study 

istemitfw~, Organizations may have C M ~ e ~ '  of internal groups of members with 

eubral formation arising frcm varied functions and perceptions (Vim Maanen and Barley, 



Chmwte*cs, or cultural traits are identified as potentially homogeneous to Hillcrest when 

pa~clpants  indicate &at they are universa1ly accepted and acted upon throughout the 

sehoof. These traits are considered to be heterogeneous when identified as individual or 

subeulhral groups (Gregory, 1983; Martin, Sitkin, and Boehm, 1983; in Sackmann, 

1992,155). Withk a wo~Kp;km, cultural traits can form symMic meanings and rebtionships 

created, maintained, u,r changed through the interaction of individuals and groups in a 

Famd and informal processes can influence the encderation of new members or cutrurul 

paeases crf cultural b-ansmhion (Cahen, March, and Okn,  19'72 and 1991 in Harrison 

and Gipnrotr, 1991,552). 'We definition of a "strutng d u r e *  bas been identified as the 



The cultural perspective provides a framework for the examination of shared beliefs and 

perceptiam of experiences and assumes the importance of underlying meanings. Befiefs are 

held and practices are acted upon by individuals in dynamic relationships within the social 

and organizational environment of the school, district, and society 

Cultural traits fom an integd part of the environment while simultaneously acting upon 

i t  Linda Smircich's review of *.he functions of culture demo~sfntes the hpostance of 

shared beliefs and values in an organization (Smircich, 1983;345-346). 

First, it conveys a sense of identity for organization members (Deal and 
Kennedy9 19&2; Peter and Wateman, 1982). Sewn4 it facilitates tfie 
generation of comntifment to something larger than the self (Schall, 1981; 
Siehf and Martin, 1982; Peters and Waterman, 1982). Third, m b r e  enhances 
social system stability (Louis, f 990; Kreps, 1981). And fourth, culture serves 
as a sense-mabg device &at can guide and shape behaviour (Louis, I W ,  
Meyer, 1981; Pfeffer, 19811; Seihl and Martin, 1981). 

Vdms approaches to restnuchtring schools through cub 3l change have been distinguished 

in reeeat literature cro school improvement P r v L  for change from Fullan, 1990 a, b; 

Lm%k and LRvine, 1990; Slavin, 19433,1990 a, b; Johnson and Jojbnsm, I=, Schnuck and 

Ropnfrek 1985; B a d ,  1980; G d l a d ,  39% and CIickman, 1990 have been found, by Bruce 

to have 5 major themes in common. The are: (1) eo11e@lity, (2) research, (3) site 

in. Jqce's tErearaes, i8 is emph- tbrmlflrm: dixussios of their 

six ideatiffed areas 



1) SpxSic beliefs and norms of behaviour benefiting inclusion may be: 

a) &at shared academic and social gods are clearly communicated and maintained. 

b) that academic expectations are high for all students within the school on an 

c) that the principal and teachers consult colfaboratjvefy on school goals and 

d) that an ethic: of 'caring" exists between the members of the schaol. 



In this section of the chapter, I describe my own professional experiences to acknowledge 

the perwives I brought to the process of description and analysis I feel that researchers 

and the readers of this paper share the human attributes of being guided by their beliefs. 

strmg commitmeat to edtmcational prmesses as an educator, parenh and researcher. 

chikfren from kindergarten to grade seven in 5 schools and three s c h d  districts on a full- 

time basis- I have a h  taught in many schmfs in Vancouver and Burnaby as a substitute 



My role as Learning Assistant Teacher has involved collaborative planning, problem-solving, 

kstmctim, and evaluation regarding - special education students. I have worked 

collaboratively with class~~x)rn teachers, school-based team members, and district special 

s e ~ c e s  pemmel .  1 recognize the importance of coffaboratim and have experienced the 

challenges and benefits of effective commnni~ t im between the many involved parties. I 

am aware of the difficulties inherent in the integration of individual programs within 

cbsroonr programs. 

Until recently, special education stude~ts referred to Learning Assistance have been 

engaged in "puhmt" programs outside their dassroom, generam at the Learning 

Asistanw Center. Research on the importance of classroom membership and the 

educational requirements of "least restrictive environments" have led to district policies 

e n e o z ~ r ~ n g  the integration and mainstreaming of these students, My experiences with this 

p r m a  have demcmstrakb ta me &at varied teaching styles and teaching strategies are not 

Phe determining factom for change processes. Beliefs underpinning instructional decisions 

appear to determine the int%?eme and nature of changed practice. Mew teaching strategies 

&ety of meomes. I have &sewed substantial changes in education beliefs and practices 



considerable challenge in a classroom with mixed abilities- It involves teaching and learning 

in the contexf of clitssroom membership and m i a l  acceptance. I believe it is important to 

develop special programs acms the curriculum in an integrated manner addressing 

evaluated levels of skill devefopmenf in all subject areas. 

Wmkhg closely with teachers, I have gained considerable respect for the dedication to 

effective teaching a ~ d  learning strategies demonstrated by classroom teachers in their efforts 

to address inclusion. My interest in beliefs, school culture and mainstreaming practices thus 

springs from areas of proEessianal inkrest. 1 believe that a school culture can enhance 

maiastreaming efforts. On the 0 t h  band, I! do not feel that a teacher, principal or school 

can or sbcruld follow a blueprint of culture-building in order to bec-ame effective. It is my 

be, ief &at individuals and schools have their unique characteristics, strengths and constraints 

and must work within their specific context towards improved outcomes in on-going 

p~ocesses The collaboration and r e f I h e  practice needed for change processes requires 

frequent communication, risk-tabg, and supportive environments of mutual respect and 



k &SUMP TIONS OF ZHE C B E  STUDY 

The case study method as practised in this study involves underlying philosophical 

assumptions regarding research objectives and processes. The researcher concurs with 

Merriam that "multiple realitiesw are created by "personal interaction and perception" within 

the con%& of the case. (P988:17). The researcher and reader also contribute to these 

"muftipk realities'" resulting in perceptions filtered by their own beliefs. Research is thus 

a riekmfhation of beliefs, as q p s e d  to the determination of facts (Merriam, f 988: 17) in 

sagesting "the most compelling interpretation" (Bromley, 198638 in Merriam, 1988:30). 

Caw study afialysis invokes the assumption that "reality is ever changing, that knowledge 

consists of understanding, and that research goah should examine processes." (Reichardt 

& Cwk (Is) in Goek & f6:CompteZ f !I&I.:%l) fn this study, the "meaning" of experiences 

are ed tbrorrgh the pexceptions of the participants. Interviews and observations are 

fa*fplI& recorded and provide the basis for analysis and subsequent development of 

bpotxneses. 



hypafbeses" advocated by Chamberlin in 1890 facilitates this process. Each hypothesis is 

biases from pressing anabis towards premature conclusions. Cham berlin emphasized the 

The value af a working fapthesis lies largely in its suggestiveness of tines of 
inquiry that might otherwise be werlooked- Facts that are trivial in themselves 
are brorrgbt into significance bj their bearings upon the hptheses ,  and by 
their asoal indicatiens. (ChamEe~iLfin, 1890: in Science, 1%5:756) 

A f f ~ ~ ~ n d e d  mheo j' desa-ibed by GTaser & Stmuss similarly emerges from data analysis. 

(Geefiz $ LeCampte, 198&2@) "it, (grounded theory), is discovered, developed, and 

gsmkionaf% verified thrcrugh systematic data collection and analysis pertaining to that 

pbenornenon" (Strauss & Carbin, 1994):B). The emergence of hypotheses and the 

deveIazpment of theory is an oummrh of the "flexible interactions between phenomenon 

and theor)r" faaser  & Stxauss in Merriam, 1988:60). 

The heuristic characteristic of an "emergent design" (Lincdn & Guba, 1985, in Merriam, 

5 5 )  facilitates the discovery of variables and relationships suggestive of significant 

directions far inquiry. ""Disca.ering shared beliefs, practices, artifacts, shared knowledge, 

and kbaviours highJlgh& the d a l  mechanisms that facilitate these theoretical processes". 

i-e- "@rrltural transmission, sociafiza~on, acculturation and change, and culture and 

p-samli~., fGmb a d  LeCompfe, 1884:51) prpose of the emmination of every day 

w'eptces is Is  deternine bswr the ;3eqk w i t h  the corsZei define their bejiefs 



and to explore shared perceptions.. Such analysis can explore bow taken-for-granted or or 

rrnwif$en rules may underlie in&xacduns w i t h  a xX1001. 

T h i s  ~esearck tr tilizes the qualitative design of a descriptive case smdy for the purposes of 

identieing and describing the perceptions of a mainstreaming ~ r o g m .  Data from 

intentiews, observations and documentation fiom the naturalistic setting of the school are 

inductively examined with the researcher as the primary research instrument. Descriptions 

of beliefs and assumptions involve personal perceptions of situational variables. 

Although the data are viewed from the perspective of the school as a holistic unit, they are 

not a documentation of the whole. This study seeks insights into the complex realm of 

beliefs through the understanding of individuals practising inclusion. Although factors 

influencing these beliefs cannot be comprehensively examined in a study of this scope, the 

data collected provides questions and postulations for consideration in the implementation 

of inclusion. 

An effort is made to retain a faithful representation of the meanings intended by 

participants. Patterns are identified for inductive analysis and researcher assumptions 

questioned in the evolutionary process of data analysis. The following discussion of the 

method discusses the rationale folr the choice of method, its 13erent philosophical 



The purpose of this study is to describe the perceptions of individuals and regarding 

mainsdreaming in their school. The school context requires attention to formal and informal 

processes within the school. Data is collected from fieldwork involving interviews, 

eonvermtions, observations of interactions and documents to approximate a holistic 

description of beliefs regardingmainsmaming. Tfie objective in datz collection and analysis 

is "to arrive at a comprehensive understanding of the groups under study" (Becker, 1968:233 

in Merriam, 1988:11) The orientation of the researcher in the personal contacts with 

participants was empathic towards their experiences, rather than judgementai. The 

development of trust and confidence in the ethical conduct of the researcher was a goal 

during this study. 

The method of data analysis invdves 4 stages identified by Glaser & Strauss. It relies on 

a method of "constant comparative analysis'? 

(1) beginning with comparing incidents and the creation of initial categories. 

(2) comparisons between incidents and between incidents and the 
characteristics of the categories. 

(3) grouping of categories into "highly conceptual categories", hypothesis 
proposed and data checked for fit. 

(4) writing of theory or propositions from the coded data. 

Gmtz & LeCompte, 1967 in Merriam, 1988:60; Goetz & LeCompte, 1984; 
Strauss & Corbin, 1990) 

This method of analysis oceurs within &e process of data collection to guide the 

bvesfigation as well as fofluwing data collection, multiple working hypotheses are proposed 



and cbezked from the early stages af data collection and are rejected or refmufated with 

reference to the evidence 

in settings as complex and varied as sehoofs, situational variables are abundant and 

scrsceptihlle to constant change- me case study method can address many of the contextual 

variables in a specific sel6ng- Merr3am identifies the ease sbdy as an *ideal design for 

understanding and interpreting observations of educational phenomena." ip.2) and writes: 

I chose this paradigm because 1 believe that research foeused on discovery, 
insight, and undersfanding from the perspective of those being studied offers 
the greatest promise of making significant contributions to the knowledge base 
and practice of education. (Meniam, 1988:3) 

The schoul site was selected for its extertded experience with students with special needs. 

Since Hillcrest Elementary enroIled special dasses for approximately 20 years prior to full 

inclusion, the experiences of school members in tbis school: was of interest. The innovations 

of incfusion at this site is also an example sf an externally i m ~ d  program, "politically 

cftarged" -4th social and legal implicatio~s. The term "case", similar to Hubeman & Miles' 

term, "site", is a "bounded context in which one is studying events, processes and outcomes" 

Members are observed within this context and discuss their perceptions of their experiences 

with the mainstreaming program. "By concentrating on a single phenomenon or entity, this 

appioach 2ims to uncover the interaction of significant factors characteristic of the 

phermmenon. This case seek holistic description and explanation." (Cronbach, 1975:123 



s and a s such, provides 

EndeeB holistic description is necesibted by the complexity of interactive processes. Causal 

relatiomships and the eRe& of hdkn"doaI factors are prctducts of ~ a n t e ~ a l  dynamics. A 

case smdy is deemed appropriate where it is impossible to distinguish variables from their 

m e  Y 9 M e r r i ,  9 Tf3is study explores the phertmeadogicitt 

expression ofculbral beliefs 'sin a school ~ega~ding  a specific educatiosiai change.. I t  includes 

krisfoficd and sociofogicaf infomation to describe the specific eontextual background. "Thus, 

the expekences sf indivibds, and significant events and paucefses of fhe recent past within 

the s e h d  f o m  an integral part of this desaiptjon. Yin identifies the advantages of the 

case study k an examination of educational change and writes: '"-. the case study's unique 

strength is its ability to deal with a full variety of evidence - documents, aIzifac& interviews 

and absematims". (Yin, 19&4:-19-20 in Meniam, p.9) 

me specific s e h d  in this study experienced the initial stages of implementation. Kenny 

& Gratehesohen assert that a case is suited "to develop a better understanding of the 

dynamics of a program: and that it has "historical significance" f l980:5 in Merriarn, ?988:30- 

31). Phis case study describes the beliefs of individuals and interactions related to a specific 



W i n g  techniques from Sfrauss & Coibin f 1990), Hubeman LQ M l e s  (198 ), and Goetz & 

fxCsmpte (1 PM), are used where relevant to sobe field notes for and@. Themes are 

identified gram the theoretical framework related to cultural characteristics of xhoal, 

educational change and mainstreaming beliefs, Categories are dram from these for more 

specific phenomena, such as: "teacher efficacpt" or "unanticipated consequences". 

Relatitsnsbips are determined with &e use of the conceptual strategies of: c0211~fing bow 

aften it mcurs, noting patterns, 'plausibiriry", clustering, "factoring" or categorizing, and 

identifying relationships and variables. (Hubeman & Miles, 1984, in Memiam, f 988:348- 

Obsemtisas focus on the following aspecB: the setting, the identified participants, 

19m-98-91)- The absence of an adon is afso noted when significant, "especially if it ought 

to have happened" (Pattom, 1980:155 in Merriam, 2988:91), The data is descn'bed using a 

sf "thick descriptian" i a v o h g  literal descriptiun" and interpretation, Guba and 

L i ~ c d n  (1981) identie that the interpretive quality of case study description means: 



The modification and deuelqmenf of hypotheses, is discussed in a description "building a 

OagkaZ chain of edeni-e" (MemZYfam, 238&153). The concluding analysis and interpretation 

of the stsdy summarizes the. findkgs identiwng "overarching, across-more-t han-one-stu dy 

propsitions that a n  ammnt for the '%ow" and *whyn of the phenomena under study" 

(Mabeman & Miles, fW:223 in Memiam, 1988:152). 

lhmpficatio~s for other settings are suggested with an ackndedgement of the study's 

Ihitafions. Questions are raised and suggestions are made for further research. The 

de-tion of the limitations of this study demonstrates the difficu lties of considering 

brmdly based theory in schwls with varied settings and members. The value of this study 

Ees in its description of the perceptj:oas and beliefs of the participants and their activities 

ia the naturalistic se&g of their workplace. Meanings are communicated, relating as 

faithhi% as possible the inteaded meanings of participants in an effort to reproduce the 

s e a g  far the reader. 

ease study strives to make the experience of inclusion in this s e h d  context observable 

to the reader through these descriptions. It is a snapshot. Factors may be beyond its 

frame or hidden from view. Those charaderl,stics within the picture, are described with care 

a d  respect for the participants who have shared their experiences. Guba & Lincoln 

@i?&m ~esearche~~ to b e  mme 3f the Iinitatio~s of zi GW stiidjj - T h a t  is, they ' l ad  -to 

maqaefa;be as a whole whem in fact they are a part - a slice of Me". (Guba & Lincoln, 

1%1:3?7 in M&m, p.33) 



B, DATA COLLECTION 

me dab for this study were cdfedeb fkum three main sources: interviews, observations, and 

d w u m e n t ~ ~  I h e  primary scrurces of data were hped interviews with five educators involved 

with the inclusion of Special Needs children at  Hillcrest Elementary School in the Sbuswap 

%hml District, Information from nine additional interviews and infonnaf discussions 

contributed to the description and understanding of the school context, Further data were 

prwided by researcher observations and interactions in the classrooms, school, and district. 

Background documents, in the form of policy statements and handbooks, provided 

infomation regarding formal processes. 

Niilcrest Elementary School has a student population of 325, employing 18 teachers, and 

three Special Assistants. Each of the teachers in this study enrols a student with special 

needs and has a full-time equivalent Special Assistant involving five or six hours daily, 

assigned to the dass. 

The District of S a h o n  Arm is relative?y small in population but is geographically spread 

across a wide rural area. Three thousand students are enrolled within 19 elementary 

schools and five secondary sch00Is. Tfiis district employs 345 teachers. Nineteen of these 

teachers are Learning Resource Teachers who help to facilitate inclusion within schools. 

There are also 81 Special Assistants and three Special Education teachers employed within 

staden& with special needs who are designated as Low Incidence Students. 



2 -  f N I T R P m S  

Fmfieen isiem-ims were eondscred in this inves2igation. Tnese interviews varied in form. 

in length, and in p ~ ~ .  Eke key intewiews were taped and transcribed verbatim to 

identify and examine the contributions of the participants in depth. The four interviewed 

teachers enrolled inclusive classes at the time of this study, in the 199 1-92 school year. Two 

af these intemiewees were primary classroom teachers, while the others taught intermediate 

dasses. effwt was made $0 prmtd:: &ex teachers with a measure of anonymity within 

tiiris limited context by refrainlag from naming or otherwise identifying them. 

Each dass had one identified special needs student and one full Qime equivelant Special 

Assistant assigned to the class. References to these individuals involve pseudonyms to 

ensure &eir anonymity- The fifth key participant who is identified by name in the findings, 

was Cave &%ken, the administrator a t  Hacrest Elementary School. Respondents were 

initially given interview transcripts to confirm their intended meanings or remove statements 

@en if they desired. A draft of the completed chapter on the findings was also made 

available to participants for a f u d e r  opportunity to cheek interpretations of their 

statements. 

Swen additional inte~ews were taped and examined to provide background information 

a d  fmrthe;- prspe&es $0 those ide~tified irr the findings. Tfie interviews aed &sewations 

of the four Special Education Assistants working with the interviewed teachers were 

instfamental in providing a more coinp1ete picairs of the classroom and school environment. 



cu iren tfy Hillcrest's vice-pFmcipaI, and the Director of hstruction and Student Support 

Services. Notes taken from a telephone interview with the school's previous administrator 

and an informal interview 6 t h  the Learning Resource Teacher also contributed to this 

background knowledge. 

2. OBSER VA TIONS 

Informal observations cctnduckd throughout the school provide direct experiences or' 

imrterifckims bemeen members in *his s h d  as perceived by the researcher. %ttings and 

i~stnrctional organization are considered for their correspondence to iatewiewee comments. 

Interactions between studen& teachers, Special Education Workers, school administrators, 

&stria personnel, and parents provided background information for the taped interviews. 

Observations in the schoef included the chsrooms, staffroom, office, hallways, and 

playgmunds. Interactions out of school invoked the district office and a parent picnic where 

HiEkrest students were comlrrding a camping field trip. Three examples of classroom 

&senrations are provided in Appendix IE. 

3. M U M E N T S  

The f d d n g  section: describes poiicy statements and ou tbes  roks and processes regarding 

inchsionary schooting in the Shuswap district, Tiwe are two categories of documents 

originating from the district and the school. Colfaboration between these fources is evident 



h these desaiptions, This res;iew first nofes district documents used across the district to 

facilitate indusim. khd-based docarmen% are then abdrewd, identiQing practices in 

sther district schools as well as for this site- 

The isvestigation of the experiences and beliefs of classroom teachers with speriafs needs 

ch3dren requires an understanding of the contextual environment in wbich they practice. 

Policy statements, definitions of roks and responsibiiities, and the identification of 

processes are essential components of this context. Since the invoivernent and intent of 

district and school leadership create the framework for inclusionary practise, the folfowing 

docttments were examined: 

-This document states the pfriIosophy and objectives of the Sfiuswap District's student 
services. It outlines the structure and delivery of student support services and 
describes the rdes and responsibSties of student support persoanel. 

- This extensive handbmk was developed by the Director of Student Support Services 
in the Shnswap School District, Dr- R.S,Zigler. It is used as a  reference for 
a h h i s t r a t 0 6  trustee$ and other hvobed personnel, to guide them in all aspects 
oif the process of faf:iEitatihg ~ d ~ s i o ~ q  scfimls. Information aad stnkgies for the 
implementafion of inclusion are presented to promote effective practice. 



- The Spechf Assishnt's handbook was prepared for the Shuswap D i ~ ~ c t  by a 
mmmittee comprised of four Special Assistants and a district coun&llor, with the 
direction of &%ark Stainer, the District Integration Fac%tator. It identifies and 
describes the roles and respsibiiities of Special Assistants and provides strategies 
for cfassroom use, 

- This materia! dexnies the h4AP prmess implemented in the Sftuswap Disf.,tict to 
identify the needs of individual children and to develop a plan of adon based on 
these goals. All significant individuals in the chiid's fife are encouraged to take active 
part in this process, led by a trained facilitator- 

- This dmument identifies specific xhmf goals for students and teachers to be 
addressed in this year. It facuses on the areas of 'htelfectuaI','Socia! and Human', 
and 'Careers* development, Actions to be taken, such as in-service in targeted areas 
and strategies to be ntiIize4 are indude& 

- Tkis survey was developed to evaluate the strengths and needs in the Learning 
Resorrrce progrant- 
Teachers were asked to comment on the role and delivery of this program within 
H i k r e s ~  

- The famat of' the fEB for hdbidiid students has been recorded. This plan of action 
~ w 1 &  &om the MAP irree@p a96 is cmpkted by the hteptisr? F2cilifatex for 
use by teachers and si~ppurt personnel. 



- Observations from this staff meeting prcnride infomation regarding staff processes 
and interactions. Evenas of this meeting also contribute to the discussion of the 
leadership role af the p ~ c i p a l ,  

Procedures and techniqoes ofgmnded theory developed and descnlxd by Anselm Strauss 

and S n k t  Corbin (1990) fomsed on the method of con,rfatlt comprarive am&sk provided 

fhe central orientation to data analysis as formulated by Anseim Strauss and Barney Glaser 

(1968). Gmnded theory is "discuvereb, developed, and provisionally verified through 

systematic. data collecfiu~ and analysis of data pertaining to that phen~menon,~(Strauss and 

Ca&in,1990,p.23). Techniqmes smfr as extensive qtrestioning sfrufegies and fy?;lemu,icb 

cornpapison of phenomena are emphasized by Sbauss and Corbin as critical to develap " the 

abiIity to see with analytic depth" (1990,p.76) during coding. Three major types of coding 

were emnployed: open catling ariQl cobig, and xefeciive cL;tbing8 Cdes  used in this study are 

prm-ded in Appendix In- 



the dimensions of frequencyf extenf; intensity and duration influerrneed the categorization of 

M M L  CODING 

is isrrsed to aentiQ relatioflsbips between cakgories and subcategories, In this mdet ,  causal 

am finked by a cenlirat idea, eveat, or incident, identified as aphemmenorz. The 

set af properties related fro the phenomenon represent the conre;rr witbin which 



CL represented causal lids+ and TIH indicated circumstances of changed teacher beliefs. 

(Tafiegaries such as (Aarismatic knowledge) were eliminated in favour of more 

specific ~afegories or joined, such as the merging of SOC (socialization) and SOAC (social 

mxphnce). 

Refa~ansh+ and emerging gatterns emerged from inductive and deductive processes 

tfirrmgb continuous q t ~ e ~ o ~ ~ i n g ,  hypothesizing, and ongoing comparisons. In selective 

ing, #.be central 'sto~y' or integrated conceptualization of the core category was defined 

and related fo df major catego-. This firraf stage of the coding process drew relationships 

Cmeepauakd stages were idensed as having intervening condiuo~s evolving over time. 

The reEaItE'0mm between &is c(~~r=epraliizatio~~~, or resulting s r ~ r y  iine (If  6) and further 

ategwies was ermined- Patterns and dat i~~s  related to categories a h  contributed 



D. DUMNG DATA COLLECTlON 

The following introduction describes research and coding processes influencing the 

presentation of the findings in this study. The collected data reflects experiences and beliefs 

within the complex innovation of inclusion, resulting in a considerable range of information 

in the dab. Research questions focused interview responses on experiences and beliefs 

related to inclusive schoohg. The open-ended nature of the interviews encouraged 

respondents to elaborate upon individual concerns, generating additional information. 

Subsequently, the coding and analysis of interview texts identified predominant categories 

and themes creating a framework for the discussions of the findings. The following 

description of the interview process demonstrates the generation of additional questions in 

open-ended interviews. 

During open-ended i n t e ~ e w s ,  the wording of prepared questions, as well as some of the 

grtestkm thremsefves, were altered. Questions merged when respondents answered more 

than one of the questions in one response. They were also rephrased to focus more 

succinctly on the intent of the question, or extended where important aspects of a question 

were nut addressed in a given response. This flenile structure, encouraged a naturalistic 

divergenee from original questions by the respondents and interviewer. The use of open- 

ended interviews issued valuable additional information regarding the experiences and 

kkfs  of impmnce to the participants. In this process, a focus upon specific questions 



and responses was not as high a priority as the generation of responses identifying 

respondent concerns and priorities. 

The absence of identical questions and a prescribed sequence of questions given to each 

participant resulted in the emergence of recurrent and unique themes throughout the texts. 

The interview process, however, generatedinformation reaching beyond 'expected'responses 

pw&Iy achieved through a written or verbal survey. Given the external source of the 

innovation, responses might potentially have been drawn from relatively recent workshop 

experiences or policies rather than from personal reflections. The open-ended interviews in 

this study resulted in the generation of considerably more exploration into the similarities 

and differences of beliefs and experiences in this school setting. 

I had experienced initial apprehension while conducting the open-ended interviews since 

responses could move in a wide variety of directions. I had also been concerned that 

pestions required rephrasing and follow-up questions needed to be formulated during the 

inkrviews themselves. The maintenance of the broader framework to examine experiences 

with inch~ion, however, determined the study's parameters. 

esmp1a and anecdotes, indulging me graciously when I requested we return to interview 



questions. All of the individuals ktenrlewed in Salmon A m  demonstrated a willingness to 

that they shared their perceptions and feelings with unguarded spontaneity which, in itself, 

may be an indication of the school ethos to be discussed in the concluding chapter. 

My earlier apprehensions regarding the method of open-ended questioning subsided as the 

interviews progressed. I realized that they contained a substantial amount of information 

regarding individual and group experiences and beliefs. Statements involved many important 

aspects of the inclusion innovation, the school context, the district context, and the 

stakefidders involved. Concerns about the process of data collection also lifted during the 

coding of the interviews. ItJew categories or themes clearly emerged from the interviews 

while sonre concepts considered important by the researcher prior to coding, were not 

emphasized by participants due to their circumstances and experiences. 



C-R 4 - THE FINDINGS 

The discussion of the findiags is divided into overarching areas identified as important to 

inclusive schmls by interview participants, documentation, and observations. The diverse 

topics identified in the interviews itre categorized within three main areas of discussion 

arising from the data. The sections fiaming the presentation of the themes identified in the 

findings for this chapter are: PART I - Perceph'om of Incl~+sion, PART If - Internal Ccmiext, 

and PART 111 - External Corst&. 

Part li identifies indtvidttal andgoupperceptiom of inclusion at Hillcrest Elementary School. 

Unique and shared beliefs addressing the philosophy, practice, and values related to 

incf.usicrn are discussed, The second section examines perspectives of processes in the 

iatemal context of the school. Formal processes, the school administrator, and interactions 

within the school are identified in these discussions. Prior circumstances at Hillcrest and 

background experiences of the educators also are described. Educator views regarding the 

mml context of the school are thus examined in the third section. Part HI identifies 

fada~s kvolving distfict processes and schoofs, parents, the community and the broader 

d a f .  environment. 

identified wriihh these three categories- These categories identify further themes based on 

the prmIen~e of a belief amongst faur or five of tbe interviewees. Within all of these 



discussions, less frequent and individual perceptions are also identified if relevant to the 

theme discussed. These observations provided by one or two participants are identified in 

this paper as unique. Beliefs held by four or five of the study participants and considered 

by them to be widely accepted in the school are also categorized as "shared" perceptions. 

PART I PERCEPTIONS OF INCLUSION 

What is the purpose of inclusive schooling? H%at do educators believe to be the desired 

outcomes of education for all students? Interview responses reveal a close relationship 

between instructional philosophy and beliefs about the purposes of inclusion. In the 

interviews with educators in this inclusive setting, educational philosophy was extensively 

addressed regarding a number of aspects of inciusion. Central themes containing references 

to instructional philosophies and identified goals of inclusion emerge from the discussions 

and are explored in the fallowing section. These themes involve: (A) beliefs about the 

educational philosophy, (B) belZefs regarfig a desirable framework for instruction, and (C) 

shared values. 

A. EDUGA TfUNAL PHILOSOPHY 

Individual beliefs regarding the purposes of inclusion reflect similar views towards the 

educatio~ of a11 students.. All respondents emphasized that educational goals of inclusion 

parallel the goals of public education- "fhe distinguishing feature of the philosophy of 

indasion is the g d  to involve students with special needs within the same educational 

context as peers of their age. Major categories found within this theme f m s  on the 



concepts of e p l  ~pportunifies to reach educationaIg~ah related to academic achievement and 

s o c i a h t h .  Expressions uf beliefs addressing - ~hese categories arose in all interviews and 

were evident in documents on inclusion and in researcher observations within Hillcrest. 

The concept of a neighbourhd school, as stated by Mr. Aitken, is essential to his 

philosophy of inclusive education. 

I believe that every school should be a totally inclusive sehool. I guess my 
philosophy is that the school should be all inclusive and that a school should 
reflect society and the neighbourhd as well. 

Underlying the philosophy of inclusion is a belief in the value of all individuals. An 

idenfified goal for teachers, students and parents, in the principal's view, is the awareness: 

"that every human being can make a contriiution to the school environment; that it's not 

just a receptive thing, these students do have the ability to enrich our lives". Teachers' 

comments also refer to the individual contributions of students with special needs: "They're 

peopIe and they have lots to offer. We caa learn a lot from them." In hiring, the principal 

considers a teacher's philosophy to be extremely important. He emphasizes the need for 

"a genuine caring for clddren", and "an opemess that includes that they would accept all 

the c ~ d r e n " .  

It is i sprtsa~ i  to add, &a$ mt dl patkipants are entirely supportive of hIl inclusion in its 

present fom. Two teachem expressed concern that full inclusion should, in their views, be 



carefuZEy reviewed on an individual basis. Nthough they are extremely positive regarding 

full inclusion fur must studen& with s-wiaf needs, they sbte: "From my point of view, the 

pfrilcmphy of it all, f think there should be, what I would call individualized integration" 

and, "I don't see it working for everyone right away - like blanket integration. It's too soon". 

Describing the "mixed feelings" regarding the success of inclusion for all students, a teacher 

says, "I do think some kids, not the students in this class, but some kids, f think their needs 

aren't being met by integration"'. These teachers emphatically support the concept of 

inclusion, but have reservations about the identification and placement of students with 

special needs in specific instances. 

2- Aeademic Goals 

With respect to educational programs, participants felt strongly that all aspects of 

educational programs be available to students with special needs where appropriate to their 

abilities. As one teacher pointed ouh procedures are successfully employed to determine 

appropriate academic goals. "But with academics, we've taken care of a lot of that with the 

strides we've made in mapping and planning." 

Cancerning academic goals, the principal suggests, "That they be given every opportunity 

as bake part in the academic program, just like any other student." In a unique statement, 

Dave fitken ah perceives &at &dent hvoivement withis the x h x f  is lshpm~% "I want 

'them to have a Bavorrr of bekg invoked and making decisions at  the school level too." 



Concern for the safety of children is noted by one teacher and the principal. It is a serious 

consideration in placement decisions and Is a factor requiring on-going monitoring by 

teachers and support teams. Expressing views regarding the purpose of schooling, a teacher 

Says: 

1 feel it's a case of providing the students with the skills that they will need 
to go out into a working worfd, such as being able to read, being able to 
write, and able to do mathematics. 

Suggesting that ectrrcationd qportunifies for students with special needs can effectively span 

the curriculum, another teacher observes: "... for me, (the student) has grown because she 

has had the opportunify to listen, to speak, read, write, play, dance, swim, run, do drama, 

and problem solvhg with kids her age". 

fn Dave Aitken's view, it is important that teachers set high expectations. He asserts: "For 

t31itt child, no matter what the special need is, there is always room for growth. Pointing out 

the effectiveness of the SpeciaI Assistant assigned to the class, a teacher observes that it is 

important that, "her expectations are high". 

A further indication of similar beliefs, regarding the expectations for a child's development, 

is another teacher's concern regarding insincere, inappropriate praise, given to students with 

+al needs. If someone offerss "I like your printing", where obviously it's been "slap 

&bedgi, kt inis teacher's view it is detrimental to valuing the actual achievement expected. 

Academic goah are recognized as important by all participants, however, the emphasis 



Socialization is identified as an essential goal of inclusion in all interviews. The following 

statement communicates the of this goal to teachers. 

And I would say again, the social skills, being able to interact, communicate 
with other people. Part of this work, right now, is one of the most important 
things we can ever do: it's working together with other people. 

A teacher emphatically states: "I don't feel that we've achieved total success until the 

children, (when I'm not there) treat her perfectly as if she were one of them. I don't think 

we te  achieved that", Another teacher explains: 

f feel (of primary importance to) the purpose of school is your interaction 
with the child. I feet it's necessary for the children to manage to get 
along well or they will find it very difficult to start to pick up the academic 
subjects. 

In the principal's view, positive peer relationships are indicators of the success of inclusion. 

His observations of these relationships assist in the determination of the "happiness", and 

the degree of inclusion achieved by students with special needs. Mr. Aiiken notes: "I'd 

lmk at their relationships with their peers. For example, do they have friends at lunch 

horrr?" Indicating that academic achievement had been the most important educational goal 

prior to indusion, one teacher perceives an increased emphasis upon social development. 

"'I mean it's important, but the social skills and being able to relate with other children is 

a ht@a priority." Concern was also expressed regarding a perceived tendency to place 

more emphasis on wciafizati~n than on academic learning in the class as a whole. "I don't 



;kills, but there's more emphasis on the 

s x k d  s&k, h+te~a&m, and to :earn the acceptance of other people". 

Referring to other students in the inclusive class, a teacher says, "I think that academically, 

it may slow them down". This concern raises questions regarding the nature of interventians 

or support required for a student with special needs. It is also a frequently expressed 

concern regarding the lncreasingfy diverse 'regular' or 'heterogeneous' classrooms and 

groupings. 

f n t e ~ e w s  with the District Integration Facilitator and Director of Special Services indicate 

that an initial emphasis on social integration is critical to the implementation of inclusion. 

Dr. Zigler and Mark Stainer indicate that it is the first necessary step towards including 

students with special needs. Dr. Zigler states that the goals of inclusion currently include 

the development of teachers' "awareness and involvement with the development of that 

chllEE's (student with special needs) program". In the coming year, an emphasis will be 

placed OD developing further strategies for the inclusion of students with special needs 

withie the classroom. Stressing the importance of meaningful educational goals, Dr. Zigler 

In other districts, 1 have observed there's a lot of lip service given to inclusion 
and in reality you have special classes within classes. They're (students with 
special needs) isolated md they're sitting in the back of the class and they 
codd be on the mom. 



For the educators interviewed, the philosophy of inclusion additionally comprises goals 

importance of scfroctl goals in preparing both students with special needs and students 

without special needs for life in an integrated society. Identifying such a goal for students, 

a teacher says, "1 think, of course, it is important to fit in to the classroom and so forth and 

i think, the big picture is for them to fit into society some way". Another teacher states: 

"As a society, I think we can't keep them locked in closets." A third teacher suggests: 

(The purpose of schooling) is to encourage a child to heighten their 
awareness of their physical environment, their academic environment, their 
family environment, their cultural heritage, the world environment", and "to 
help the children to hone their abilities to give to society, to give to others, 
to appreciate others, to celebrate them, to appreciate themsebes? to celebrate 
themselves, to heighten their awareness of the complexity and the inter- 
relatedness of life. I think that's it. 

The purpose of education for this teacher also iaclzndes the development of "life-long 

learnersft, by "encouraging them to be risk takers who find learning "intrinsically rewarding". 

Asserting that schooling should encourage children "to realize that learning is exciting, and 

it'sieaffy one of the most selfish, delightful, wondrous things one can do", the teacher points 

to the importance of the learning process in current educational philosophy. 

These comprehensive views of the purposes of education demonstrate the need for an 

skilis, and the acquisition of Bnmledge. hclusion requires the ~Iarification and 

understanding of its philosophy and its instructimal implications. Recognizing that inclusion 



upon a recognition of the individual needs of students. n i s  emphasis addresses the 

dema~d to meet multiple needs in heterogeneous classrooms cuneatty prevalent in public 

sehods. Within inclusive schoofs, considerations required for students with special needs 

are an integral part of school and classroom contexts. The suppart services described 

For a student with special needs, specific educational object& may at times vary from 



We have a very s ~ m g  izxtemediate staff. We have -people in intermediate who are 

emmitoed ta ;n chiid-based ph 

W sease of cmmiment to this phi1 *this the schml is a h  expressed by a teacher 

W ~ O  asserts: "1 feel &at m& Of $be elafses in Hliffcrest are 'I%mgrimaq frograms" (Year 2000 

k a r g r  PPqyam), they h a " $  jusi pay lip serviceI so I really fed they do thatff- M&g this 

p i n t  at a m m  p e m a l  h X ,  mother teacher states: 'This disc Eras heavily bought into 

tbe Year and Whole Language. and I"m a stroq adherent to ideas, but also a 

.&roff!g bether &at there are &Ik that need to be taughr. Key compments of this 

m are ebident in 

Tbre central issue ctf pravldhg app~qriate~ differentiated arricula to aM students is 

ed by the teachem Dmaiiing his(her dassrocan program as, ''Very, very 

cb  str red^^ m e  tewber noted: 

q p r q m ~ ,  it's so c~ndueive because it celebrates the 
e r m r e r ~  and early so &at esrery increment, every gradation is 
bigbligbteQ and even though it's oot okroims, we on see (the &dent) grow. 

kmbg are b a d  at &e child's ability level and enmurage 



riences. They are gradually extended dependent upon the child's progress. 

Hn &e words d another teacherr "You need to hnd where ttrey need to go - and what tfiey 

seed to do.a Teachers considered inshctional processes for students with special needs 

to be ahe same as those d for other children. A teacfier observes: "Each time you 

get a different child that's k e n  integrate& it's a learning process, YOU have to learn the 

cEriXd, just like you have go learn every other child in the class-" It is important to recognize 

that the principal shares xlm& view, stating, 

f b  requires that a lot of actaptation of the curriculum, for that child, be made. 
That they still feel part of the ctassioom because they're working on the 
same theme, or the same p~ojec& scaled to their abilities. 

In a uaiquely stated perspective* a teacher expresses a belief in the impact of the processes 

af bstxxdon, a s s e ~ g :  "I really feel very, very strongly, mind you this is an absolutely 

part of my phifosophy a h t  children, that the system is cmciaf to the children". 

-Haking the use of the term "system', the teacher targets the e r i t k l  distinction between 

,-&q (teachers with a teacher, or ~ ~ l u r n - d r i v e n  philosophy) think the 
dehnitioon of whoof is for the chdd to meet the expectations of the program 
wbkh is very different: from percehing that the child: comes as is and the 
grogam is, by definition, what the chWs needs a r e  You know, the whole 
thing's a paradigm shift &ere. 

Endee4 ssme teachers indicated their support for incfusion was dependent upon the 



necessary, inclusion at Hillcrest School does not singularly imply a student's physical 

presence iir the class. It invokes engagement with meaningful academic and social 

activities, with as much proximity to peer activities as possible. Implementing aspects of 

individual curriculum objectives by providing one to one assistance in a variety of settings 

is a b  considered an important aspect of program flexibility. The principal acknowledges 

that students also work outside of the classroom, and states, "When appropriate, we 

certainly encourage the aide to work on basic functional skills". The following discussion 

orf instruction examines how students work towards their individualized goals within and 

mt.side of the inclusive classroom. 

There are two additional distinguishing features of instruction in an inclusive setting. These 

concerns are related to the length of time outside the classroom and the form of 

partkipation within the class. Fundamentally, the intent of inclusion is to maximize 

instruction and student participation with same age peers in the regular classroom 

environment. On the one hand, all of the study participants perceived it to be beneficial 

and desirable for students with special needs to participate within the classroom rather than 

outside it. In the words of one teacher, ?l%e child is removed from the classroom as little 

as p s i i l e ,  and while he is in &e classroom, participating as much as he can with other 

s t m k ~ &  a d  interacting with &emw- 0~ the other hand, it is evident that st~dests have 



It was also stressed that in situations where it was apparent that the child 
could not fundon in the ciassroom, fbe child would be removed from the 
rmm and some other mitable place in the school would be found for the 
child unt3 that cMd was ready to be brought back into the classroom. There 
was an indication that certainly all chifdren's education was looked at and any 
child who misbehaved in the classroom, whether a child with special needs or 
not, would be dealt with in basically the same manner- 

Participation within classes varies flexibly from 60% of each day to virtually no separation 

with daily adjustments made depending upon activities and student needs. Most of the 

sbdeats participate in classrooms for the majority of the school day with the objective of 

extending the degree of integration whenever possible. A teacher expressed delight with 

a student's improved behaviours which allowed for gradually decreased time spent outside 

the class. The teacher asserts: "Now, we've got that (time outside the class) down way 

lower than it was before so that she will spend virtually all afternoon in the classroom." 

Outside the classroom setting, students may work with the Special Assistant on individual 

objectives such as Me-skills' programs. The students may also work with other specialists 

such as a speech pathologist, or a Learning Resource Teacher. Additionally, if a student has 

several behaviour difficulties and requires close supervision, working outside the classroom 

may be necessary for social/emotional reasons. 

Ttre extent of varied instntction witbin the class is influenced by unique and diverse 

inciivi&aIized needs. It atso requires flexibility and judgement on ihe part of the teacher 

m d  Special Assistant to maximjze participation in activities. Some activities may call for 



independent tasks, such as the use of specialized equipment, in order to work towards 

identified objectives. Others may involve integrated participation with a group of students, 

requiring no specific adaptations in materials. 

A wide range of options and flexible arrangements exist within the four classes observed. 

To the extent that they are able to engage meaningfully within integrated groupings, 

students with special needs appear to be encouraged to participate. Spontaneous 

evaluations and mctdifications of objectives and tasks are an integral part of this process. 

On-going problem-solving and monitoring is required in this process involving the individual 

program, the classroom, and the schml. 

3. Educational Outcomes For Students 

Two fundamental aspects emerged from the interviews related to educational outcomes in 

the inclusive classroom. Interviews, observations, and documentation consistently 

emphasized the academic and social goals of inclusion. In this section, beliefs and 

experiences identified by interview participants address: a) academic gains for students with 

specid needs, and ti) social benefits for all srudents. 

fa) Aeademie Ben@& 

With respect to the academic gains of students with special nee* four of the participants 

expressed suprise and pleasure regarding demonstrated achievements. One teacher did not 

refer to academic gains stressing instead the importance of sociafization. The following 



observations are from the principal and three teachers who identified specific experiences 

=with the academic achievement of siiidents w<tb special needs. Unique observations of the 

teacher who did not stress academic achievement are also provided. 

Refening to a specific student with special needs, the first teacher asserts: "For (this child) 

it's ideal. Absolutely ideal. f mean, she's just growing, and growing, and growing and 

goWi.I1gw. With reference to zm a n d o t e  describing an unexpected accomp!ishment by 

another student in the school, the teacher states, "That's like (odds of) a million and ten. 

There's a change in him. I mean he is supposed to be severely mentally handicapped". 

Another teacher descnied the unexpected learning demonstrated by a student with special 

nee& saying, "Gradually she retains more and more and more. She's had a lot of work and 

study habits, and tasks to develop attention. All of that has been sorted out". This teacher 

emphasizes the significance of these achievements for the student, stating: "I feel that she's 

made tremendous progress. But it's been very important. It's a very different little girl 

(now) yo= how.  It's been a very important growth process". The third teacher spoke of 

academic gains from a previous experience with a student with special needs. Explaining the 

padive impact of music in the child's program. Tbis teacher says: 

So we'd karn our songs, our math with songs, we'd learn our s t ay  reading 
with a sing-song tiff, and our poetry reading. But, it worked. I just got so 
excited because, when I saw Chat it worke;d, what a wonderful gift far me, for 
fhis chitd to s h w  me that this was working. It was a wonderful gift for me 
that they were giving me in return. So it made me just want to do more. 



The principal comments on the "success of inclusion" in academic and social areas 

I guess I've been very impressed with the level of success. I must admit that 
I was a bit doubting at first and I thought it was a major undertaking, and I 
reluctantly went along with it at first. I've seen myself certainly become a 
person who promotes it and would support the neighbourhood school 
concept. 

The fourth teacher did not describe or note academic gains, emphasizing a belief in the 

importance of social, rather than academic benefits, the teacher states: 

And so there is some trade-off- But f do feel that it's probably dependent on 
the special needs child. I feel that it may probably slow down the academic 
part a little, but the social part of the interaction, acceptance of other people, 
is very beneficial to them all (students). 

This teacher's concern that the academic progress of students without special needs may be 

hindered by inclusion was not raised by other teachers. Increases in the teachers' 

wmldoads, due to meetings, planning and classroom processes, are mentioned by three 

teachers. Although only one teacher identified the possibility of strains on classroom 

programs, it is evideng that the inclusion of students with special needs requires extra time 

and resources. When inclusion was first introduced, concern regarding possible constraints 

@aced on cfassroom programs were also raised by parents of students without special needs. 

Mr. Aitken reported that parents were then informed of the placement and role of Special 

Assistants in each inclusive classroom. In a unique statement on the effect of frequent 

elas;yyoom intermptioos by snme students with special needs, one teacher points out, "I think 

you tend to forget how draini~g and tiring it can also be for the (regular) kids, toof'. This 



is the only mention of the effects of disruptive student behaviours on students without 

The principal and all of the teachers stress the importance of the social acceptance and the 

socialization of students with special needs as significant aspects of the philosophy of 

indusioa* This fwus is cmsidered essential to the success of inclusion benefiting the social 

development of all students. 

The principal emphasizes "strong benefits" for the students with special needs who have the 

opportunity to "develop friendships" and decision-making skills while working towards 

specific academic goals. "It's (inclusion) good for other children because the other children 

get to interface with a variety of humanity. That's really going to be wonderful for them." 

hother teacher also comments on the importance of inclusion for children without special 

needs: 

]It's a lean@ experience, but it's also a learning experience for the stu6ent.s 
in the classroom. For them to know that these people exist, and how to 
relate to them as well. 

One teacher expressed strong reservations about full inclusion if a student is not interacting 

with peers and has difficuiy attending to dass~oorn bsks. The teacher states: 'If  don't 

h o w  the extent to which he's really relating with his peers". Emphasizing that it depends 



on the individuat, this teacher expressed disapproval fsr dogmatic adherence to the concept 

of inciusion without careful monitoring of appropriate piacements. 

C.  INDMDUAL PERCEPTIONS OF INCLUSION 

Participant responses throughout tbe interviews include information regarding changing 

perceptions of inclusion. This theme thus documents stated beliefs over time. Statements 

throtogbout tbe interviews contain fretpent references to changig beliefs. hbicatioras of 

thes~  altered beliefs are provided in this section of the findings. This discussion explores 

stated reasons provided for the charages as perceived by the informants. In the continuing 

effort to provide a measure of anonymity for the teachers, this theme is also organized in 

sub-themes rather than by discussions of a specific individual's beliefs. The views of each 

participant are therefore provided in the context of the following categories: I) perceptions 

1. Before In~lusfon 

Each participant in this study had serious reservations about inclusion prior to becoming 

involved. One teacher recalls having had a negative perspective earlier9 stating: "I thought 

it (indusiun) was detrimental". Inexperience may have affected initial views of inclusion. 

Teachers had no prior experience with full inclusion, and some teachers had no prior 

eqmi-ience With special needs students. Statements of teacher concerns include: "We didn't 

h a w  what to expect': "How are they going to do that? That's going to be an impssibility", 



and "I was at sea without knowing what I was dealing with". Initially unaware of the goals 

of the program or of the services of Special Assistants, a teacher remarks: 

1 didn't realize that a commitment to including kids in the classrooms, 
included a commitment to make that adjustment a valuable and possible one. 
I just didn't realize how they were going to do that. 

Some responses indicated feelings of resistance expressed by teachers. "Stating that, "I used 

to be very Ieery", one teacha admits: 'Actually, I went kicking and screaming against the 

whole system". Regarding early experiences with integration or partial inclusion which was 

felt to be, "just tokenismff, a teacher states, "I wasn't at all pleased with that (integration), 

I really felt like it was a kind of band-aid". The principal responded with similar candor to 

questions on early views, identifying many aspects which may concern an educator new to 

Well, 1 guess I hadn't personally had a lot of contact with children with 
special needs. Just my own personal contact with them, How do f 
ammunicate with these kids that may not be able to. At what level can I 
communicate with them? Have they some sort of comprehension, some sort 
of dialogue? That really worried me. How do I (communicate), when they 
are misbehaving? What are some of the consequences? What will have 
meaning for these kids? I had no idea. 

The questions posed by Mr. Aitken appeared to be addressed during the practice of 

inckusion, changing perceptions of inclusion in four of the study participants. These early 



Z After Inclaasioaa 

C h a n ~ ~ d  6.' beliefs were clearly evident h the pexeptims of 2n but one respowJent. In this 

instance, reservations regarding full inclusion held prior to inclusion are unchanged. In a 

response to a question asking if the teacher's view of inclusion had changed, the teacher 

sfates: *I think it's pretty well stayed the same". This teacher expressed concern about the 

pressures of on-going program modifications and notes that: "It isn't quite the concept I 

had in mind, adding, "Although people are helpful, you're sort of left to come up with 

other solu tions and try to solve the problem on your own". Identifying a preferred soh tion, 

the teacher states: "I think there should be, what I would call individualized integration", 

referring to the teacher's perceived need for further review of placement criteria. At a later 

point in the interview, this teacher referred to a degree of change in perceptions of 

inclusion, asserting: "You fry to meet the needs of the kids and I certainly know more now. 

Experience is wonderful. You don't feel quite so vulnerable, you know". 

A second teacher also expressed concerns regarding full inclusion for students with extensive 

special needs. ?%is educator emphasizes the safety and comfort level of children stating: "It 

(inclwioa) depends on the individual ... Given that the children are safe, that there isn't an 

abusive situation." The following unique perspective on the duration of classroom 

pa~cipat ion explains this teacher's personal view: 

"fsu see &is is my bias goo, ...I think that to put children in a classroom 
situation for 10 months a year is obscene. I wouldn't want any child to. I 
think, if you look at  Iambs, or baby goats, or colts. Look at them (pointing 
to the cJass), they have them in 4 walls and then you get somebody, you get 
a child who basically has few intellectual faculties and is a sensory being, and 
they're expected to sit and Wen  and interact on an abstract level. 

125 



In contrast to the first teacher with unchanged views, the teacher quoted above expresses 

considerable change in outlook regarding inclusion, and states: 

What made my belief system change, was a structural shift. That's clearly, 
absolutely, simplistically it. It's a structural change. This works when the 
program is child-based, child-centred, and if it's progressive. But if it's 
content based, if it's just the agenda for Grade 1, right? It doesn't work. 

Currently emphasizing, "I'm for ioclusion", this teacher attributes changes in perspective to 

changes in the delivery of instruction, stating: 

My teaching style has really, really changed and not only mine, I'm really 
lucky in that the class, the school that I'm in, a lot of the classrooms are very 
activity based: not only that the whole class is activity based, but (there are) 
pods of activities. 

Support services for the teacher and student are identified as instrumental in alleviating the 

sometimes ove~whelming sense of responsibility felt by teachers in inclusive classes. A 

teacher responds to a question regarding the effectiveness of inclusion by asserting: 

As soon as I didn't feel like it was my job description to meet all those needs, 
do you know what 1 mean? When I realized that it was my job description 
to facilitate them, to facilitate their education. Yes, very much so (that 
integration is possible). 

h o t h e r  teacher attributes an increase in job satisfaction to reduced workloads in current 

inclusive experiences. Teacher and student support networks and teacher experience are 

identified as inffuential in this teacher's changed perception of incfusion. 

I think it (inclusion) has been developed through the learning assistants 
(LRTs) with a better program set up and I don't think there's nearly the 



strain or the work as when f first started here. Maybe I'm more accustomed 
to it, too. 

Support services were important to the following teacher's attitudes towards inclusion: "As 

soon as I found out how the Special Assistants, or special worker system worked, I was 

okay". PresentIy affirming, "I'd say it's (inciusion) wonderful", this teacher a h  demonstrates 

a change from a cautious and doubtful perception to advocacy for inclusion. 

All of the four teachers attribute a changed outlook regarding inclusion, in part, due to the 

"personaI and professional growth" generated. This teacher responded that "the most 

important (personal) learning experience from inclusion" was: 

To learn that every child, it doesn't matter how handicapped or how gifted, 
has special wonderful things about them. f think probably what f knew when 
I went in is that every single child was unique. What I didn't realize was h a t  
every child who is handicapped had the same gifts and strengths that every 
other child does: that they are as unique as people, as every other single 
child and that we have to treat them tirat way. We have to. 

bother  teacher also comments on profesional growth gained from experiences with 

indrrsioa, stating: 

Bnd so it's (inclusion) been a growth experience. It's wonderful for learning 
about all sorts of things about early childhood education and early 
devefopme~lt of children. So that's been a tremendous improvement from 
my (mm) standpoint 

The third teacher points to increased hawledge and confidence gained through experiences 



I hadn't exp ected to feel quite so, so uneducated. I don't feel, that way now. 
I know ex&& what (my student with special needs) is doing. I know why 
~ c ~ P & P ' Q \  if* 
t--' - '=I 

The fourth teacher attributes changed perceptions to the impact of social learning for school 

members without special meeds. Indicating that an academic focus had earlier been a 

primary goal, this teacher says: 

At this mint, I think I've changed. I feel that with interaction with, them 
(students with special needs), they (regular students) learn how to relate with 
these people. It's a very important aspect, which we all need. 

Respected peer models are identified by two teachers as important to changes in 

perceptions. One teacher refened to "teachers that I learn from", as influential fa personal 

views on imlusion. A role mode1 from society was also cited as, a "spectacu'lar, brilliant 

mentor". This teacher was profot~ndly moved by a speech delivered by Norman Kunc, an 

advocate for inclusion with cerebral palsy. The teacher explains, 

Mis speech is severely impaired and he gave a scintillating public speech to 
all these other teachers, This was just unbelievably fabulous and he talked 
about how y m  have to be able to make mistakes. He really changed me. 

Camparing pas$ practices to those cunentfy used, this teacher addresses the issue of 

wnbusus progress whereby students remain with same-aged peers. Perceived drawbacks 



cttmnt p raerices. He identifies the limit of one student witb special needs per class and the 

bolkpemelat af Special assistants as cmtn"buting to improved ces with inchsion 



to thpV Shelter Workshop, itnd f felt just that rrruch more cumfortable with the 
people there. They were ta3king and I could communicate back. 

Do beliefs change? The information provided by the educators in this study tend to support 

the p s i b i f i ~  that in some cirarnstances they do. In other situations, central beliefs 

remain in spite of involvement with similar professional development opportunities and 

school s e ~ c e s .  Numerous variables are involved. Individual and group perspectives 

regarding incEusion such as t h e  cited in this section, can shape the outcomes of inclusion 

i s  classes and within the school. The following section presents an examination of shared 

belie& amsidered to be essential to inclusive schooling. 

The fkaI theme to be discussed, invokiiilg perceptions of inclusiun, addresses the beliefs felt 

by participants to be acknowledged and commonly held by a majority of school members 

at Willmest, Interview qu&oils were frequently related to core beliefs about inclusion. 

resdthg h responses involvbg valued individual and group beliefs. ]in the Hillcrest 

htenrim a number of h d ~ d u a b  expressed beliefs are commonly held, representing 

shilled perceptions regarding requirements for an inclusive environment. Observations and 

id!ornaI dismssions with staff members, Special Assistants and district personnel similarly 

k&cate the prevalence of the: beliefs identified by interview participants. 

Thee themes emerged as important to all participants related to shared beliefs. 

"Fhiese rhemes and their mbcafegories are referred to by four or five of the five participants. 



meanfrrgs. Some perspectives from fewer than four individuals are noted when considered 

particularly relevant to the discussion, and termed "unique". The 3 main categories, in the 

theme identified as Shared Perceptions, are: (1) Student Interactions, (2) R e  School 

Commtcni~, and (3) Art Etittk of Caring. 

Tfrere is little doubt, due to the emphasis placed on student interactions by study 

participants, that this topic is perceived as critical to the success of inclusion. The two 

salient feahres of this theme involve modeUed stdent behviours and peer support. 

It is through the process of mudelling appropriate behaviours that the participants in this 

study feel many of the objectives of inclusion can be met. Notably, the principal and 

teachers communicated a belief in the &*act of teachers as role models for students. They 

emphasizirrg the importance of social acceptance and the acceptance of academic 

differences. These educators expressed concerns regarding past practices resulting in the 

isolation of students with special needs. Mr. Aitken notes: 

It's important they f students with special needs) have appropriate role models 
for themselves. One of the disadvantages of having an isolated group, that 
f"m =re y d r e  aware of, is &at they madel inappropriate behavlour. Both 
socially and academia& tkey're workhg with their peers when they have a 
chance to go to schad ditb their peers. 



Teachers concur with this perception of the importance of peer role models. Expressing this 

belief9 a teacher states: 

I feel that they behave much more normally (in a regular class). The type of 
behaviour they will deal with when they are out of school, out working or in 
society, is a much more normal situation for them. 

Referring to changed behaviours in a mainstreamed student who had previously attended 

a special class, another teacher offers, "But I think that (earlier) misbehaviour was a 

function of her peers at that time, who feed off each other". In response to a question 

probing how the philosophy of inclusion is communicated in the school, a teacher asserts: 

"By modelling, it is simply h d u d h g  them". 

For one teacher, the outiooks of respected teaching peers who exude a love of learning and 

engage in creative chalie~ges are valuable models for students. This teacher refers to the 

effect of peer models, and states: "Their philosophy, ... how that just emanates to other 

people, to children, I think it's optimal". Another teacher acknowledges the impact of 

modelled teacher behaviours in the class and asserts- 

They (all students) watch how I respond very much. They watch like a hawk. 
You wuufdn2 think that they do. But your attitude, I think, and the way you 
model in the rmm, I think it's vital, I really do. 

The coiieepf of modebg, as %on-verb# m u n i c a t i o n " ,  is identified in a unique comment 

by one &xwher who notes: 

The non-verbal -unication by the (ahi t )  leaders of Hillcrest, the non- 
verbal ~ u n i c a t i i m  is, 'You are vafuable'. You know, to the individual 

a2 



child. 'You're valuable. f love you unconditionally. What you do, it's 
valuable', and it's not ever really even said. It's acted upon. 

Modelling attitudes and behaviours are important aspects of the learning experienced in 

Hillcrest's inclusive classrooms. Participant statements demonstrate an awareness of both 

student and teacher models. The second discussion of student interactions looks beyond 

the benefits of peer models to areas of peer support. 

fb) Peer Support 

The understanding and acceptance of differences is essential to the development of peer 

support in student interactions. Teachers generally referred to student interactions as 

positive and supportive at Hillcrest. They provide a number of comments similar to the 

following teacher's statement: "The kids on the playground look out for each other". Of 

regular students, another teacher observes: "They are very good. And they communicate. 

They're very understanding". 

Invohrement with students at different age levels, beyond the inclusive classes is also 

indicative uf peer support. A teacher dexnies the atmosphere of support within Hillcrest 

So the big kids know the names of the little kids and kind of look out for 
ah o&~T. There is z fiiind ef tin*w&e~ law. Nobdy really says it in specific 
terms, but it's understood that there's a respect for one another. It's 
cmsidered vefy ifnpmnt 



Frequently, support is spontaneous, as demonstrated in the following comment: 

There are some children in the grade 6 class (who) are very protective, very 
ftiendlty, and very caring of students with special needs, having grown up 
together with them. 

At other times, social isolation may necessitate intervention, such as the "Circle of Friends" 

strategy. Referring to this strategy, a teacher explains: 

We set up a buddy system, and got about 12 people who were willing to 
spend recess how wit% z q  child to ensure Befshe gets outside. To see them 
(students) caring about this person, trying to get him/her to be part of the 
class. It is very rewarding. 

The interview participants comment on a school-wide emphasis on developing greater 

awareness of the social needs of the student with special needs. As one teacher observes: 

"There is a real effort to try to get these students to work with other students". Another 

explains that students are not always responsive to this strategy, adding that appropriate 

social interactions can also be initiated independently: 

We have gone, for the first time, through a socially isolated t h e  at lunch 
hour and recess and you cannot legislate friends. You cannot legislate people 
to play with somebody, It was realty interesting today because 1 noticed that 
the isolating behaviour is stopping. That, all on its own, it's stopping. 

Mr. &&en emphasizes the importance of teachers' strategies conducive to facilitating peer 

support. He feels it is optimal if teachers are ''well versed in cooperative learning" as part 

E!Ii&x- he states: "f'd be looking for areas where there's lots of peer support, where they 



promote peer support in their classroom". The principal identifies that "peer relationship 

and peer support" are important aspects of an inclusive class. When hiring new teachers, 

he notes: "1 look for someone who has developed welt-articulated conflict resolution skills 

within the cfassroom". 

Teachers similarly identify cooperative groups as beneficial instructional practice, pointing 

out that all students gain from activities involving peer support. One teacher provides an 

example of the application of peer support, within an inclusive class, explaining: "We do 

have cmperative learning strategies. The student with special needs in my class is included 

in 95% of things". 

In a unique anecdote, a teacher describes a class discussion resulting from student 

misunderstandings. In the teacher's view, the regular students did not adequately 

understand the academic and social limitations of a student with special needs. A discussion 

was held in the absence of the student in question in order to clanfy class expectations. The 

teacher relates: 

Their (the students without special needs) perception was that helshe just 
needed help with school work, and f think at this point they needed to know 
there was a social lag and it wasn't just Math. I found this a little difficult. 

AR example of the benefits of peer support for the entire student body, is descriied by the 

principal in an aaecdote &urn his perrsonal experience. M i  A? says, 

But from my perspective, &am listening to my daughter, inclusion was one of 
the best things for the students in her classroom to deal with. They always 



wanted to volunteer to push the students with special needs in her wheelchair 
at recess and take her outside. The same thing happened here at  this school. 

Peer support is viewed by the educators of this inclusive school as a critical aspect of the 

support network for the student with special needs. It is additionally seen as an opportunity 

for the development of understanding and friendships for students without special needs. 

Essential to supportive peer interactions is the understanding and acceptance of similarities 

and differences between individuals. The learning environment can facilitate cooperative 

peer interactions as students work towards their individual learning objectives. At Hillcrest, 

the participants in this study recognize the impact of the learning environment on students, 

frequently linking it with the working environment of the school. In the following category, 

befiefs and interactions within the school are identified in the statements of study 

participants. 

2. The School Community 

The second category to be discussed in the theme involving shared perceptions of inclusion 

addresses a view of the school as a community. Several features are recognized by the 

ehcators in this study as prevalent beliefs within the school "community". The identified 

features within this social grouping noted by study participants, involve: a) the fundamental 

moEivadon for inclusion, b) relatiomh@s of mu~ual respect, c) a colhborative environment, and 



me primary belief supporting inciusion, in the view of the interviewed educators, is the 

conviction that it is a ffmoraDy'' or "ethically" correct way for a society to provide education 

This belief is a cornerstone in the philosophy of inclusive schools without which it is difficult 

to envision a commitment to  implementation. Although some concerns are expressed 

regarding the extent of inclusion in individual cases, the fundamental concept of inclusion 

is supporfed as "correc4' and beneficial to all students. There is aa absence of references 

to legal obligations in the five key interviews. Instead, there is a predominant concern for 

equal educational opportunities. 

@) Redaticrmkips of Trusf suui Respect 

Working groups frequently adhere to basic assumptions regarding the organization. In a 

brief verbal survey describing cultural assumptions, Dave Aitken supported the belief that: 

"Members of an organization are a family; they accept, respect and take care of each other 

in &is school". A number of statements from the principal and teachers at  Hillcrest reflect 

this perspective. In the words of one educator, there exists "a sense of community that 

seems to run throughout the school, you know. I think that all the teachers are friends, 

personal friends". 

It is necessary ta pobt  m t  that the external context of the relatively small community 

s e h g  and frequent contact between school and district members can affect relationships 

within a school. At Hillcrest, some teachers appear to be "close friends" while others are 



"friendly". The followhg teacher's statement demonstrates bow collaborative professional 

L TT.11 reIatio~!ships exist 21- " ~ g  -with the evident friendships a~ namest. 

I'm more closely attached to certain people, that's true. Yet if I have a 
problem in whatever area, I can go to Bill, I can go to Ed. There are people 
you can go to, and yet I don't socialize with them, but if I need to brain-stom 
about something, there's a real wilfingness to do this. It's just there. 

Study participants indicate that, at  Hillcrest, the foundation for interaction between group 

members is built upon t m t  and mutual respect. Discussing "the col~ective attitude or view 

of relationships within the school", a teacher asserted: "It's trust of your colleagues. Do you 

trust your colleagues? Do you hust the children? So it's trust. The teacher then added, 

"It has to be informal and risk-free. The number one component is risk-free. Risk-free, 

risk-free, risk-free, risk-free, risk-free, risk-free". Another teacher describes the relationships 

of trust at  Hillcrest in this way: 

There is a sense of trust. If you don't know something you can go and ask. 
There will be people on staff with the expertise who would be quite willing 
to tell you, and they in turn, everybody has their area of strengths, so nobody 
goes around thinking that they know it all. It's that risk-free environment. 

Explaining the importance of a supportive staff, another teacher describes the implications 

of a risk-free environment for teachers and students: 

You know you need to be able to feel risk-free in the staff room. I think 
that's very important Nobody is going to go there and say they don't know 
how to handle a certain child if they're going to be made to feel incompetent. 
That's very true for the c M 4  too, A lot of things you do for kids, they're the 
same for adults tzut just ot,viousfy on a more sophisticated level, but you 
how,  we learn to hide very weU. We learn to put up our little layers and it's 
for protection, so I think on this staff I feel very risk-free. 



Evidence of the belief in the need for tmst within classrooms is also provided in many other 

teacher explains: 

So what I'm trying to build is the sense of community. The students with 
special needs is part of the group. We're in this together for 10 months here. 
We'll work together and everybody grows, including myself. 

Underscoring the role of trust in the classroom context, this teacher described the 

importance of modelling respect t~wards individuals in the classrosm, saying: "They (the 

students) can trust it. They can trust it because you're showing you're going to do this, 

right?". This teacher stressed the importance of collaboration in learning processes, 

explaining: 

They have to be collaborative. Then they have partnership or ownership of 
what they're doing, The agenda has to be set by them. That doesn't mean 
just skills and knowledge aren't relayed through the content areas. It's all 
(the philosophy of the) primary program. I mean, all of this, it's classic 
primary program, and so the kids have a vested interest in it working. My 
student (with special needs) can sense that she/he has a vested interest. 

Mutual respect for colleagues is evident in many participant statements. One teacher noied 

that same of her peers are, "like mentors to me who I keep learning from". The teaching 

accomplishments of one peer is regarded as, "amazingly masterful" in an extensive 

description of a variety of the teacher's achievements. These statements demonstrate 

considerable personal and professbid respect between these teaching ~011eagues. In this 

teacher's view, peers communicated "respect for individuals and their strengths". 



(c) A Collaborative EnviroamM 

me foundation of tntst a d  ~esped that these hdi-v+duals fed exisis in Hiiicrest, resuits in 

frequent collaboration between school members. Formal opportunities for collaboration 

are identified in earlier discussions of Mapping sessions, School-Based Team meetings, and 

staff meetings. My observations of interactions at a staff meeting supports teacher 

perceptions regarding frank and extensive communications between Hillcrest staff members. 

Staff meetings are flexibly chaired by any staff members who chooses to do so. The staff 

meeting I attended was chaired by the principal, although the option to chair was presented 

to the staff. Discussion was encouraged and most teachers participated actively. 

Zn one interview, a teacher related that discussion at Hillcrest is open and extensive. This 

teacher comments on the importance of airing problems and views: 

If it's an attitude that's running through the school, we'll talk about it, you 
know. It's not ahways the positives, but because you talk, it's quite open. 
Usually you come to some conclusion. We try to solve it somehow, or at least 
you know about it. 

Expressing that, "it's not as if negative things don't happen. They do take place", this 

teacher identi•’ies hypothetical sentiments, indicating staff acceptance of individual views and 

frailties. Statements such as, "I'm disgusted with this kind of thing. It's really frustrating to 

me." or " I've had enough of it. I'm just about ready to loose it here.", this teacher feels, 

elicits support from colleagues ratber than judgement. The teacher explains, "People feel 

qrrite h e  to do that It's encouraged that we bE. I think that's important". Nthough 

lengthy &iscussions create inconveniences, this teacher also remarks: 



Our staff meetings ean be long because we really talk. We talk very openly 
and sometimes too much. You know you'd like it to be a little more 
dictatoiiaf, cause yots want to get home and it's 6 o'ciocki. 

Respect for the capabilities of individual teachers is evident in Mr. Aitken's agreement that 

teachers are: "responsible, motivated, and capable of governing themselves". The principal 

also asserts that teachers' input regarding inclusive programs is valued, stating: "I think they 

feel, and sure hope that they feel they have as much input as anyme else at that table as 

to decisions of where we shou3d go". Commenting on the principal's response to innovative 

or "off beatt' ideas, a teacher responds: 

f wouldn't feel reluctant at aU. (Suggesting an unconventional idea or 
problem) 1 would feel quite cumfortabfe. I feel we've been successful (la the 
past). I'm quite prepared to go to the principal with problems and share it 
with him. 

When the importance placed on communication by the scbool principal described earlier, 

listening, interacting and modelling were identified as requirements of effective 

commnnicatisn. Mr. Aitken's emphasis on the value of listening to and speaking with all 

schml members to be a "sounding board" for his staff, is also evident in teacher interactions. 

Teachers additionally express that they the principal's wilfingness to listen to their 

Communications between the District Integrcrtion Facilita*or, J m k g  Resource Teacher, 

district specialists, and staff members appears similarly "open". Flexible groupings of 

invoked individuak meet, when ner:essary+ to plaa and review gmii aad strategies. These 



The following references to schooj and district personnel as a "teamn demonstrate the 

perceived value of peer support and coliaboration. One teacher refers to a colleague who 

~ n & e f . r e d  to Hikrest, 'because she wanted to be part of this team". In another emmpfe, 

the school administrator states: 

NO way was it always smooth. That first year was not a smooth year by any 
means. But we've w e d  though it as a team, especially the group that were 
integrating - the teachers. W e  did have m e  time. We did meet once in a 
while and we talked about where we were going. I think we felt good about 
oursehes as a group in that team, when we got through that year and said, 
'Hey, we did it!'. 

C m e n t k g  on mapping meetbgs and ccrnsultations with parents, a t e a c h  observes: "And 

so that was a Iot of work, bat it worked@. This teacher points to the importance of on-going 

coB&oration with the parents of students with special needs regarding goals and processes. 



khavkmr, it is important: to note thalt a teacher at Hillcrest points csut an absence of group 

If 1 bcm't live up to that urt~onditimat lave, and lofs of days 1 don" ym 
kern? I don't fed c h d s e d  or in any way srtrcliraI& condemned. I just feel 
disappointed in myseEf- 

pks d wtbb0raPji.e a&eities fietween classes are a h  evident Fur inclusive schools, 



If a teacher is experienced with a new strategy involving other teacherg it has been found 

that peers tend to sttppoff these efforts. Bexribing this, a teachex camme~ts that, "the 

teachers were srmpporzlve" d a suggested activity, in spite of the possibility that, " it could 

Ire disruptive to some other c~assroumsn. 

h additional aspect of communicaticrn involved the impact of humour in group interactions 

nated by two individuals and obsenred by the researcher. Regarding interactions in the 

schmll, m e  teacher advocates the importance of humour. 

h d  you should be able to laugh, Z think if you take everything so darn 
seriously @use). You should be able to laugh at your rotten days. 
W e t i m e s  you can't. Sometimes it's the next day, but if you can joke about 
it, it's not that you're being frivdous and off-the-cuff. It's just that you got 
to kt off steam so yiau don't burn out. So I thhk there's a lot of laughter on 
the sfaft. 

Asked haw this c m e s  about within the staff, the teacher indicated that a number of staff 

members have a wef developed sense of bumour, appreciated by the rest of the staff. 

There are characters. Roughly a good quarter (of the staff) who are real 
pmnEEsders. Some peaple may be very quiet, but they're the ones who get 
=gs gohg. Everyk&y at H i k e s t  has good personalities. 

O k m f i m s  wivhia the schooI pmvided several demonstrations of this humour. The staff 

nreetktg H a@eacfed was punct.lsaped by bumorcrrrs quips and laughter, without reducing 

s e h s  amsideration of any dlif ahe items raised on the agenda. Similarly, although 



discussion occurs in the staff room regarding students, school programs, and plans, an 

ampfing and j~viiat group am-osphere is maintained through hummous momeofs, 

A graphic example of the fun loving nature of this staff is ev3ent in the staff picture 

hanging in front of the principal's desk. All of the staff members, including the principal, 

are sporting items such as hard hats, shovels and rakes. This portrait commemorates the 

year they accommodated work crews while the school addition was being built. In the 

previous year's photograph they each wore a large, brightly painted mask created by 

students. The masks were borrowed from an art project resulting from an instructional 

theme in the school. These amusing moments are quite unlike the usually staid and 

forgettable staff pictures taken in schools. Other forms of humour were evident in faallways 

and on the doors to offices m d  rooms where cartuons and jokes were placed. The contents 

of these clippings were relaed to education and could be found humorous by all school 

Friendly joking and 'hamming it up' frequently occurred in one-to-one and group 

inte~actions in the school. Humour was also evident at the picnic held witb parents at the 

end of a class camping trip. It is important to note, that these interactions, although 

humorous, do net appear to weaken, or make light of educational goals. A further unique 

sense of humour evident in ~e "lit& bit sassy" behaviours of a student with special needs. 

Explaining that, "She's got a sense of humour", this teacher observes that: "People, kids 



aren't with her to be nice. They aren't with her to please (the Special Assistant) and to 

please me- She's fun to be with. She's a hoot". 

The above anecdote demonstrates that this child is not the object of humour, but is creating 

it for the enjoyment of others. The teacher considers her "joking" to be "indicative of a 

certain level of fun". The evident pleasure gained by the teacher from the student's sense 

of humour indicates that, in this teacher's view, humour is also valued between students, and 

is appreciated between students and teachers. 

In these findings regarding the school community, formal and informal collaborations are 

viewed as essential. Both verbal and non-verbal communications are seen to support 

collaborative interactions. Succinctly, they indicate that mutual trust and respect facilitates 

a network of collaborative interactions throughout the school. All school members appear 

to communicate extensively through frequent opportunities for dialogue and joint projects. 

They also appear to consciously model strategies for communication and cooperation 

between students. Overarching factors facilitating these interactions involve inter-personal 

relationships of trust and respect in a collaborative, fun-loving environment. 

3. An Ethic of Caring 

This Secfion addresses references to the emphasis placed by participants upon the 

inrpurtance of carkg refiftio~ships within tke schml. Two of the areas identified by all of 



the educators interviewed regarding caring are: (a) the communication of the value of all 

indiyiduab throud - caring interacttortsf and fb) a seme of commitment to inclusion. 

fa) Valuing Caring 

Firstly, some individuals regard the "happiness" of students to be a priority in the 

educational. process. Responding to a question regarding commonly held beliefs, one 

teacher states: 

I think that there are fairly common collective ideas of what is expected of 
the students. I think the primary aspect, felt by students, is that students have 
to be happy and therefore there is real effort to try to work on the social 
aspect of it. 

A criterion for the success of the program, in the principal's view, is identified as the child's 

sense of well being in the educational environment. He states that he would observe and 

speak with students to gain a sense of hisher feelings. Much of the effectiveness of 

inclusion, he feels, can be monitored, "... just in my communication with the child as I go 

to the classroom and visit and talk with the child and see if the child's happy in the 

situation". Mr. Aitken also refers to parental concern to monitor a child's happiness, saying: 

'Yf I get the response from thie parents concerned and if the child's not happy, that's also 

an indicator". Secondly, each teacher made reference to the value of communicating a 

caring attitude t m r d s  other members of the schwl. The principal cites 'caring' as the first 

teachers, students, and parents." 



Earlier discussions addressing peer support between students and between teachers similarly 

illustrate the prevalence of caring interactions in the school environment. Beliefs regarding 

high academic expeetations and the social acceptance cf students with special needs are also 

indicative of a concern for the welfare of all students. 

A teacher's anecdote, regarding misunderstandings between students with special needs and 

students without special needs, includes a reference to perceived student interactions. The 

teacher expresses her dismay about the situation, saying: "It was the first time I had seen 

anyone here treated with anything less than love and respectf'. Given that the incident 

occurred io the second year of the teacher's involvement in the inclusive school, the 

implication is made that students otherwise treated students with special needs with "love 

and respect". hdicating that this exists at Hillcrest, this teacher says of other teachers: 

''They are considerate " and points out, "There's a sense of commuoity". In a unique 

observation, another teacher provides a further example of a caring outlook between 

teachers. 

I mean if I come in the staff room and think 'Gee, I've had a great day!' 
Wonderful, or 'Nan, I really fed down', people are going to listen. They 
care, so there is a caring. You have to have a caring. 

h o a h e r  teacher's unique statement demonstrates a caring attitude stemming from a 

personal pMosophy of caring invotving "unconditional love" and the value of "giving" to 

others This teacher cites the biblieat phrase, "Ye shall know them by their h i t s " ,  stressing 

the following a s p e a  its impoatant to a the purpose of schooling: 



What you can give, you know, to help the children to hone their abilities to 
give to society, to give to others, to appreciate others, to celebrate them, to 
appreciate themselves, to celebrate themselves, to heighten their awareness 
of the c~mpfexity and the int-er-relatedness of life. I think that's it. 

(b) Commitment to f m k w n  

The sense of commitment to students expressed in the interviews additionally indicates a 

sense of caring in the school. The principal and teachers recognize that inclusion entails a 

significantly greater workload for teachers and principals, yet they are committed to the 

implementation of inclusion. Mr. Aitken concludes: 

It certainly adds a lot more, potentially a lot more work for an administrator, 
school, and the staff. But I see that it's one of the most important things that 
we can do for people who are challenged. And they (students with special 
needs) do, they need to be in regular school. 

A teacher comments on a personal decision to become involved with full inclusion following 

an extremely difficult earlier experience integrating without Special Assistants. 

I was ready to give up, not that I felt that it was bad, just that the t ine 
element with the amount of work and effort we put into it was very time- 
consuming but I think it is positive, particularly in the school where you have 
very useful, very helpful people in the learning resources happening with Ed. 
(LRT) Last year, the last couple of years, when we started in the school with 
full force with Janet and Mark Stainer (Integration Facilitators), I found it 
very, very helpful. 

Speaking of this situation at a later time, the teacher notes, "Well, I sunived. I could see 

the benefib for the children- I also realized that there was a lot of work there, too". 



Teacher commitment is identified as a priority in inclusive schools, by another teacher who 

~~wfls: 

I think, we have to commit ourselves, We can't just, you know it would be 
very nice, just like committing yourself to only the intelligent - 'I'm only going 
to teach Internatio~al Baccalaureate'. I mean you cannot do that. It's like 
society saying we're only going to consider those people who make more than 
$50,000.00 per year. You cannot do that If you're going to have a society 
that is run on democratic principles, we have to make a commitment, and I 
think teachers have to be in the vanguard of that commitment to these people 
because we sure haven't done very well so far. 

Asked if teachers at Hillcrest are committed to inclusion, a teacher responds: 

1 know it's here. Every single one of us here, and 1 can say that with great 
pride, every single one of us here is committed. It's easy to be committed 
here. It's easy to be commieed to these kids here. 

Emphasizing, "This inclusion is not a flash in the pan" and, "It's (inclusion) got to be 

permanent", this teacher expresses a strong commitment to inclusion". The fourth teacher 

poh% to the relationship between commitment and the success of inclusion within the 

xhoof, observing: "I think it's an attitude, a willingness, and an openness to want to make 

it workR. Referring to the significant financial commitment made by the School Board, the 

principal explains the f i n a n d  impkations of hchsion in terms of this commitment, saying: 

"It's lnlich easier and d s ~  financially a tremendous saving if all the children are in one 

fa&ty". Study participants and disfxict personnel acknowledge the challenges posed by 



In the face of increasing workioads and rising costs, it would seem that commitment and 

- 
caring could suffer. 1 he findings in this study suggest that the opposite may hold true. The 

attitude of caring and sense of commitment to inclusion expressed by the educators at 

Hillcrest appears, on the surface, to be a natural process. They make it look easy. Further 

examination reveals considerable preparation, and continued monitoring. Commitment can 

be enthusiastically generated in innovations but requires sufficient support and ownership 

by x h m l  members to be built and sustained. 

The beliefs and experiences of the educators in this case study suggest that the philosophy 

of inclusion and implementation processes are critical to educational experiences that will 

benefit all students. Implications of the findings discussed in this chapter are examined in 

the concluding chapter, with references to research and literature on school improvement 

and inclusion. 

PART II THE INTERNAL CONTEXI' 

The internal context for inclusion, discussed in this section, is the school environment. There 

are three key categories referred to by the principal and teachers at Hillcrest related to the 

internal context. Several factors considered to be important to inclusion in the school 

context are discussed within these categories. They are identified here as: 

A- Back-ground +knees, B- F o m i  frocesses, a d  C. lStle Educational Adminhmtor. 



A. BACKGROUND lZ.3PEnNCES 

h order to discuss indivi&a! pei~eptbm of inclusion, if is necessary to consider past events 

and experiences shaping circumstances at  Hillcrest Elementary School. Fundamental to 

informal processes are prior experiences and individual beliefs in the following two areas: 

the first is the school history and its relationship to inclusion. The second concerns the 

earlizr experiences of the principal and teachers, and the circumstances of their initial 

involvement with integration or inclusion. 

1. A Chronology - Hillcrest Elementant School 

Hiflcrest Elementary Schml was constructed in the 1970s, in the south-eastern sector of the 

community of Salmon Arm. The neighbourhood reflects a middle to upper-middle socio- 

economic background. The weff-groomed homes, its choice location on a hill overlooking 

Shuswap Lake, and its proximity to downtown Salmon Arm attract and maintain a stable 

population. At the time of this study, HiIlcrest enrolled 325 students in classes from 

Primary Year One to Grade Seven, and employed eighteen teachers. 

HilIcrest's contemporary single-level design is pleasantly surrounded by large park-like 

grounds with a mixture of landscaped and natural growth. Within the initial stage of 

constmctiotl, specialized features such as a kitchen and woodworking area were included 

far special classes. At this time, &dents from within and &om outside the neighbourhood 



Prior to registration at  Hillcrest, special needs students attended another special class in the 

emphasis on lifeskills. The special needs program was distinct and separate from the 

regular program, including activities such as swimming and bowling in the community. 

Children from the special class had specific classroom locations and their own playground 

delineated by a secure fence. They did not interact with the other students in the school. 

In 1987, a change occurred when the special class enrolment leapt from five to fifteen 

children. Two new teachers and four Special Needs Assistants were hired. The number of 

children and adults in the limited space created difficulties and the individual attention 

previously available to the students was reduced. 

Partial integration was then initiated in the 1988-1989 school year. Two members of the 

staff, Janet Stainer and Peter hrves  developed a format whereby teachers could be 

introduced to a special needs child and provided with information to allow them to include 

that child in a regular class on a voluntary basis. Specific goals were identified in the special 

needs child's program and support would be provided when needed. Teachers used this 

high& flexible arrangement, engaging in "reverse integrationf1 in which regular students 

attended the special class, and found appropriate opportunities for special needs students 

to attend their classes. This gradual process contributed to familiarizing students and 

teachers with specid needs stirdents a ~ d  demonstrated the potential of inclusion into the 

mainstream. At the end of that year, the staff, with the school principal, Jack Lucas, and 

Janet Stainer as part-time facilitator of special needs integration, identified future goals for 



integration at  Hillcrest. They drafted a proposal supporting full integration for the coming 

year. 

In the 1989190 school year, teachers volunteered to enrol students with special needs. The 

special class was closed and the majority of the children attending it were absorbed into 

Hillcrest. A few of the children registered at their neighbourhood schools and district policy 

required new students to Eve in the neighbourhood. Hillcrest continued to have a 

disproportionate number of students due to the families who had located close to the 

special class. Each teacher who volunteered to integrate students received two special needs 

children in their class. The two teachers and four Special Assistants from the special class 

were available to assist the teachers and students involved. Teachers could choose to have 

one or two Special Assistants in their class. It is generally acknowledged that this was not 

a satisfactory inclusive situation and that one special needs student in a class is preferred. 

Teachers were informed that inclusive schooling was a goal in the school and that they 

could transfer, "with dignity", if they did not wish to become involved. This option has not 

been exercised by teachers at Hillcrest. 

In the following year, of 5990191, the concept of "Neighbourhood Schools" was fully 

supported throughout the district. Students were required to attend the school nearest their 

resideace and the dispropwtictnate mxnber of special needs shdea& at Hillcrest decreased, 

who remained in their cIass~mms. Eacb child identified as having "special needsff worked 



with a Special Needs Assistant who consulted with the teacher, the Learning Resource 

Teacher, and the District Integration Facilitator. 

In the beginning of that year, Dave Aitken became principal o f Hillcrest ant 3 Dr. Zigler 

became the Director of Student Support Services. Both individuals demonstrated a strong 

commitment to inclusive schooling. During the time of the interviews in this study, at the 

end of the 1991/92 school year, the circumstances had stabilized and were similar to those 

of the previous year. Teachers volunteered or accepted a proposal to include a special needs 

child, receiving support froin services provided within the school and district. The 

administration, teachers, and support personnel express general satisfaction with the 

processes developed and the results achieved in the school and district. 

The historical development of Hillcrest as an inclusive school has a significant effect on its 

development. The presence of special needs students and their gradual introduction into 

regular classes can be seen as contributing to greater familiarity and acceptance on the part 

of students and teachers. It can also be argued, however, that the very "separateness" of the 

initial special class facilities and curriculum had the potential to increase barriers towards 

acceptance. 

each mainstreaming class could have been a daunting experience, affecting classroom 



processes an6 teacher efficacy. S h d a  the disproportionate number of special needs 

s+s Z; d e ~ m  -&- fh-oughii the schml couid have dampened enthusiasm and commitment to 

inclusion due to the exaggerated acconunodations sometimes required. Hillcrest's current 

inc1usive environment cannut be assumed as a logical progression of its historical 

backgound. The staff and its administration were not static and circumstances were 

frequently more challenging than schools currently implementing inclusion may experience. 

Marry of the teachers expeienctg the cftanges from 1987, however, remain. 

This description of the changes in organization and programming at Hillcrest characterizes 

the contextual framework of i nd~dua f s  in this study. An examinatioa of the interviews 

identifies experiences and beliefs of these teachers, of new members, and of the school 

principal. This case study presents the views of these individuals in their own words and 

analyses the implications of their observations for inclusive schooling. Early experiences at 

Hillerest are an integral part of how participants view their experiences. The following 

Efiswssions of individual ehcators descn'bes additional potential influences arising from 

The diverse experiences of the h e  educaton in this study are discused in tHo parts. 

Phdi.r.j:Efird experiences in the fieM d education are &wed fist. This discussion identifies 

the a&mt ~ f t q m k n c e  working in schoob, length of experience at Hiilcres~ and experiences 



d iaclusion. The educators in this study hawe varied backgrounds. Two of the interview 

participants were invoked during %he: implementation d full inclusion. The two remaining 

teacher, who also participated 

253 years, with 16 years at Hifhest. 

'FeaGhers including a -dent w*th speck1 needs in the second year of fun inclusion did so 

for different reasons. One af these teaichezs was returning to Hillcrest from a teacher 

exchange experience. WSah a a-I of 30 years of teaching experience, this teacher taught 

The fourth teacher is a relatively newf member; with three years af experience 



Tbe p ~ c i p a l  of Hiflcrest, U. Aitken, was a elassroom teacher for 7 years and has had 7 

ha't;ive experience. He has been the principal of fiilfcrest for 2 years. Mr. 

&*&en bad na prior experiences with inclusion beyond infomation gained from district 

peponnel and professional deve1opment opportunities. Referring to his first experiences 

I&& students with speGia1 needs, AAr- Aitken reflects: "I hadn't personally had a lot of 

contact with children with special needs." 

The teaching experiences of the inteN3ew participants vary widely. Considerable experience 

within the teaching profesian is evident, although age groups and the extent of experience 

T&m3mers at Mihest express divergent views regardirrg the degree to which they are able 

to chase to &a& inclusive c ~ o o m s  The principal states: "'I have found most of the time, 

that it% rn a vohnteer bask --.I haven" tad to say to anyone, "YOU must fake this child'. 

teachers have Lad an unexereised option to transfer to another sehwl in the 



Some teachers clearly elmed to teach in classrooms with students with special needs. One 

teacher asserts: "1 was asked Sf I wanted to and I said, 'Yes, no problem. I would be 

delighted to' ". Another teacher chose to transfer to Hillcrest with the knowledge that 

teacbing in an inclusive classroom was part of that choice. A third perspective, 

demonstrating mixed feelings ~egarding teacher choice, is expressed by the teacher who 

states: 

"We#, 1 was asked. I don't think I was really given the choice, so much as, you 
how, "Wouid it ire OK? 5"ne student is coming.'- kind of thing, and that was 
fine with me, but it was difficult." 

Comments from the fourth feacher reflect serious reservations about involvement. The 

teacher asserts, "Actually, I went kicking aad screaming against the whole system". A 

perwkzd absence of teacher input in the planning and implementation stages raised 

concerns for this teacher, who suggests, " My sense was, there was an agenda that was 'fait 

ac;compIi", that it was gubg to happen." Whereas the first two teachers clearly chose 

iacfusbe classrooms, the r e m a k g  teachers did not feel they had 'volunteered'. Personal 

reasons for teacher invehement with inclusion were simiiarly varied.. One teach recalls: 

I was starting to feel very positive about it because I could see what was 
fiqpaing around here, and it all seemed to be working well- That was the 
y e a  before inclusion became full-force. 



Another teacher's reason for involvement with inclusion was related to its impact on 

*dents. Asked why inclusion was chosen as an option, this teacher states, "I could see the 

benefits for the children". A further salient factor, regarding the importance of support 

services, is identified by each teacher. In a statement demonstrating the consideration given 

tr, these s e ~ c e s  in decisions to 'Include', a teacher explains: "As soon as I found out how 

the special assistants system worked, I was 0.K" 

A h a 1  example of teacher perspectives on voluntary involvement with inclusion is notable. 

frm a unique comment, one teacher considers the question of choice to be a self-motivated 

&cision to act for the benefit of the group, rather that to act in one's own interest. This 

teacher states: 

We've always had a choice (to include). It does get to the point, even though 
y m  may not be as happy with these feehgs, but you have a time when you 
how it's your turn. S o  it's bause) I fed &at it's very cooperatitre in that 
they (teachers) share. They're not willing to let someone efse have the special 
needs children all of the time. 

ces evident within this scfiooI. They refer to the twenty years of experiences with 

strrde~ts with spaial' needs in the sc2lwl and to leveis of expertise in the teaching staff, 

brn-hg this awareness, a feacber makes the fullowing cornmeat: "so people (at 

have a far tre:@er handkt through familiarity with what's going on (regarding 



Teaching experiences and experiences with students with special needs are factors 

contributing to the internal context of inclusion. The prior experiences of these educators 

varies widely. interview partkipants did not identify the duration of prior experiences as 

influential in preparing them for inclusion. Instead, they frequently refer to beliefs regarding 

tbe importance of support networks and an appropriate instructional philosophy guiding 

classroom practices, Each teacher also acfutowfedges that students with special needs have 

unique characteristics requiring new knowledge, specific to individual student and class 

needs. 

EL F O m  PROCESSES 

Formal procedures within Hillerest are determined by district and school policies. They 

serve to wpprt and faditate inclusion at the school level. Individuals responsible for 

Resoure Teacher. AN dkehdders, studen& parents, teachers, Special Assistants, and 

and review the needs of students wi& special needs. Hitlcrest houses the offices 

these: spen'ak This office space was made available in the rooms where special 



The followingfive categories form the framework for this discussion of formal processes in 

the internal context First& the involvement of the District Irtlegration Facilitator is 

d e w i e d ,  followed by perceptions regarding the Learning Resourn Teacher. The third 

category identifies participant statements regarding the role of the School-Based Team. In 

the fourth category, the dimsfion focuses on descriptions of processes for Special Assistants. 

The involvement of these and other school members in a cohEtlriitive network of support 

is iderttified in the final category. 

The D i s m  Integration Fac&tur is a key member of district and school integration teams. 

Like the principal, he is a boundary spanner, communicating district goals through formal 

and infoma1 contacts with school personnel. The school principal identifies the District 

htegration Facilitator as "key", pointing out that during the previous year, the two District 

hfegration Facilitators were called upon on a "daily needs basis". We explains, 

So we would bring that integration facilitator in and she would sit down, or 
he would sit d m ,  and they would observe the cfassroom, observe the 
behaviour and make some ~e~ammendations. 

I%e role of the District Integration Facilitator involves participation with the identification 

gads for students with special needs* He is responsible for writing Individual 

E h a t i o d  Programs (EPs) based on objectives and strategies determined through a group 

graces termed MAPS, b d  on the Modified Ados Plan- 

'The R-ce Tisekm in each school organizes and coordinates mapping meetings. 



attendance is required. Mapping meetings can be held approximately three times annually 

and have been used to assist in the identification, the implementation, and the evaluation 

of specific gods for students with special needs. All individuals with close relationships with 

the student attend and contribute to these meetings. Goals are generated and priorized 

froin the diverse perspectives of the student themselves, their parents, teachers, friends and 

special education professimafs. 

A further service provided by the Learning Resource Teachex is direct, on-going 

corrstrfmtions with teachers regarding special education concerns. Teachers referring to 

assistance from the Learning Resmrce Teacher at HiUcrest state that assistance is, "very 

hefphi" and '"very usefur* Concerning orientation of new staff members, one teacher 

emphittiafb advises, "I would certainly talk to the Learning Resource Teacher". This role 

has become increasingly important to the process of including students with special needs 

in regular classrwms. When new Learning Resource Teachers are placed, the District 

fntegration Facititatw intrcduces them to inclusion processes. 

Schd  Based Tenms are fonnd s c h d  processes common to other schmls in the province. 

me members contribute hither to assessment and consultations regarding students. It is 



range of specific individual needs addressing academic, sociaVemotional and/or medical 

concerns. 

Students are referred to the School-Based Team by the Learning Resource Teacher or by 

other teachers involved. Regarding the benefits of this multi-disciplinary team, one teacher 

states, "tremendous progressf1 was made by students with special needs using its assistance. 

Individual team members also contribute to meetings with parents and provide individual 

consultations in addition to participating in team discussions and recommendations. 

The fourth category to be discussed, related to formal processes within the internal context, 

con~nns Special Assiftants, Frequently noted as the crux or essential element of inclusion, 

the importance of Special Assistants is frequently mentioned by all participants. The 

intewiewed teachers indieate that Special Assistants, working directly with each identified 

student with special needs and with the class, are considered essential. The services of 

SpeciaI Assistants is a highly valued aspect of inclusion for these educators and, as noted 

earlier, for Hillcrest parents. 

During the past few years, the district's commitment to provide Special Assistants led to a 

si@cant increase in the number of Special Assistants hired. Dave Aitkeir confirms that 

when a Special Assistant is needed at HiIlf=~est, he is cmfident that one will be provided. 



saying: "I believe initially the number of instructional workers in the District were 11 or 12, 

before we started integration, and now we're up to 68s-70s". 

The effect of the district policy regarding Special Assistants on parents was demonstrated 

during a meeting with parents during the initiation of full inclusion. Mr. Aitken explains: 

"When they (the parents) heard that there was going to be some assistance to the teacher, 

they felt that that was important". The question of the Special Assistant's role involving 

children in the c~assroom was addressed further by the principal who states: "Now the goal 

is, and it's been repeated many times, the goal is that the worker is essentially assigned to 

the classroom". Teachers also made emphatic statements referring to Special Assistants as 

essential to inclusion. The following statement exemplifies the importance placed on the 

provision of Special Assistants: 

There's that understanding that this all works if you have the aide in place. 
f wougd say that they (teachers) must have this kind of support. As soon as 
I found out how the special assistants, special worker system worked, I was 
okay. 

Expressions of appreciation, in in t e~ews  with both teachers and Special Assistants, portray 

But what we find is ahat, particularly in theme work, sociafs, science, all that 
sort of stuff, that with the mediation of the worker, she's (the student with 
special needs) getting a great deaf from it. Now Sue (pseudonym), who's a 
bdtiant aide by the wab just britlimt, the best I've ever9 ever, had. The 
pr-mhtg is done as a group, joint effort, but it's Sue who mediates 
hetwee~ what I"m dokg 2nd what the eEd0 is dahig. 

What I fond easier was the adaptation in the other adult in my cfassroom. 
E laved that ?+hat was peat Prabably because I got such a wonderful other 



adult, and of all special workers that I t e  seen, they all seem to come into 
that category. They all seem to be just absolutely wonderful people that just 
go along and do great things with kids. 

Conversely, in a unique shtement, one teacher notes that additional pressure can be 

experienced with Special Assistants in the classroom. "And then it's hard sometimes far 

some teachers to have someone in the room all the time. You know, another person. And 

you have to get used to that, too." 

Three critical concerns are identified by the principal and teachers in the delivery of Special 

Assistant services. In brief, these are: 1) Professional Development of Special Assistants, 

2) Special Assistants "fit" or appropriate placement, and 3) the procedure for Special 

Assistant's placement and transfer. Regarding the first concern, addressing Special Assistant 

training, the principal and other district personnel indicate that Special Assistants are 

required to complete a specialized ten month course. This course is sponsored by the 

District and instructed by Mark Stainer, the District Integration Facilitator. It is perceived 

by Speeial Assistants and district personnel to be a valuable preparatory experience. There 

was general agreement that Special Assistants training is essential in the majority of 

interviews Expressing regret &at Special Assistants do not have a set professional 

developmeat fund, Dave &en suggests: 

I'd like to see, at feast once a year, a get-together training for special workers 
- that that be made avdabk &em to keep up their training to 
c01ppmu~cate with each other2 and so forth. 



In a unique comment, one teacher suggests that Special Assistants could be provided more 

opportunity to observe inclusive settings as in-service. The central concern, that on-going 

professional development is not a part of the Special Assistant's position, identifies an 

important drawback in the program due to the extensive information base required when 

working with students with special needs. Concerns of Special Assistants "fit" provided by 

the principal and teachers were related to individual attitudes towards inclusion. They are 

expressed by Mr. Aitken, who notes: 

Sometimes a special worker may not have been the best person. We've had 
some difficulty. The special worker makes a tremendous difference for the 
teacher, but if the special worker's positive about integration, it will flow. 
She'll make every effort to make it work. 

The "fit" is not appropriate and tbe Special Assistants "did not believe in the philosophy", 

however, the principal feels that difficulties can be experienced and movements towards full 

inclusion can be hindered. Considerable satisfaction was expressed by teachers regarding 

Special Assistants "fit" in their classes at the time of this study. In response to a question 

on  $he success of inclusion, one teacher states: 

I'd say it's wonderful. It depends to an incredible degree on your special 
workers and haw welt they are trained, and how they know what they're 
doing, and how they're able to adapt So really it depends on the type of 
person that fits in. 

Anto&ef teacher comments an the importance of "fit" between the Special Assistants and 

I think it probably d e p ~ d s  on the individual. The one that I have working 
now* she's very goo& Works very well. Some have different personalities. 



I also felt that, it f the previous assistant's personality) didn't really match with 
the child. 

Critical to the Special Assistant's role is his or her understanding of individual and 

classroom objectives. Frequent modification and adaptation is required throughout the 

school day and is often initiated by the Special Assistant. When the Special Assistants 

collaborate effectively with teachers, yet engage independently in classroom activities with 

an awareness of needs and processes, instruction in the cfassrmm is supported. One 

teacher observes: 

(The SA's) pretty good in that she's pretty clear on inviting her, but yet being 
firm". "She can use her discretion, you know, just, okay what one would be 
most conducive to (the studenf's) strengths. 

The third and most frequently stated concern regarding Special Assistant placement is 

described as a dilemma because it does not appear to have an immediate solution. Mr. 

&&en summarized the difficulty, explaining: 

A major fault of the program is that you cannot guarantee that from year to 
year the child will have the same worker. Now sometimes it's great to have 
a change. It's like a teacher change, but, a lot of times there's a lot of 
background knowledge ahat is really important for the child and consistency 
is important for that child as they progress through the various levels of 
~froo~.  So, that has been a definite drawback. 

Teachers a b  emphitsized this problem, pointing to the need for consistency and continuity 

in Special Asisfant invobement with students. In one "unique" comment, a teacher 



suggests: "One of the things that f would feel is that once a special worker is assigned to 

a student, even if it last•  ̃for a hi] year". bo ther  teacher states: 

You may find a worker who works really well with the student. Through the 
process with the csllective agreements we don't always get the choice of 
whom we want. The student I have had three workers since about the end 
of October. 

Coliabctrative support networks are viewed as fundamental to the implementation of inclusion 

in this district. Mr. Aitken emphasizes the importance of "a strong network of support for 

the child", when referring to strategies needed to assist students with special needs. 

Collaboration is evident throughout the school in a variety of formal and informal processes. 

Communicating the importance of specialized support personnel, a teacher stresses: 

You have to have knowledge. I mean there has to be people here who are, 
you know, educated in the sense that they know their field. There's no 
substitute for knowing your field. So there's expertise, too. I think that's 
important. 

Where formal processes may be aptional, however, teachers vary in their use of these 

sewices. Expressing confidence in respected teaching colleagues, one teacher states: "If 1 

had a problem, and this isn't to negate (other services), I would go to the teachers that I 

Ieam from". Consultation with peers is also identified as important to two other teachers. 

haegrd to the crrllabaative mapping process, 5s- MAPS, are specific integration strategies 

slr& as the creation of a "CircEe of Friends". This process is initiated by the teachers and 



principal agree that the devekqment of friendships and s0~:iaIizatioa skills are enhanced by 

this seatem. If i ~ v o b ~ e s  the sclectim of a group of resporrsible students w b  develop 

friendshipswith students with special needs during recess and lunch periods. Strategies such 

as this require the collaboration and cooperation of all school members. Teachers without 

students with special needs enrolled in their classes also participate to encourage social 

interactions throughout this inclusive school. 

C. THE EDUCATIONAL ADMINISSTRQTUR 

Beliefs related to the principal are discussed separately for two reasons. Firstly, the principal 

is required to participate actively in both the internaf and external con$.exds. Secondly, the 

role of the principal ' referred to with high frequency in the interviews, warranting a 

distinct section to discuss specific categories emerging within the topic. This discussion 

emphasizes the perception of the principal and his role as indicated by study participants 

and district guidelines. 

The principal is identified in the "District Handbook fur School Administrators" as a 

member of both the 'Outer' and ' h e r  Teams'. Boundary spanning, or Sinking the school 

and district offices, suggested by this involvement, is a central role of the school principal. 

He is responsible for the administration of district and school policies in the schoof. The 

In relation to the admislktrative functions of the scbml and the role of 
system level accountability7 the principal acfs as a member of the outer team. 
As the hstructionaI leader and facilitator of the integratioa process within 



regarding ahe students, teachers, and parents in the internal context, Discussions focus upon 

the perceptions of the priacipal in school-based interactions, and in conzmuniatiuns with 

Adken's; refereaces to -dents, parents, and teachers. Obsemtioas of interactions between 

these groups and the prindpd demonstrate his undemnding of the phikmpby and 

i n m ~ n i t l  pmhces r m m m e n M  for indusim. h e  to the importance of the principal's 



en studerr& are bm@t ts bis attention for extra discipline measures, the principal 



fop the t e a c h e ~ - ~  Skved avenues d support are evident in his int.ewiews. Listening, 

it byrsrtant to communicate with all personnel invofved with the school in order to 





the Admin-tof are mahrtained- Supporting infomation is additionally provided through 

om-going cammtlnidons in Mawing meetings, professionaf develtqmerit experiences, and 

contexts when it is required. Ahbough there is not a specific &oof poticy regarding 

Fumrdmg far worhhops and me- release time are further examples of the principal's 



In addith  to monitoring funding for Special Assistants professional development, and 

school materials, Mr. Aithen also attends to matters invohring the school buildins and - 

gounds. A year ago, eonsbuetion at Hillcrest involved building improvements designed to 

faditate instruction for students with special needs and for other students. The addition of 

members and a 2 l m  for extra meeting areas for collaborative consultations between school 

A s e b d  prioeipal's invdvement in the hiring of new members is another important aspect 

sf the p~ncipf's  role. This apegory is largely difcussed by Mr. Aitken and is mentioned 

low frequency by teachers- He identifies the need for an understanding of the 

ph-ophy a# inchtsion as a central c~ncem when interviewing prapxtive staff members. 

M e n  hiring new school m e m b e ~  Mr. Aitkeo feels that the williogoess and ability of 

~eacfiers to work with students with special needs is an important qualification. He explains: 

I & prmpediwe teachers what they see their role is in the integration of 
special needss what experience thefve bad, and if they w& be williog to 

a child avixh qpxiaf needs in their cifassrooms. 



Tfieir (teachers') phiEo5opby is very important - that they have a v e v  open 
c k s s ~ m .  (They s h d d  have) an rrpenness that includes that they would 
accept all the &ik!resr. 

Mr. Aitken emphasizes the need for teachers to have, "a genuine d n g  for clritdren", and 

to maintaio "high expectationd for the individual development of all children. Identifying 

the ebaraeteristics he seeks when hiring new teachers, Mr. Aitken cites tbe knowledge and 

use of a "dafcrentiated mrriculum: and the ability to be "very adaptable" with "a variety of 

imtrwtianal techniques" me$ as ,"eooperative kamagn and "peer supportn. A further 

discussion of these views is provided in the theme addressing in&;dual perceptions of 

teahers ng to work in Neighbwrhd Schoolk are prepared to accept a sstudeot with 

Mr. Ai&enas concerns regarding teachers' imtmcrtional practices and their caring attitude 

for tbe weEwe of all children undersaxe his emphasis on an andemoding of the 



practices emphasized in individualization and continuous progress. In their statements, the 

principal and teachers denrmstrate an awareness of the significance of criteria for hiring 

new school members. Factors eonsidered important by these educators are recognized as 

having a significant impact on the success of inclusion in the school. 

The role of the school administrator, as descn'bed by Mr. Aitken, invoives knawledge of the 

pWosophy and processes of inclusion. It also requires considerable attention to the 

communication of the meaning of i.nclusion envisioned in the district to a broad spectrum 

Inchs;io;n, reports and difisc;i~= indivictual views of the p h i l q h y  and instructional needs 

Referenem made regardkg the a&m~/ confe;rt of the school by the school principal and 

teache~"~ i n t e ~ e w e d  are numerms and emphatically expressed. These statements, 

(xs1:eeg fadoss orrfside the school, are coded and categorized from tbruughoirt the texts 

as in references to the 
* 

related to other questions. Interviews with the special 



refated to the external eontext of the school are divided into five themes: (A) Formal 

participants. 

The absence of references to legal mandates in the external context, such as federal or 

prminciaE regulation beyond She district was unexpected. Following the coding of all of the 

infemiews, however, I found that the aoeeptance of indusion for humanitarian reasons 

on the benefits of inclusion to individuals and to society. 

1 - L PROCESSES 



Mr. fitken emphasizes that, "there's been strong support", from the district. He expresses 

~anfidence in what he has experienced as, ffguaranteed - surrrtort by the districtm, ia the 
1 1  

assignment of Special hisfants to every child foma1iy classified as a Luw Incidence Special 

Needs Student- The principal ramgnkes the cant of involvement from the School Board, 

in order fa it to work, we'd have to hire a number of staff to support the program". 



Hanaook, the PIriicmphy and Objectives from the Student Suppot S e ~ c e s  Handbook 

Direct support is avaifabfe from district offices for student placement and program support 

thrormgft members Identified as $he ROafe~ TemB,in the "Handbmk fur Administrators". The 

Outer Team csnsists of, "the central office administrator, the Trans-disciplinary Team of 

student assessment specialkfq the board of school trustees, district office cmsultant, and 



The importance of the role of the District Facilitator as a boundary spanner between the 

school and district: is a h  evident. W. Aitken explains: To maintain the district, 

objectives, I think he (the faditator) would be the one to give feedback to the Director sf 

Special Programs and afso feedback to the principal." The principal also notes that the 

EXm-kt Facilitator can order and distribute materials within the district and provide direct 

support to teachers and support personnel. 

Four of f ie  teachers also c m m e  on the impurtance of the District Facilitator. One 

room but affirms that *pecyk are he@hL.-they give me all kinds of games and d e n  they 

need to be changed, they're PwilIing fa change f ie  games, and trri~lg new things, and they'll 



A teacher points out the importance of Special Assistants, paraphrasing sentiments felt 

when implement@ incfusioe, by saying: "Lmk i'm d f h g .  f certainly hope a~ aide's in 

glace. it wca't work without an aide." In response to a question regarding the need for 

support, another teacher asserts: 

Yes, I woufd say that ibey (teachers) mast have this kind of support. If they 
don't, I think they are going ti> feel defeated in the sense that they don't have 
the time or the energy to devote to the success of that child plus the other 
students. 

Three teachers express confidence that a newly enrolled child, identified as a low incidence 

special needs student, would be e1igbIe to acquire the support of a Special Assistant within 

regular cfassrooms in the district, 

Brofessisnaf D t ? ~ e f ~ p m e n d f ~ d  a d  reacher release iime are cited as other essential areas of 

sttpporf provided by the district. During the adoption process, teachers were provided with 

substhf:e teachers in order Eo meet with p m l  and other educators. Current practice 

prwides funding for subshtes for the Learning Resource Teacher in each school to 

Lacilitate these meetings and for teachers when required. Ihe Leaming Resowce Teacher 

positive that there wmld be money available for ttem (teachers) to take that ewrse if they 



Ail of the intelviewed teachers fee; that ongoing professional development related to the 

teaching of the specific special needs of students in their dasrmms is oeeded. The 

folkwing comme~ts are examples of such statements: 

It think that in-se~cing would be helpful before and during (the anival of a 
special needs student). 
I think the in-sentice is probably mmo important as the need arises ... until 
you have a student in your classroom, it is very hard to know just what's 
needed, The special needs chiid - each one is so different. 

Mr. Aitken also acknowledges the importance of available space in the design of school 

buildings to provide additional meeting rooms, "...to take the child to alternate quiet places 

to do a direct teaching progam". ?bee teachers also refer (to) tbe use of these areas for 

individual and group work as well as for conferencing with colleagues and parents. 

Frequent w r t i o n s  are made that inclusion would not be possible without both the 

itprdersdadirsg sf the philosop& and the financial support of tke district administration. 

Teachers characterize the district: context largely in terms of its support of the instructional 

pfiifqfry in tbe, pmvinciaE, Year 2000 initiative. Four of the iaterviewed teachers have 

3 mmber of years sf experience with the ehildcrentred philosophy suggested by guidelines 

far rhe Year 2 All of the five teachers support its emphasis on individualized 

s a d  the rmeed for flemiility in instrwtkmd programs. A teach-  with twenty years 

af teaching experience with.In the district desriies disfnfnct support for this philosophy by 

si!at&g W e  are veq- Bemile in ink d W  to aIbw that kind of thing (chiid-centred 



A h a l  cattegoq of dis'isict few1 support, mentioned in three of the central interviews, 

kvoEves the w~iafists in the ScI10ot-Based Team, Althounh - meetings of this group are held 

in &e school, members such as the Psycb~hgisf Speech and Language Pathologist, 

Pbysiotkerapist, and %:"urse pres\ilde sen4ces to the district. Their participation is also evident 

in teacher anecdotes regarding support sen4ces for Students with Special Needs. 

There is eo~sistent agreement thrmgbout the interviews that the principal and teachers feel 

srrprf ;eb both philosspbically and financiaily by the district administration! in the 

iklsplementafion of inclusioa. The formal processes employed in the district demonstrates 

a strong commitment ta facilitate inelusion through clearly articulated avenues of support. 

Dave Aitken expresses the sense of commitment felt at the district and school level in his 

statement: "We were defePmined to try to make this work ... so the kids could go to their 

home schwl." 

2. mFORhlfAL PROFESSES 

irsfomal processes in the environment outside the school are not discussed in the central 

intemiews of this shdy Fonnal processes are frequently facilitated, however, by informal 

interactions in this district Communications between the Director of Instruction, the 

pringzipal, District h t e p t i s n  Faditafors, and other personnel indiczte the existence of 

close soeiaf and p,r~fessimd relatkmships. Frepent mia!  a d  professional associztion 



The proximity of key members, in the view of the principal and interviewed district 

perwnneI, assists planning* decision-making, and monitoring of district initiatives. I[sfomal 

interactions have the potential to influence individual and group commitment and formal 

processes. Although informal interactions are not frequently identified regarding the 

external context, decisions and outcomes in this district may be the product of both formal 

and informal processes. 

B. PARENTS 

The concerns and support of district parents are considered by all of the five study 

participants to be important to the implementation of inclusion. Hillcrest's principal, Dave 

Aitken, identifies parents as a "key group" necessary for the success of inclusion. He states 

that: 

Parents have to be informed as to what the rationale is, regarding putting 
special needs into the regular classroom. Not only the parents of the child 
with special needs, but also parents of children of just regular kids. 

Fonnal and informal cmmtrnication is encouraged in a number of ways. Several 

infomationat meetiqs were held with parents to explain the program during the spring prior 

to the year of implementation. Some parents were initially concerned about increased 

behaviour difficulties and the cuniculum demands of a wide range of ability levels in the 

classroom. Parents of students with special rieeds mndered if it was the best environment 

ibF their children. 



The availability of Special Asistanrs is an important factor, the principal feels, in addressing 

parental concerns. He states: "We guaranteed the parents that there would be help, in the 

form of special mi-ker in the clasrmm." Mr. Aitken explains that parents were "quite 

supportive" at  the time of initial rerdewmeetings, midway through the first year. f Je indicates 

there had been no specificam posititre or ~egative communications regarding inclusion from 

parents, stating: "But my general feeling is that parents have accepted them." W e  adds that 

he feels parents are "on-sider'. At another point during the interview, Mr. Aitken offers, "as  

far as parents are concerned, I've not once had someone come to me saying, 'This is not 

right'." The principal also states there have never been "complaints that it (inclusion) was 

inappropriate". 

Two interview participants felt the parents of the students with spwid needs demonstrated 

the greatest reluctance during the adoption phase. These parents had expressed concern 

about the development of their children's functional skills and the quality of their 

experiences in a regular classroom. In Mr. m e n ' s  experience, these parents subsequently 

"Have been very positive", in spite of their initial reluctance. Having experienced inclusion 

and seeing the process and results, he adds: "In fact, a number of parents have indicated 

they wished we had done this a long, long time, you know, a few years ago". The principal 

and one teacher now describe some of these parents as advocates of inclusive schooling for 

their children. 



S m e  of the feedback has been that they sometimes feel that a special needs 
child in the classrmrn may be disruptive. They feel that it's taking away from 
general education per se talking about the skills. They feel that it may be 
taking away from their children moving as far as they coald. I have had some 
parents with some concerns in this area. 

This teacher also suggests many parents perceive the advantages outweighing the possible 

disadvantages, saying: 

They may have these concerns but they see the importance of the child being 
in a normal situaticm- A large number of them also feel that it is beneficial 
in the sense that it's g d  for their child to view these children. 

Tfre following parental concern. found in the interviews, is indicative of the awareness and 

invahement of parents at Hillcrest; Disapproval was strongly expressed about the transfer 

of Special Assistants from their positions due to their union's job selection procedures. The 

parents mention that thc "bumping" of a student with special needs' Special Assistant, 

during the school year, caused parents to issue letters of complaint; they were, however, 

unable to influence this process. 

The denttfication of students with specirrl needs appears to 5e a possible obstacle for parents 

who feel their child should receive special services such as the assignment of a Special 

Assistant. Students must be assessed and identified by specialists using established criteria. 

A teacher indicated that some parats have been instrumental in successfully pursuing 

assessments and classification, accessing the hll support available in the district. 



The four interviewed teachers consider parents of students with special needs to be valuable 

members i~ &e plarsniniq - team for the educational program. Three teachers feel strongly 

supporfed by the parents of stubeats with special needs in their classes and mention them 

fquentEy in comments regarding goal setting and program implementation. One of these 

teachers recommends to new& including teachers: '9 would talk witb the parents to see 

what their feelings are." 

"Mapping Meeftngs", or the Modified Action Plan, using the input of students with special 

needs, their parents, and all of the people involved with the child are held "at least three 

times a year", to review goals and progress within their programs. Parental involvement with 

the identification and review of program goals is mentioned as important by three of the 

teachers and the school administrator. The principal emphasizes that, "parent feedback is 

very impotant" and maintains a journal to record specific contacts he has with parents. 

Reflecting upon a review meeting regarding tentative program plans, one teacher comments: 

"I was delighted to have (the shdent with special needs) and (the Special Assistant), and 

her mother was delighted, so, we just carried on". When specific goals were not clear to 

this parent, shebe consulted with the teacher and, in the teacher's words, the parent 

asserted : "I need to know where we're going and I need to know what we're doing". 

Involvemat i z ~  the MJJS pmcess of group goal setting assists both the parents and 



TEE suppart of pareats within the s c h d  is pointed out by a teacher who expressed 

iadmimtEon and apprec-iath fcx a pren; vokmleer- A pa&ive rapport was &sewed 

between parents, teachers and studeats when .the researcher participated in both a field trip 

and a picnic invoZving parents. The interactions observed demonstrate that the regular 

volunteers are highly regarded by the teachers for their contr&uticms. This direct parental 

invotvement can result in the development of a greater understanding of the processes 

irtvolved in inelusive schwb- 

Interview comments additionally provide indications of parental appreciafion of its services. 

Two teachers note the tendency of parents of students with special needs to select this 

neighbourhood as the location for their homes to facilitate registration at Hillcrest. Tfiere 

has also been a reluctance to leave Hillcrest when the "neighbourhood" school concey r was 

implemented. 

A primary reason for parental acceptance and support, in the principal's view, was the 

advocacy ofthe program @ the chiidrm ofthe schd. He emphasizes: "I think our promoters 

are children in the school. It's been the children, regular children in the classroom and 

children who are special needs that have really promoted this". Observations from the four 

teachers concur with Mr. Aitken's statement that "the majority (of parents) are supportive". 



C FHE S O G m  CON- 

The third cakgmy Identiied h &e errfawal context is &:: commmit-y of Sitfm~ii A m  and 

its broader social context References to the community are ma& by each participant with 

g~aqrhg degrees of emphasis. Although the individuals interviewed do not indicate that the 

community provides direct support for inclusive schooling, significant factors were 

mentioned demonstrating active stlppori for the philosophy of inclusion in the community. 

Adults and students with special needs participate iin the c ~ m m r r n l ~  as well  as in the 

schmjs. 

Dave Aitken observes that afder children with special needs were empkyed in a variety of 

positbrn within the community The District of Salmon Arrn has also hired students with 

special needs. Mr. Aitken relays a sense of community involvement and an understanding 

of the phdosophy of inclusion in the community, stating: 

f think in this community there is a sense that we don't send our young adults 
off to some other resource, that we try to deal with them in our own 
community, and f think, there's a sheltered workshop that provides work far 
adults with special needs. 

A pre-sePfCK)Iprogram was also developed in Salmon Arm, providing resources for parents 

of sfdents with special needs, An objective of this program was to indude children without 

special needs and develop an integrated setting for preschoolers. This program involves 

ind%duals with experience with the school district's integration program. The District 

Integration Facilitator, Mark Stainer, is the president of the preschool program and Dave 

fitken's wife, is its Treasurer. These inclusive activities within the community, coupled with 



ghree of the teachers and the principal identify possible contributions of individuals with 

special needs within society. Emphasizing, "As a society, we can't keep them locked in 

closets", one teacher identifies a central learning experience from inclusion: "To learn that 

every child, no matter how handicapped or how gifted, has special wonderful things about 

them." Another teacher considers the importance of academic and social learning to 

prepare students with special needs for experiences "out of school, out working or in 

societf. Concerns are expressed regarding our "democratic principles", benefits to 

indfiduals without exceptimalities who learn to accept and appreciate diversity, and hopes 

that children with special needs will "be nuch more a part of the community1' when they 

became adults. 

The fourth teacher identifies a concern for future experiences of students with special needs 

in a uniquely stated perspective. Uncertain of the social implications of inclusion, this 

teacher questions: 

Will there be funding so that these people can be integrated into the 
community at  some level, whatever level that they're capable of, or what 
exactly wiil happen? 

The need for sn understanding of the philosophy of inclusion in the social context of the 

shoo1 underlies the concerns of all these educators. They recognize the importance of 



continued inclusion throughout the adult lives of their students and feel a part of the 

preparation nf ~ @ J I - P _  rltriens for an i~?cluske sockfir, J 

D. DISTRCT SCHOOLS 

The fourth and final categov from the external context, identified in shared observations 

and unique comments, concern other schools and school members within the district. 

Experiences and perceptiom vary between individuals, providing a sense of diversity in views 

on inclusion throughout the district. The impbentation of inclusion is at different stages 

of adoption in various schools- While Hillcrest has enrolled students with special needs and 

has experience with partial and fult integration, other schools are just beginning. 

Many teachers, in Hillcrest and in other schools, have not yet experienced involvement with 

students with special needs in their classes. In a unique comment, one teacher indicates 

that Hillcrest has a reputation as the "best" inclusive school and expressed reservations, 

stating: "I don't know whether we deserve that reputation. A lot of new(1y inclusive) 

sch00Is have been quite successful". Another teacher expresses concerns regarding attitudes 

in other schools, relating a personal exchange in which a teacher complained: 

"Why should I have a kid in my class that's a vegetable?" 
' a d  I say, "You look in her eyes," because I knew the child," she's still there, 
she's still a human being, and she's still there." 

Tfiis exchange underscores the importance sf sharing perceptions between teachers with 

greater experience with inclusion with other teachers. It ilso demonstrates the diversity of 

teacher's attitudes towards inclusion in the district. Such diverse views emphasize a need 



The principal's observations about other schools involved his peers - other principals in the 

district. Pressures experienced during the adoption stage of full inclusion at Hillcrest may 

have been magnified by the knowledge that all of his peers were not supportive. Some 

principals expressed concerns that he was initiating something that wouf d raise expectations 

regarding inclusion throughout the district. An imperative for inclusive educational 

opportunities currently exists due to provincial commitments yet, this reluctance to begin 

the process may not be uncommon. 

Mr. Aitken initiated changes leading to a substantial increase in responsibilities for 

principals and their schools. Atthough he observes, "there was that sense that my colleagues 

were judging", Mr. Aitken remained committed to establishing inclusion at Hillcrest. His 

strong personal belief in the moral value and advantages of inclusion strengthened his 

commitment to change. Mr. Aitken was aware of the potential to demonstrate the benefits 

of inclusion to the district. He explains: "We wanted to show the rest of the district that 

this could happen, this could work". 

As more schools implement inclusion, peer support between principals has become more 

evident. District principals provided input into the decision to reduce district support from 

two District Integration Facilitators required a year prior to this study, to one position. This 



change was due to the effectiveness of earlier placement procedures and a decrease in new 

&crements required for studen& special needs, resulting In reduced intervention needs. 

The reducfiun in district hv01vement additionally reflects the growing confidence, felt by 

principals, to maintain educational programs for students placed in their schools, T h i s  also 

ssggests greater collaboration between principds within the district regarding indusion. 



INTRODU@TION 

At Hillcrest Elementary, iaciusion has simultaneously provided educational opportunities 

for students with special needs while maintaining high expectations for the education of all 

skdents. Financial and phi2owphr"cal support from the distrkt has been essential to this 

process. Equally critical to inclusion has been the interpretation of the meaning of inclusion 

within the school, The quality of formal and informal interactions based on shared 

meanings has strengthened important support networks in the school and district. In this 

conclusion, processes and shared meanings are examined within a framework for school 

change identified by Michael Fulian and Suzanne Stiegelbauer. Implications of specific 

beliefs and processes for other educators and schools are discussed and initial research 

questions and emergent themes are addressed. The importance of the emphasis placed by 

participants on ethical considerations is examined for its significance to schools. 

A summary at the closing of this chapter provides a brief devefopmental outline of this 

paper. Further directions for research suggested by this case study are identified in the final 

section. Early experiences with inclusion throughout North America are largely 

experimental and call for substantial research. Due to these extensive research imperatives, 

the discussion in this concluding section focuses on areas of research in the field of inclusive 

schooling specifically identified by the participants and by the cireumstanees of this study. 



In this study7 She ethical perspectives sf  indh-iduals and their contributions to rhe X ~ C K ) ~  

culture have been identified as central to processes for the implementation of inclusion. In 

the findings, vision building and saff dewlqment are based u p a  the understanding and 

acceptance of ethical ideals related g o  equal educational opportunities for all students. 

C a k g  refationships, indvirrg fn3st and respecf are crthanced b~ isitiatk~e-ta2;ir;i: and 

cdabrrra~ion. Correspo~dingfy~ the acceptance and practice of evolutionaq planning and 

p~-&lem-solving led to the restructuring necessary for Inclusion, 

At Hikaes& an ethical perspecfive is prominent in discussions of philosophy* instruction and 

coEfaSorative problem-soking, Part f of the conclusion examines ethical concerns expressed 

by educators at Hillcrest in the amtext of identified ethical theories in the field of 

ehcaPr'on. Findings regardkg the rule of ethics in inclusive ~ h o o l r ;  are examined in 

relation fa the propod far an ethical school determined by Robert Starrat1 (Owl). 



The following section distrsses the need far ethical deliberations in schools as identified in 

the literatwe.. The famutafiotl of the "Ethical School", p r v d  by Robert Sbrratt is 

examined for its utility in addressing the ethical concerns raised in the findings. 

AEI education pradke implies a theoretical stance on the educator% part. 
ahis stance in turn impiies - metimes more, sometimes less explicitly - an 
interpretation of man and the u ldd .  It could not be otherwise. (Paofo Freire 
I972:2OWOt5- in WcpErts and Wideen 1988: 1 13) 

It is important to define the use of the tern, "Ethical Schd",  by identifying what it is and 

what it is not considered to be in this paper. Ethical tbean'es and issues 'have varied 

orientations in the literature on education and scholars haw conceptualized ethical 

rteltkration in fundamentally different ways- A synthesis of these perspeGtives has been 

advacated (Howe, Miramontes, 2991) in an effort to ameliorate contadictioas aad 

difemmas mused by divergear systems. Other educators have rejected the concept of 



Principle-based theories {I) identifl etaical principles, (2) evaluate ethical 
choices h tern of haw well they fit with these principles, and (3) are 
abstract, Virtue-based theories (I) identify the ethically virtuous person, (2) 
evaluate ethical choices in terms of how well they exemplify the deliberations 
of the ethically virtuaus person, and (3) are particufaristic. (1991:19) 

2%- scholars analyze a number of of these theories. As an example, principle- 

based theorieq they assee nay be srrbject to 'dbt-ribtttive justice" (13) in their utilitarian 

uuiSooB; and do not consider situational factors. It is pointed out that although virtue-based 

&eo- do addrefs individual situations; they may be regarded as "unscientific" (13) or open 

pempxtives are identified by H m e  and Miramontes who advocate the development of a 

field of ethical inquiry and eacher education involving "facts" and "value commitments". 

Numerous impurkmt- ethational concepts, then, derive their meaning within 
a cmplex, mially con-&cS web of meanings that is permeated with value 
cmmimenb. AccordPngIy~ m e  n o h n  of what is g d  to accomplish will 
underlie any dehberation a b t  what gwts--achievement, social adjustment, 
ar whatever--eheatiof~ should promote, and therefore will have ethical 
dimensions. (1991112) 

This m&mB a~zpraimafes Stamatt's emphasis on values and informed analysis. 

hplh-g the inzprative for an methies of special education" in the context of inclusion, 



The inclusion of students with special needs, with its requirements for appropriate 

knowledge, resources, and professional skills, is recognized as a particularly essential area 

for ethical considerations. "Mainstreaming is perhaps the most widespread and familiar 

example of the ethical challenges that special education presents." (1991:7) 

Wowe and Miramontes advocate the need for ethical deliberation while pointing out a lack 

of preparation for this focus in education. They state: "It is probably safe to say that the 

ethics of special education has so far received scant attention, either as a field of ethical 

inquiry or as a topic in teacher education." (1991:7) 

For the analysis of the findings at Hillcrest, the formulation of the Ethical School proposed 

by Robert J. Starratt bas considerable relevance. The framework Starratt suggests is 

designed to assist educational administrators in the leadership and governance of schools. 

He advocates consideration of the ethic of caring identified by Noddings in conjunction with 

an elkic of critique and an ethic ofjustice, stating: 

What is suggested, in brief, is the joining of three ethics: the ethic of critique, 
the ethic of justice, and the ethic of caring. None of these ethics by itself 
offers an educational administrator a fully adequate framework for making 
ethical judgments; together, however, each ethic complements the others in 
a developmental context of practice. (Starratt 1991:188) 

In Ethic of Caring", Mel Noddings describes and advances the need for caring in 

schools. Separating her conceptualization of caring from utilitarian perspectives, agapism, 



and theological ethics, Noddings states: "Human love, human caring, will be quite enough 

on which to found an ethic." (198828-29) 

Noddings similarly chooses to use the term "ethical" rather than "moral" to avoid possible 

connotations of "objective" moral judgments, identifying the subjective nature of morality 

as "a longing for goodness" (1988:27). Regarding an ethic of caring, Noddings emphasizes: 

I shall claim that there is a caring, natural and accessible to all human beings. 
Certain feelings, attitudes, and memories will be claimed as universal. But 
the ethic itself will not embody a set of universalizable moral judgments. 
(1988:27,28) 

The application of this ethic of caring requires engagement by "the one-caring" and 

knowledge of unique circumstances. Noddings describes this perception of caring as a focus 

upon the "one-cared for", explaining: "When my caring is directed to living things, I must 

consider their natures, ways of life, needs, and desires. P3d, although I can never 

accomplish it entirely, I try to apprehend the reality of the other." (1988:14) 

Milton Mayeroff defines caring in terms of assisting the one-cared-for, stating: "To care for 

another person, in the most significant sense, is to help him grow and actualize himself." 

(1991:9) The role of teachers as care-givers, assisting students to extend their knowledge 

a ~ d  ski& is evident in Nayeroffrs conceptualization. Noddings expands this perspective, to 

hchde &e fee'hgs, mo;ivathis and satisfactions of the one-caring. 

When we see the other's reality as a possibility for us, we must act to 
eliminate the intolerable, to reduce the pain, to fill the need, to actualize the 



dream. When I am in this sort of relationship with another, when the other's 
reality becomes a real possibility for me, I care. 

Starratt similarly describes the ethic of caring as a relationship of regard for human life and 

dignity. He asserts: 

An ethic of caring requires fidelity to persons, a willingness to acknowledge 
their right to be who they are, an openness to encountering them in their 
authentic individuality, a loyalty to the relationship. (1991:188) 

The theme of "an ethic of caring" emerged from participant statements, observations, and 

in the documentation examined for this study. Although caring was not mentioned in the 

research and interview questions, it was clearly emphasized as a critical component in this 

inclusive setting. This focus resulted in the identification of "caring" in the culture or in the 

subculture of including classrooms. Teachers and principals have been identified in the 

literature as "motivated as much, if not more, by altruism, commitment to ideals, and a 

desire to do good as by self-interesttr. (Marshall in Sergiovanni, 1992,310) Further research 

cites "the chance to make a difference in society" as a dominant motivational theme for 

teachers. (Johnson, 1990, in Sergiovanni, 1992:310) 

The need for positive academic and social experiences in schools is related to social 

outcomes in research. Linney and Seidman cite correlations between school "performance 

and adjustment" and "juvenile delinquency, teenage pregnancy, substance abuse and conduct 

problems. (Hawkins, Lishner and Catalano, 1985) Additionally, "later psychological 



disturbances and criminal behaviour" (Parker and Asher, 1987) have been linked to 

childhood experiences of peer rejection. (Linney and Seidman 1989:336) 

The benefits of positive academic and social experiences are self-evident. Greater personal 

independence, self esteem, contributions to society and benefits to the social development 

of others are a few of the advantages to be gained from caring about the lives of students 

with special needs. Gartner and Lipsky highlight the need for an ethic of caring, justice and 

critique within their statement: 

In a society that places inordinate emphasis on beauty and attractiveness, 
unusual care must be taken to ensure that designed for such 
students do not reflect impressionistic bias on a failure to conform to 
prevalent standards of physical appearance or behaviour. (1989:235) 

Schools are one of the few remaining environments where the "inordinate emphasis on 

beauty" is not prevalent. Educatsrs modelling acceptance on the basis of human interaction 

provide valuable experiences for all students. In a study of organizational culture, Hoy and 

Miskel found that caring cultures, primarily concerned with the "well being and dignity" of 

people, had lower expectations of participant achievement. These researchers state: "The 

caring culture exhibits high concern for the well-being of its people, but it does not impose 

very high standards of performance on them." (1987:256) 

Contrary to these findings, at Hllcrest, the caring culture has a simultaneo~sly professional 

focus on initiative-taking, monitoring, and problem-solving, with an emphasis on "high 

standards" and "intrinsic motivation". Study participants attribute the climate of 



collaboration and risk-taking, needed for this professional focus, to the presence of caring 

relationships in the school. This concept is discussed further in later discussions of 

educational implications. 'The ethic of cn'tiqtce stresses the need to examine conditions and 

press for change based on ethical concerns. Structural change required by inclusion is 

extensive and supported, in principle, by provincial legislation and school board policies. 

Although considerable adjustments have been made at Hillcrcst, continuing monitoring and 

"critique" is encouraged at district and school levels. Starratt observes: 

From a critical perspective, no organizational arrangements in schools "have 
to be" that vay; they are all open to rearrangement in the interest of greater 
fairness to their members. Where unjust arrangements reflect school board 
or state policy, they can be appealed and restructured. (1991:189) 

The ethic of justice s-hultaneously addresses concerns for the rights of the individual and 

the rights of the "common good". (194) Starratt points out that an understanding of justice 

is rooted in traditional and newly forming perceptions of group and individual rights. In his 

description of an ethic of justice he states: 

Hence it can be argued that an ethic of justice, especially when focused on 
issues of governance in a school setting, can encompass in pctice the two 
understandings of justice, namely, justice understood as individual choices to 
act justly and iustice understood as the community's choice to direct or govern 
its actions justly. (1991:193) 

justice, like the concept of truth, may be perceived differently dependent upon how the 

world is viewed, therefore, the identification of confirmation of shared aspects considered 

to be just is essential. Recognizing that individual and community claims will continue to 

conflict as tradition responds to social change, Starratt emphasizes the importance of a 
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practice of ethical justice. He maintains that ethical& just choices, "will always be made with 

sensitivity to the bonds that tie individuals to their communities". (1991,193) It has been 

found that teachers tend to support human rights issues (Gillis in Ghosh and Ray, 34) 

related to the ethic of justice. Similarly, the educators in this study expressed firm 

statements of support for inclusion as the "right" or "just" approach. Anthony Byrk defends 

the inclusion of human values in education, stating: 

This idea of a value-free public education is an oxymoron--it neither reflects 
a commitment to the public good, nor does it comprehend the distinction 
between an education of persons and technical training. (Byrk 1988:258) 

The learning of values is currently present in public schools, in Byrk's view, through 

meanings expressed in daily normative experiences. He stresses the magnitude of the 

impact of schools on moral learning, and asserts: 

Schools nurture the voices of conscience that motivate human endeavour and 
provide the standpoint for evaluating its effect. These voices are heard across 
a range of actiities from developing a commitment to excellence in one's 
work to developing a sense of responsibility for the welfare of those less 
fortunate. (1988:257) 

An understanding of existing values in a society is also advocated. Freeman Butts proposes 

a "morality of citizenship" based on an understanding of legally agreed upon moral choices. 

Knowledge and analysis of these social tenants are additionally important for the 

participation of an informed citizen educated in an Ethical School. Butts describes his 

This means explicit and continuing study of the basic concepts and values 
underlying our democratic political community and constitutiori a1 order. The 



common core of study throughout school and college years should be the 
morality of citizenship. f l988:163) 

The proclamation of the Charter of Rights and Freedoms and provincial status protecting 

human rights reflects directions chosen for Canadian society. Smith & Weisstub (1983) 

state: 

Cultures have critical moments in history when their values are 
constitutionally structured according to legal design ... These constitutional 
statements embody the most fundamental values that a society ccmmits itself 
to at that time. (Smith & Weisstub, 1983: vii-viii) 

Nationally, the Charter of Rights and Freedoms affirms a commitment to fundamental 

rights and freedoms. Provincially, statutory protections guarantee the right of equal access 

to education. The transmission of social values is included ia the key goals of "social 

development" and "social responsibility" identified in current curriculum guides issued by the 

B.C. Ministry of Education. 

Educational objectives and the goals of social conduct beyond the school are thus linked by 

the legal determination of its citizens' fundamental rights. Egalitarian liberties including the 

right to equality of access to education without discrimination on the basis of "mental and 

physical handicaps" (Luskin, 1959) are among these rights. (Manley-Casimir & Sussel in 

Gosh & Ray, eds, 1987:170) 



Starratt identifies educational theorists and researchers examining moral and ethical human 

concerns. He cites the work of MacIntyre (P984), Purpel(2989), Walzer f I98S), and VJynne 

(1982) as examples of scholars moving away from a singularly scientific approach in the field 

of education. There is growing concern and attention directed towards ethical deliberations 

in the restructuring and delivery of public education. Starratt asserts: 

The literature in educational administration similarly reflects growing 
concerns about moral and ethical issues. (Foster 1986, Greenfield 1987, 
Kimborough 1985, Raywid 1986, Sergiovanni and Starratt 1988, Strike, Haller 
and Soltis 1988, Vandesberg 1990 in Starratt 1991:186) 

In Ashbough Kasten's (1984) study of principal decision-making, personalistic and 

organizational values guided most decisions. It has been suggested by P. T. Begley that 

principals are guided by the "highest form of justification" for actions. He describes 

"highest" as, "most consistent with their professional responsibilities as public agents". 

(1990:8) In the context of an Ethical School, organizational values reflect and support 

social values. Discussions in this conclusion regarding internal and external processes, 

within an including school, will identify the need for increased attention to ethical issues in 

education. 

PART I1 IMPLICATIONS FOR THE INCLUSIVE SCHOOL 

In this section, implication of prior experiences of educators are discussed, followed by an 

examination of collegial relationships. Implications for the inclusive schools are then 



suggested in the context of Fullan and Steigelbauer's six "Key Themes in the 

Implementation Process". 

A. PRiOR EXPERIENCES 

Although I had initially selected Hillcrest for its extensive experience of approximately 20 

years with the integration of students with special needs, I found that its history did not 

affect views on inclusion as I had expected. Assuming that early experiei~ces would lead 

more readily to full inclusion, I found, was misleading. In the interviews, it became evident 

that the early experiments with partial integration and experiences with full inclusion are 

viewed very differently by those who taught in both situations. During the years with special 

classes, integration experiences were innovative steps taken towards extending the 

experience of students with special needs and their peers. They were not, however, viewed 

as particularly effective or satisfying when compared with current inclusion programs. 

In the past, students with special needs were segregated in their own sturdily fenced 

enclosure during periods of outdoor play, such as recess and noon hour. Few opportunities 

to develop mutual understanding or relationships bebveen them and the rest of the school 

population were possible. Both students with special needs and other students experienced 

considerably more separation from each other than interaction. At that time, teachers felt 

the strain of increased workloads without the benefit of a support network. The limited 

socia! and academic gains experienced by students seemed insufficient to teachers during 

that early integration period. 



More recently, the availability of substantial support for both the students with special needs 

and teachers, coupled with significant changes in instmctieca! phibssphy, has led to changes 

in the experience and perceptions of teachers regarding inclusion. The differences between 

these periods of time, emphasized by the teachers in this study, indicate that prior 

experiences with integration at Hillcrest did not facilitate the present degree of success with 

inclusion. Rather, the teachers, students and parents appear to have persevered beyond the 

disappointments and stresses of earlier efforts to make inclusion work. Additionally, two 

of the four teachers interviewed had no prior experience with students with special needs. 

Having made these observations, it must be stated that the teachers who experience the 

transitional stages bring valuable insights gained from these experiences to planning 

meetings, to their classrooms and to the school. It is through these teachers that early 

experience may have influenced inclusion at Hillcrest. In this study, only one of the 

interviewed teachers had taught in both situations. It remains possible that the contact and 

experience with students with special needs has had an impact on the school through this 

teacher, and through other teachers at Hillcrest with similar experiences, 

The importance placed on teacher experience with integration and inclusion by the principal 

is another indication of the value of prior experience with students with special nceds. 

Evidence in this study, however, did not indicate that ths extensive length of time with 

special needs classes contributed substantially to the implementation of inclusion at 

Killcrest. Many schools are beginning to include, without the considerable background of 



experiences evident at Hillcrest. Due to past practices, segregating children with special 

needs from pub!ic schooIs, most teachers do not have training or teaching experience with 

studeats with special needs. 

The varied backgrounds, ranging from no experience to 20 years of experience with students 

with special needs within the same inclusive school, demonstrates that past experience per 

se is not a determining factor for successful implementation. A notable common 

characteristic among Hillcrest teachers, however, is their extensive experience as classroom 

teachers. Evidence cited earlier identified greater reluctance to include from principals with 

over 7 years experience and with those who had prior experience with special classes. Since 

all teachers in this study had over 7 years of experience and one taught special classes, 

further investigation into the quality of principal and teacher experiences, rather than years 

of experience, may be needed. Several factors can contribute to the way teachers engage 

in change. Michael Fullan states: 

Some teachers, dependent on their personality and influenced by their 
previous experiences and stage of career, are more self-actualized and have 
a greater sense of efficacy, which leads them to take action and persist in the 
effort required to bring about successful implementation (of change). (Fullan 
& Steigelbauer 1991:77) 

In their words and actions, the teachers at Hillcrest demonstrate a strong sense of self 

awareness and efficacy. Later discussions will suggest that efficacy, supported and enhanced 

by resource assistance and staff development may have greater relevance to teacher 

effectiveness than prior experience for ths implementation of inclusion. 





•̃ hinipback and Stainback ideati@ the tet-endency of teachers to access assistance from their 

peers Eteforg requesting help from administratofs or specialists f1991:f 19). In this study, all 

of the teachers expressed their appreciation of peer support with two prefeniog to talk to 

p n  befm consulting ofhers- rIfie benefits of peer mentorship is evident in studies of peer 

is viewed as a norm by Hillcrest participants, problem-solving with the administration and 
- 

spe-cialisfs is a h  valued and regarded as non-threatening connrltations. This ability to 

d te io a cdlegiali eavironment fosters initiative-taking and problem-solving for these 

teachefs, Carfene Murphy stresses the importance of collaboration at the district level as 

is shrdy. a specific example of this is the adjustments of the District Integration 



goint;iog to coI1abomtive invokemat beyond the school and distrjcf Bruce Joyce advocates 

bniIdirmg "a synergisticcommunity" linking research and practitioners, in "team compusitions", 

to identify vkians and engage En pmbfem-solving for school improvement. (Joyce et ai. 1983, 

J q c e  and Showers 1987 in Joyce 19% :61) Continued collegiality in professional settings 

ean pmvide links to the psi%k &crease in a sense of efficacy, and ongoing professional 

devebpment, An identified concern in the findings addressed the press for collaboration 

h e .  If working together is a priority in a school, it is necessary to provide time for 

kt Hllcfm teacher release h e  far planning and review meetings facilitate collaboration 

beween support personnel, teachers, parents and students involved. Teacher concerns 

regarding sufficient time for collabarafion in the imp1 ementation of daily programs may be 

a consideration for future prubfem-soh.ing. The lack of time for collaboration has been 

determined to be "one of the m a t  problematic aspects of zeachingi' by Goodlad (1984) and 

Latie (1975) in Marlene Pugach and Lawrence Johnson's review of professional peer 

a (Statinback and Stainback, eds, f990:123) Tfie importance of a cokgial 

emrirment is similarly evident in discussions of vision-building, planning and restructuring 

h k % b V ~ g  &OIL 

C SIX RE% TO IMPLEMENTAmUN PROCESSES 

The current innovation of inclusion in education has added another dimension to the 

~ ~ ~ g l y  compIex w d  of scfiooI improvement. - Visions and plans for inclusion are of 



no avail if appropriate action does not ensue. Actions generate experience and outcomes 

for the validation or re-evaluation of goals necessary to implement change. In this 

discussion, formal processes and informal interactions at Hillcrest are examined for their 

relevance to the implementation sf inclusion. 

The relevance and implications of principal and teacher beliefs at Hillcrest are examined 

in a framework provided by Michael Fullan and Suzanne Steigelbauer's, "Key Themes in the 

Implementation Process" formulated in, "The New Meaning of Educational Change." 

f l99l:8O) Key Themes in the Implementation Process, stemming from five dimensions 

identified by Louis and Miles in 1990, provides a framework for the following analysis of 

interactions experienced by the principal and teachers during the implementation of 

inclusion at Hillcrest. In brief, the themes are: I) vision-building 2) evolutionary planning 

3) inithtive-taking and empowement, 4) stafS developentlresource assistance, 5) 

monitoPing/probZeem coping and 6) restructuring. 

An understanding of a distinct philosophy and set of processes envisioned for inclusion are 

evident in the statements and actions of study participants. Shared acknowledgement of 

goals and processes of inclusion, within the classroom and school, exist in the absence of 

a formal schml-based policy. Poky  pidefines from the district level are discussed when 

required from specific purposes as ail including teachers have recently participated in 

professional development regarding goals and processes involving the district vision. 



Because full hchsion was initiated by the district, vision-building, monitoring and 

restructuring involves considerable district involvement. 

The educators at Hillcrest agree that all students benefit from inclusion. They disagree with 

segregated schooling for students with special needs. The educators in this study express 

that they are motivated by their belief in the principle of equal opportunity as morally 

correct. Teachers are identified as important models of behaviour in the findings at 

Hillcrest. The principal and teachers stress the importance of both social and academic 

learning. Citing individual and social goals, they emphasize "high expectations" in these 

areas in their vision of student outcomes. These views demonstrate an ethic of justice in 

the identification of the ideal of equal educational opportunities. 

The participants in this study also believe that all students can experience gains based on 

their individual abilities. They endeavour to adapt curriculum to specific needs and value 

the acceptance of all students. This vision of inclusion found at Hillcrest, demonstrates a 

strong understanding of the philosophical background and instructional needs of inclusion 

identified in literature on inclusion. (Gilbert & Hart, 1990:13, Stainback & Stainback: 1990; 

Lipsky & Gartner:1989) Murphy points to the importance of teacher and principal beliefs 

regarding student learning in the educational process, emphasizing: "School improvement 

requires that teachers and zbmhistrators believe they can make changes in students' ability 



This vision of student outcomes, advocated as a valuable "pervasive belief', by Lieberman 

and Rosenholtz (in Goodlad 1987:83), involves an ethic of caring re!ated to students and 

to the craft of teachifig. Implications for practice clearly involve the active participation of 

teachers in the implementation of classroom instruction for inclusion. 

In the findings at Hillcrest school, an ethic of justice address the "spirit" of inclusion as the 

principal and teachers work, not only to provide access to education, but to promote 

educational benefits for all students. Although it is important to emphasize the need for 

"school expenditures" related to the restructuring required for inclusion, important 

relationships between student achievement and teacher effects are evident in the philosophy 

of inclusion found at Hillcrest. The understanding and acceptance of inclusion contributes 

to vision-building in the school by promoting high expectations for all students within a 

caring environment. 

fa) The School Administrator 

Hillcrest's principal reinforces the goals of inclusion by communicating goals when necessary 

and by modelling the philosophy in his own actions. As school principal, Dave Aitken is 

aware of rhe scope of his responsibilities to school members, to district administration, to 

parents and community, and to federal and provincial regulations. He communicates school 

and district goals in persrtnal interactions and supports his vision of inclusion through 

deds io~s  made regarding organizational arrangements and support for teachers. He also 

recognizes that principals do not implement change alone, preferring to use the metaphors 



of "team" and "community". Mr. htken's belief in a collaborative school culture is reflected 

in his willingness to foster extensive "open" communications. He emphasizes the importance 

of caring relationships and demonstrates strong leadership, communicating and facilitating 

the vision of inclusion at Hillcrest. 

Start-A'S view of the administrator's role concurs with this perspective, adding that the ethic 

of caring enhances the "cultural tone of the school" when administratorlteacher relationships 

are conducted with "regard, mutual respect, and honest contact between two persons. 

(1991:196) The significance of symbolic leadership has been advocated in the literature on 

organizational and school leadership. (Deal and Kennedy, 1982; Peters and Waterman, 

1982; Reitzug and Reeves, 1992:217) Thomas Sergiovanni stresses the effects of "the inner 

life of principals" on decision-making. He states: 

Adopting a strategy of designing out from ideals, values, purpose, and 
commitments is more effective than designing down from objectives and work 
structures that emerge from bureaucratic ruies, political mandates, or what 
research says. (1992:305) 

Communication of the school vision of goals and adoption processes is central to the 

findings regarding the school principal at Hillcrest. He emphasizes the importance of his 

direct involvement with all stakeholders within and outside of the school. Indicating a need 

for an ethic of critique, a current study of effective principals draws the following 

conclusion : 

Teachers likely support principal leadership in which a school vision is 
adopted through a public and critical process and in which there is respect for 



their expertise and judgement in making the strategic decisions to accomplish 
the vision in their cIassrooms. (Greenfield, Licata, Teddlie, 1990:98) 

It is evident that the principal at Hillcrest views teachers and himself, as learners. He 

places considerable emphasis on the support provided to facilitate creative, flexible program 

development by teachers. Collaboration with formal and informal support networks and 

professional deveiopment are encouraged and provided. 

The vision held and expressed by the principal at Hillcrest is also identified by the 

interviewed teachers and appears to be shared by other staff members. Communications 

between the principal and teachers are made in a context of shared meanings and goals 

facilitating purposeful problem-solving. There is a reciprocal aspect to vision-building at 

Hillcrest. The teachers interviewed expressed clear visions of successful inclusion and 

provide valued feedback to the principal about their experiences. The imperative for a 

strong relationship between the principal and teachers is addressed by Miles who states: 

The need for a vision of what the school should look like is affected bv two 
.I 

preconditions: the principal must exercise leadership in promoting a vision, 
but the staff must also be cohesive enough to be willing to buy some shared 
set of goals. (Fullan & Steigelbauer, 1991:81) 

The cohesion referred to by Miles is evident in statements by the Hillcrest teachers. Their 

shared vision of an inclusive school also includes far-reaching concerns regarding the future 

lives of students and goals for the improvement of society. This willingness for teachers to 



work together for a common end originates from a commitment to what members feel is 

II . right," or mora!!y and ethically correct, resulting in a s~ppmtive sehod culture for inclusion. 

Regarding the form of communications, interactions at Hillcrest are identified as 

personalized, supportive, and frequently humorous. Starratt indicates the importance of 

these interactions, stating: "Formal abstrzct language is the language of bureaucracy, of 

distance; humour, familiar imagery and metaphor, and personalized messages are the 

language of caring." (1991:197) 

Thus, it is not only the principal's communication of the philosophy of inclusion to new 

members, or professional development experiences which are identified as presenting the 

philosophy of inclusion to new members. The climate of support for inclusion and the 

normative behaviours of members modelling inclusion, now developed at Hillcrest, builds 

and maintains this vision. 

2. EVOLUTIONARY PLANNRVG 

The theme, evolutionary planning, addresses the concern for con tinu ed examination of 

objectives and processes. The concept of evolutionary planning involves short and long term 

planning in the classroom, school and district. At Hillcrest, program "flexibility" and 

adaptation is valued by all participants and encouraged in the district. Mr. Aitken promotes 

ff exible program development and classroom strategies fostering evolutionary planning in 

the implemenhtion of inclusion. 



The CORC on of the teacher a s reflective practitioner is widely supported in the 

titkratwe on teaching. (Olson and Eaton, 1987,183; Xopkins, "r98; Wideen and Andrews, 

1987; Barrows, 1984) Within the school, evidence that practices are reviewed and changed 

are provided in the findings. Notably, the adaptation of the policy, placing two students 

with special needs in a class to one, demonstrates adjustments to improve conditions. This 

change was considered due to difficulties experienced in the year of implementation. The 

principal feels this change contributed significantly to later successes. Mr. Aitken's belief 

that change is an integral part of school processes demonstrates his willingness to alter 

circumstances. At the district level, adaptability was also evident in the change from two 

District Integration Facilitators to one, in response to changing needs. Additionally, new 

professional development initiatives are planned for the coming year, emphasizing classroom 

practice and academic achievement. Professional development in the first years of full 

inclusion stressed social concerns of inclusion as an initial focus. Thus, evolutionary 

planning is evident in district initiatives which will, subsequently, influence school planning. 

Pointing to the multidinrensional nature of an innovation, Fullan identifies areas of 

instructional materials, teaching approaches and beliefs as likely to undergo changes. 

(Fullan & Steigelbauer, 1991:37) This suggests the need for regular involvement from 

teachers and other school and district members. Integral to the collaborative school culture 

at Tfiicrest is the communication required for continued planning and problem-solving. 

Fullan states:- 



Blending top-down *initiative with bottom-up participation is often a 
characteristic of successful multilevel reforms that use what amounts to 
evolutionary planning approaches (Marsh, 1988). 
(Fullan & Steigelbauer,l931:83) 

Changes in principal and teacher beliefs were evident in the findings. These changes largely 

occurred following implementation, resulting from the practice of inclusion. Experiences 

with support networks, with inclusive strategies, and with the responses and learning of all 

students were cited as aspects of increased support for inclusion. Those teachers with 

concerns regarding placement review, point to the need for ongoing evolutionary planning 

when including students with special needs. 

3. INITL4TII/TE-TAKNG AND EMPOWERMENT 

The theme identified as Initiative-Taking and Empowemen t includes two mutually 

sustaining factors. Initiative taking can be promoted by the empowerment of teachers while 

teacher empowerment encourages further initiative taking. The teachers and principal in 

this study identify these themes as critical to the implementation of inclusion. They refer 

to initiative taking as "risk-taking", and the concept of empowerment as the provision of a 

risk-taking environment. 

As Fdlan points out, "Implementation is very much a social process". (Fuilan & 

Steigelbauer, 1991,84) The effectiveness of educational processes depends heavily on the 

efficacy and actions of teachers. At Hillcrest, the principal empowers teachers and students 

by encouraging and fostering risk-taking in a climate of trust and respect. 



Fullan stresses the centrality of "collaborative work cultures "in this theme, advocating the 

inve!vemeat of students a d  parents. The hKflS strategy provided at HiEEcrest empowers 

parents, students and all individuals involved with the students with special needs in 

collaborative goal setting and review meetings. Due to the many formal and informal 

flexible working groups at Mlcrest, the school appears to have an existing "collaborative 

work culture", as identified by Fullan. Ann Liebeman and Rosenholtz iridicate that 

collaboration can "provide us with ways of building a more professional culture". 

Descriptions of this school involves modelling, planning and instruction identified by the 

Hillcrest educators as "collaborative". 

Modelling collegiality and legitimating working on curriculum and teaching 
together, rather than in isolation, changes a school from one where teachers 
and principals turn inward to one where teachers and principals reach 
outward. (Lieberman & Rosenholtz, 1987:89) 

Both teachers and principals at Hillcrest value collaborative initiative-taking in their school. 

They emphasize the need for these interactions in their inclusion experiences to provide 

support and feedback to colleagues. Study participants refer to the centrality of a risk- 

taking environment founded on trust and professional respect. They demonstrate efficacy 

in their knowledge of goals and practices and reflect a sense of commitment in their 

optimism and continuing desire to learn from new experiences. 

The principal at Millcrest identified his encouragement of teachers as an important aspect 

of his role. Suggesting that teacher efficacy is at the core of empowermenf Carlene Murphy 

advocates encouragement and support for initiative-taking. She states: 



To build faith, the project director, system level administrators, respected 
peers, and observers from outside the school system nmst frequently tell 
teachers about their successes. (199?:57) 

Factors identified in this study such as reflective practice, peer mentors, support networks 

of formal and informal teacher collaboration, and a principal as "sounding board" promote 

teacher efficacy at Hillcrest in an environment of mutual encouragement. Maron Shapon- 

Shevin identifies empowerment of all school members as a contributing factor in a caring 

school. (Stainback et ali, 6990,247) Of additional importance to study participants is the 

flexibility encouraged in the developrnezlt of instructional programs. This en~powers 

teachers to diversify strategies addressing the varied needs of students. 

Dave Aitken is a principal who encourages and empowers teachers, resulting in far-reaching 

in?.plications for the school culture. His emphasis on open communication and 

collaboration, on support for teachers, and on risk-taking demonstrates his understanding 

of empowerment. Teachers similarly support their peers in mutually empowering 

interactions. Indicating teachers feel comfortable expressing frustration, asking for 

assistance, or offering suggestions, some of their anecdotes describe peer interaction and 

support as valued norms. At Hillcrest, inclusion involves daily risks and new experiences. 

It requires creative solutions and flexible implementation. Room for risks, for the 

expectation of shcrt-lived errors and new beginnings, may be a similarly critical factor in 

other inclusive schools. 



Teacher commitinent is essential to professional initiative taking. Numerous diverse 

variables have been found to influence teacher cornrnitimni in stidies of teachers. Personal 

and professional beliefs can influence the pedagogical and career orientations individuals 

bring to their schools. At Hillcrest, both personal and professional benefits are identified 

as important sources of satisfaction and commhent.  Personal "growth" and learning and 

benefits to students are central motivators in this inclusive setting. 

The advancement of learning has been identified as one of three central teacher concerns. 

(Cillis in Ghosh & Ray, 35) Including teachers at Hillcrest express considerable satisfaction 

with the achievements of all pupils. Indeed, the progress of students with special needs 

appears to be a source of surprise and delight to the principal and teachers in this study. 

In many scbools, teacher beliefs and experiences regarding students with special needs have 

been identified as ill prepared for inclusion. Ln this study, changes in perceptions followed 

well-supported and planned implementation. The implications for other schools regarding 

empcwerment, initiative-taking and commitment are thus closely linked to effective resource 

assistance to initiate and assist implementation and appropriate staff development. 

4.  STAFF DEr/lELOPMERTT/RESOmCE ASSISTANCE 

The need for resource assistance is emphasized as essential throughout the findings. 

Concerns regarding both formal and informal factors in the formation of networks of 

support, teaching materials and funding allocations are raised by the principal and teachers 



studied at Hikres?. Teachers experiencing partial integration in the absence of these 

mpportrs, expressed s e ~ m x s  r=f"vatio~s, poiati~g mi, the &Ecu!ties of u n c e ~ a l n ~ ) . ,  st;.esf-tl 

workloads, and frustration. The fdowing discussion first addresses the findings regarding 

instruction, resource assistance, and staff development during and foliowing implementation. 

Effective techniques for inclusive classrooms have been recommended in the literature on 

incEusion. Tfre following strategies reviewing of inclusive methods were evident in the 

inclusive setting at Hillerest: 

This article reammends the use of peer tutoring, direct instruction, 
cooperative teaming, self-iastmdonal training, eu.iculum-based 
measurement, irntrmtkmal afignment including Ham's mastery kamhg, an8 
f earning strategies. (Vergwn & knderegg, 199 1 5 )  

adaptive instruction and to Special Assistants assigned fo their clases. Student 

p h m e n t  and for schoofs monitoring inclusion. 

e *bent needs wben hcludiag, teachers recommend proPesbp1al &elvent  to 



Empfiask on tbe imporfaoce of teacher learning in this study demonstrates a wiliingness to 

aajtaely engage in profesbnd development for the impfernentation of inclusion. An 

iatPinsic motivation to learn is evident and, in some circumstances, actively modeled to 

The eooceptualitation of "teacher as artist* impiies ski& perfomanee and development of 

EWk. The teadm in this s&dy who sfexnied a peer as "masterfr1P as a teacher appeared 

#a hotd &if perception of teaching.. Continued learning from peers and from formal 

&e, hammer, that &e p~ocess of developing the art of the artist is always associated with 

sa~pport firm tk schod p i n  and intqptiu~ support networks. They assert that 

ks is a & k d  $0 e f f d e  instmction- This respoazsive11ess $0 student needs is 



and Thousand, 1988; Stainback and Stainback, 1990,13) The flexibility in grouping and 

loeation of instruction within and outside of classes found at Hillcrest is similarly 

remmmended in ihe literature. (Slavin, 1987); Stainback, Stainback and Forest, 1989; 

Stainback and Stainback, 1990,12) Instructional strategies involving cooperative learning 

encouraged and practised at Hillcrest have been identified by researchers as conducive to 

student achievement for all students. (Johnson and Johnson, 1975; Holu bek and Roy, 1984; 

Dishan and O'Leary, 1984 in Stainback and Stainback, 1990:70) 

Prcrximity and friendships foster increased understanding and respect for similarities and 

differences between all students and enhances the atmosphere of acceptance and caring irr 

inchding classes and schools. (Stainback, et al, 1990,58) For the educators of Hillcrest, the 

development of understanding and the socialization of both students with special needs and 

students without special needs is highlighted as a priority for embarking upon effective 

inchsion in schoofs. 

A hrther aspect of instruction identified as important by study participants is the need for 

appropriate models of inclusion in the class and school. Without the modelling of inclusion, 

behifviours frm the teacher, the study participants emphasized that students and ultimately 

the tme of the classroom would not easily achieve a climate conducive to inclusion. 

l5ph-g &a% "teizchers axe important r01e ndels", Lipsky and Gardner state: "While 



The inc!rtding teachers at Hillcrest model and encourage caring and interaction. They 

zddi&oaz!!y Oemmst~ate the need for tboughth! analysis of si@~ations based on their 

circumstances, involving students in the ethics of justice and critique. Linney and Seidman 

determine teacher behaviours, expectations, management, and the "emotional climate of the 

classroom" to be positively associated with student achievement. They state: 

Research consistently shows that the teacher's expectations for student 
mastery, coupled with effective classroom management strategies, are causally 
related to achievement ..... High achievement occurs in classrooms that are 
pleasant and friendly, although extreme levels of warmth and positive teacher- 
student affect are not associated with high achievement. (1989:337) 

The ethic of caring in this study dues not imply "extreme levels of warmth" or intimacy but 

refers to concern for the learning processes and outcomes of each student. Nel Noddings 

w a i n s  the role of caring in the context of high expectations of achievement. As a "caring" 

educator she states: 

I would not hesitate to teach that which I, as teacher, believe the student 
should know if he is to be credited with mastery of a particular set of topics. 
He must be aware always that for me he is more important, more valuable, 
than the subject. 

Evatuations of the needs of all students thus involves an ethic of critique to determine and 

monitor program implementation. Regarding the effects of teachers as ethical models in 

elassrooms, Noddings writes: "...the teacher models not only admirable patterns of 

intellectual activity but also desirable ways of interacting with people". (1988:123) 



For teachers demonstrating caring, Nodding states: "Teachers model caring when they 

steadfastly encourage responsible self-affirmation in their students". (1988:222) Statements 

in the findings such as, "you are valuable," and "all students contribute" demonstrate a belief 

in caring of this nature. Additionally, statements and observations, regarding a vision of 

instructional strategies and outcomes, demonstrate an ethical perspective of critique. 

stressing intellectual, as well as social development. Bruce Joyce advocates the model ling 

of roles that facilitate change (p.119) through informal contacts between teachers and 

students (1991:116) 

The educators in this study also point to the importance of student models of behaviour 

indicating the difficulties of students who want to "smother-love", or over-assist 

inappropriately and express concern regarding some of the older students who interact less 

with students with special needs. Strategies to encourage interactions identified in this study 

such as The Circle of Friends are recommended by researchers of inclusion. (Asher & 

Gottman, 1981; Villa & Thousand, 1987; Forest, 1987 in Stainback. et al, 1990,53) 

It is of considerable interest that instructional practices and strategies to enhance social 

relationships identified at Hillcrest are widely advocated by research on inclusion. I feel it 

is indicative of the acceptance of the philosophy of inclusion within the classroom. Not only 

has professional develqment been effective h communicating the needs of inclusion, 

pracfkes in their dassroom. The importance of involvement with the implementation of 



inclusion is identified in the findings by the principal who emphasizes that responsibility for 

student programs within the support network is primarily the teachers. 

The administrator at Hillcrest expressed a willingness to facilitate teacher attendance at 

wofkshops, classroom observations, or any other helpful form of professional development. 

The principal's role in professional development initiatives, beyond the more obvious 

concerns regarding funding, relate to his knowledge of instruction and inclusion in the 

school. Mr. Aitken made frequent reference to his own learning regarding inclusion. He 

attended a three-day conference with his staff and consults regularly with district personnel 

for current information on instructional needs and inclusive practices. 

For the principal and teachers of this study, professional learning is accomplished through 

both formal experiences and informal interactions. At Hillcrest, discussions of classroom 

practice and other educational concerns are common. Some teachers point to specific peer 

mentors and other speak of the general collaborative climate in the school. Teachers 

engage actively in initiative-taking experimentation with new strategies. Their comments 

indicate that these behaviours are prevalent within Hillcrest. 

Millcrest. Interactions include formal and informal monitoring strategies. Study participants 



emphasize the value of both forms as opportunities for review and development. Resources 

and release time are provided at Hillcrest, assisting teachers through materials, personnel, 

and time for continuous learning. With the implementation of inclusion, it becomes critical 

to meet the demands of "classroom press". 

Concerns regarding student placement, identified in the findings by two teachers, point to 

an area for further monitoring/problem-coping. The coordination of Mapping meetings by 

the District Integration Facilitators and Learning Resource Teacher help to generate the 

special education Individual Educational Plans (IEPs). They bring together teachers, 

parents, students and specialized personnel to establish and review integration plans. This 

monitoring strategy involves two important additional aspects of planning for individualized 

programs. Stainback and Stainback (1990) advocate these changes due to a focus on a 

positive caring outlook, rather than negative orientation to inclusion. At Hillcrest, 

collaborative involvement with support networks is valued and practised, optimizing 

outcomes from MAPS, School Based Team Meetings and Staff meetings. Formal processes 

employed in the classroom, such as the Circle of Friends strategy are similarly assisted by 

joint planning and evaluation between school members. 

Additional monitoring during implementation is evident in two surveys developed within the 

d f i c t .  The first survey, cmducted with assistance from district services, provided parent 

feedback on inclusion. Rest11t.s of this suwey communicated concerns and levels of support 

from Hillcrest parents. The second survey was developed at Hillcrest and elicited teachers' 



views regarding Learning Resource Centre services. Both surveys contained positive 

feedback and provided specific information on inclusion processes at the school. Site 

specific monitoring techniques are useful opportunities for surveyed groups to express 

positive feedback as well as provide suggestions for improvement. 

Monitoring and coping with problems requires an open, reflective outlook on the part of 

all members. An indication of a willingness to examine inclusion at the district, school, and 

classroom levels is exemplified in the existence of this study. I feel that the Salmon Arm 

School Board, District administration, the principal of Hillcrest, its teachers and Special 

Assistants demonstrated a commitment to monitoring the implementation of inclusion 

through their full participation with this study. Certainly, all schools would benefit from the 

recognition of areas of improvement and the provision of monitoring and problem-coping 

strategies in supportive environments. Fullan and Steigelbauer's final theme addresses 

possibilities for change suggested by the earlier themes. 

6. RESTRUCTURING 

In this case study, a number of examples of restructuring are evident. The following 

discussion addresses six areas of restructuring identified in the findings regarding the 

implementation of inclusion. First, district restructuring to facilitate inclusion is reviewed. 

School-based restructuring is discussed next, with reference tofacilitators, collaboration, and 

professiorizl developntwl. A continuing concern or dilemma, identified by the educators in 

this study is then addressed. 



The fourth section in this examination of the findings concerns accommodations in the 

school related to the physical environment of inclusion. In the fifth section, the role of 

parents in an inclusive school is analyzed. The final section considers the external context 

of the school in a discussisn of the role of the communiy and broader social implications of 

inclusion. The six topics in this examination of restructuring for inclusion require serious 

consideration if inclusion is to be purposefully implemented. As emphasized earlier in this 

document, all members of society are stakeholders in this innovation. 

(a) The District 

Full inclusion was initiated at  Hillcrest at the district level and has involved extensive district 

participation. Attention to the needs of inclusive schools and a commitment to the 

necessary financial support to restructure for inclusion is evident in the findings. It is 

important to emphasize that structural change requires informed support from the School 

Board and District Superintendent to address the philosophical and financial implications 

for the district. 

In the District of Salmon Arm significant restructuring was undergone in the fundamental 

change from special classes to inclusive classes, involving finance, organizational 

arrangements and roles. Specific policies and procedures, outlined in the District Handbook 

for Administrators, describe these restructured arrangements. District support is provided 

through formal and informal networks with flexible lines of communication between the 

school and district offices. It is largely through the communications and actions of the 



Director of Student Services, the principal, and the District Integration Facilitator Director 

that this coordination occurs. 

The relationship between the members of Hillcrest and district offices can be described in 

part by using Peter's & Watermans' formulation of "loose-tight practices", advocated as the 

"co-existence of firm central direction with maximum individual autonomy". (1982) District 

support is structured to link purposefully with the internal. support network through the 

principal and District Integration Facilitator. The Director of Special Services is accessible 

for direct teacher consultations in school-based planning meetings and through his office. 

It has been recognized that facilitators within the district are critical to school improvement 

or change. "Bauchner (et al.) found that 'local facilitators' - usually from the district's 

central office - contributed more to the success of school improvement efforts than any 

other role group." (CrandalP et ai, 2986:43) The position of District Integration Facilitator 

was created and later expanded to include two facilitators. This position was again re- 

evaluated, with input from district principals, and re-established as one facilitator due to 

changing district needs. This observation in the findings demonstrates collaborative 

restructuring at the district level. 

The findings in this study demonstrate the importance placed on beliefs and norms guiding 

practice by educators at Hillcrest. Collaboration, caring, and critique, based on identified 

perceptbos of justice are thus as essential in the district as they are in the school. District 

goals and processes, shared with schools and the communities they serve, must clearly 



identify areas for restructuring needed to include. They must also incorporate mechanisms 

for ongoing problem-solving and restructuring. 

An innovation such as inclusion demands considerable restructuring. All of the first 5 

"Keys" to improvement require change. In the Hillcrest context, and for other inclusive 

schools, the meaning of inclusion implies extensive restructuring. It has been identified by 

researchers as the most challenging and essential part of inclusion. In their article, "Special 

Education and the Process of Change: Victim or Master of Educational Reform", 

Kauffman, Kameenui, Berman and Danielson assert: "In our view, to be a master of reform 

and change, special education researchers, policy makers and practitioners must continue 

to examine and improve their craft." (1990:llO) 

(b) The School 

The following discussion of restructuring at the school involves further aspects initiated by 

and involving district personnel. These are school-based, but frequently constitute 

additional district participation. Restructuring requirements in the inclusive school have 

been identified extensively in earlier examinations of inclusive processes. This discussion 

briefly identifies restructuring related to school-based facilitators, other collaborative 

relationships, and professional development in the findings. An identified "dilemma" is also 

descnied as an area for continued problem-coping or restructuring. 



School-based facilitators have important and necessary functions in the implementation of 

inclusion. The Learning Resource Teacher coordinates district and school processes, 

communicating with parents, studeiits arid teachers as well as district personnel. The role 

of the Learning Resource Teacher at Hillcrest was also adapted to include time for 

consultations and Mapping meetings to facilitate inclusion. Research on inclusion 

emphasizes the need for clarification in roles for special education teachers in inclusive 

schools. Special education and classroom teachers are encouraged to work together to 

identify and review needs. At Hillcrest, the Learning Resource Teacher is acknowledged 

as a valuable member of the support network for inclusion. Appreciation for processes and 

interactions between the Learning Resource Teacher and teachers at Hillcrest is indicztive 

of their ability to work collaboratively. 

Additional collaborstive groupings of concerned individuals at Hillcrest also provide 

evidence of restructuring in the workplace. Formal groups such as mdS participants 

include parents, students, Special Assistants, teachers and specialists. Informal groups, 

coming together to plan class teaming or school projects, also structure working 

relationships. Collaboration empowers participants to take part in decision-maki~g and 

generates a sense of ownership in processes. 

The third area of active restructuring in this school is the provision of teacher release time 

for professional development related to inclusion. This involves a wide varkty of staff 

development opportunities within and outside of the district. Teaming between classes and 



teacher;. is also practised, involving groups, classes and school-wide activities to include 

students with special needs outside of their classes. There are indications that short-term 

experiences with mixed classes and abilities existing prior to full inclusion, through partial 

integration and reverse integration. These early experiences were similar examples of 

restructured school organizational arrangements. 

(c) The Special Assistants' Dilemma: 

An important example of restructuring, emphasized as critical to inclusion by participants, 

involves the incorporation of Special Assistants into inclusive classrooms. Issues of 

collaborative work are again raised in concerns regarding the compatibility of teachers, and 

Special Assistants. The interviewed teachers and Special Assistants hold each other in high 

regard and expressed satisfaction with their collaborative efforts. Although Special 

Assistants 'fit' may be a consideration in other situations, it was not a current concern at 

Hillcrest. This may be influenced by Special Assistants' training and the collaborative 

school culture valuing respect for indivihal views and open communication. The 

philosophical understanding of inclusion involving the ethics of justice, caring and critique 

are essential for Spscial Assistants working with teachers and students. Teacking assistance 

has been identified by researchers as "a necessary adjunct to the regular classroom where 

the teacher has a defined responsibility for handicapped children". (Karagianis & iqesbit, 

1983,19 in Simpson & Miles, 1990,7) Of considerable concern, is the difficulty ideatified 

in the findings as the "Specid Assistant dilemma". Defining dilemmas, Hoy and Miskel 

state: 



Dilemmas are not soluble within the existing framework. Solutions and 
perfect adjustments are impossible. Because dilemmas are endemic to social 
organizations? they serve as perpetual sources of change. (1987:432) 

Change compelled by dilemmas may result in solutions or, when circumstances cannot be 

improved, coping mechanisms. As indicated earlier, the Special Assistants' dilemma 

involves sometimes frequent and often unexpected systemic movement of Special Assistants 

within the district due to seniority and "bumping" procedures in their union. This process 

was identified in twelve interviews, involving administrators, teachers and Special Assistants, 

as a serious disruption to the education of students with special needs. When Special 

Assistants are moved, a chain reaction of movement can be triggered, involving several 

students with special needs classes, and their teachers. Althmgh it can be an adva~tage for 

individuals who wish to change their location, adjustments, such as prior commitments of 

one full school year in a given position would be beneficial for program continuity, while 

permitting freedom of movement- 

During my observation period, a Special Assistant was informed of an imminent transfer. 

The Special Assistant and staff were visibly shaken and disappointed. A few days prior to 

this, these i n d ~ d u a l s  had been expressing considerable satisfaction with their working 

refationship and with progress made with the student involved. Training to work with a 

specific student, orientations to teachers an& classes, and important relationsEp-building 



Special Assistants" involvement have been arranged through negotiated agreementswith the 

trade union representing the Special Assistants. The Special Assistants* dilemma Is as area 

3n which ftrfiher problem-solving and restructuring couM be beneficial. 

activity rocan shared Iremeen chsss aard used for cooperatiwe group work, and the newly 

e ter room, add to the sense that the physical and technical requirements at 



Wheeicbair accessibitity and attention ta technofogical needs such as a computerized 

cosplmunia&a~ bawd is adiGasaf@ evident These environnenbf factoss contribute to the 

inclusim of saden@ with 1 needs both physically and academically. Emphasizing the 

Ts the members of' H i l l a m  the proximity of the office of distntnct resource personnel such 

as ehe D&&ict lategnricbn Emifitator witfiin Hiffcrest bas advantages, should emergencies 

m u r .  It is not, hmevelr, mmidr&red t2 have a significant impact on the daily teaching 

experiences with &"hidents with cc"cecial needs. Similar arrangements would not be possible 

QP- necessary in other inchshe schools. The meetings with necessary specialists held 

regdart). at Hiltcrest mainfain a network of fonnal support from these specialists as they 

ozher mnsideration regarding this school districl is its demography. It is a smaller 

and the f i n d b e  indicate a high degree of interactions between administrators due 

en 49mr arrd M e r s  in this msp@ from the *on Ann schools in outlyhg areas. For 



generally high. The level of education in family background has been identified as the most 

consistent predictor of student achievement (Walberg & Shanahan, 1983 in Coleman & 

LaRoeque, 1990:29) 

In smaller districts, inciusive scbook such as Hillcrest may have a positive impact on other 

s~h mls  in the district by sharing experiences and strategies and by modelling inclusion. 

Nthough s ~ c h  peer suppa also accurs in larger districts, geography and social networking 

caa draw teachers in a smaller district together more readily. Continued interaction and 

peer support is aIso more likely in these circumstances. A greater challenge exists for larger 

dktxicts in the development of inter-school networks due to geographic factors and 

increased numbers of schools and teachers. The relatively smaller school size of Millcrest 

may also contribute to facilitating inclusion. fn the context of including schools, smaller 

wbml units could have the effect of increasing involvement, collaboration and ownership 

af gads and processes. The development of the ethics of justice, caring and responsible 

decision-making can also be encouraged through meaningful participation. 

The implication for schmk, of particular interest regarding district schools in this study, was 

&e colll~itment to inchsion exhibited at Hillcrest in the face of peer pressure and doubt. 

hcfeed, the participants themselves had serious concerns regarding the process but 

demanstmted mnsideraE,Ie perseverance while undertaking inclusion. Peer acceptance and 

&amity tr, established no- did not hibibit inclusive efforts at  Hillcrest. The individuals 



and circumstances at Hillcrest are unique to this school site but many of the factors within 

the school environment facilitate and encourage their efforts. 

09 Parents 

Etch data source - interviews, observations and documentation identified parents as 

important participants in inclusive schools. At Hillcrest, formal and informal involvement 

is encouraged. The school administrator and teachers view parents of students with special 

needs as necessary partners in goal-setting and monitoring iil the MAPS process and for 

feedback on student responses to daily academic and social experiences. Parents contribute 

a unique perspective to Mapping meetings, frequently sharing unknown strengths, and 

knowledge of their children's fears and dreams. 

Mr. Ataten identifies parents as "key" members of the support network for inclusion. He 

appears to have an "open door" policy, communicating with parents frequently, providing 

information, listening, and interacting with parents. Demonstrating a concern for support 

for inclusion from both parents of students with special needs and students without 

exceptionalities, the principal communicates the vision of inclusion and monitors feedback. 

The findings indicate parental concern regarding inclusion was evident during the initiation 

period, with parents of students with special needs having the greater reservations. They 

had been uncertain about the continued development and skills and concerned about their 

children" emotionaI welfare in a general education setting. These realistic parental 

reservations underscore the need for effective planning grounded in a caring perspective. 



After experiencing both social and academic benefits of inclusion. Through their children, 

these parents are now identified as advocates of inclusion. 

Responses of parents of students without special needs have not been negative, although 

one statement regarding possible interference with academic programs was noted. Overt 

indications of support were not evident in the findings. My observations of parent 

volunteers, interacting thoughtfully with students with special needs and other students 

demonstrated their understanding and support of the philosophy of inclusion. These parents 

provide students with important additional models of behaviour. 

The inclusive preschool being promoted in the community of Salmon Arm indicates an 

awareness of the benefits of early support and social interactions. Parents have mainly been 

the recipients of information. Indeed, an earlier study of parental preferences indicates that 

being informed by the school regarding general decisions is preferred by most parents. (50) 

For parents concerned about a child with learning problems, however, parents chose to be 

part of a decision-making committee. (Robinson & Cattermole, 198550) 

Inclusive schools magnify the need for parental understanding of its vision and for 

participation in its processes. This should not be left to chance or to individual interactions. 

Participant views and existing processes at  Hillcrest suggest the value of greater parental 

involvement in inclusive schools. Parents of all children can make important contributions 

to the vision of a caring and critique if provided avenues through restructured relationships. 



(i) Community and Social lmplications 

The findings I least expected to be so strongly emphasized by study participants were related 

to the community and social implications of inclusion. As an educator, I am not unfamiliar 

with the responsibilities of schools to the public at large, yet the emphasis on schools as 

respondents to new direction: provided by society, acting as agents of social change, was 

surprising. Having examined the findings and their related research regarding the inclusion 

of people with exceptionalities, I now consider this aspect to be fundamental to the vision 

of inclusion. The educators in this study highlighted social implications to be a central 

aspect of the school vision. 

This section thus discusses the implications of restructuring in the community and its 

broader environment. Starrattss proposal for an ethical school stems from his vision of 

society. He describes this viewpoint, stating: 

In general, certain broad ethical principles that apply indifferently to 
individuals and communities are required in order for a liberal society to be 
possible--principles that prohibit discrimination, that provide citizens with 
equal rights to participate in the political process, that promote equality of 
educational opportunity, and so forth. (1991:21) 

Understanding the meaning of inclusion and the processes required to implement it are 

essential in the community and society forming the context of the school. Community 

support for inclusion is evident in regional and community hiring policies. Due to its 

ministerial mandate, the lack of public opposition is not indicative of agreement or 

disagreement with the principles of inclusion. A notable example of community support for 



incfzision is evident in the actions of the •˜ahom ArJn School Board. School Board 

members are community representatives interested in contributing to education. 

Both the research on school improvement and on implementing inclusion strongly advocate 

involvement in terns of shared vision and participation for parents, school trustees and 

other community members. Support for inclusion found in this community, whether by 

acknowledging school efforts, providing resource supports, vohteering assistance and 

participation in events, or advocacy are valuable extensions of the vision of inclusion. 

The ethics of caring, justice and critique can be extended beyond the school in social 

considerations of inclusion. Noddings refers to an ethical r ~spective in the community in 

her statement: "Moral education is, then, a community-wide enterprise and not a task 

exclusively reserved for home, church, or school". (1988:175) Substantial social pressure 

culminating in the inclusion of equality rights in the Canadian Charter of Rights and 

Freedoms provided the impetus for inclusion in schools and in society. This significant step 

towards equal educational opportunities was advocated by, "parents, professionals, 

politicians and community members" who felt it was "the best and most humane way to 

proceed". (Stainback, Stainback and Bunch, 1984:4) 

Hawe and Miramontes caution that the meaning of "a free and appropriate education" may 

be defined by community perceptions and practices. (1991,221, emphasizing the need for 



increased awareness and support for inclusion within communities. Regarding the role of 

schools in the development of ethical ideals, Louis Rubin emphasizes: 

The capacity and desire to inake ethical decisions -- perhaps the major goals 
of citizenship education -- are therefore the product of commitment coupled 
with choice; one takes certain ideals as moral imperatives and chooses actions 
that are most likely to fit. (in Noddings 1988:175) 

"Fitting" moral imperatives suggested in this conclusion involves the identification of the 

ethical school -- extended here to the ethical community and society. hclusion requires a 

commitment to an ethic of caring and justice leading to participation by individuals with 

physical and mental challenges in their communities. 

Inclusion also requires a commitment to an ethic of critkpe in which actions and 

consequences are weighed with socially responsible considerations. Noddings points to a 

balance gained from the critical perspective coupled with an ethic of caring. She states: 

"If I exclude cognition, I fall into vapid and pathetic sentimentality; if I exclude affect -- or 

recognize it only as an accompaniment of sorts -- I risk falling into self-serving or unfeeling 

rationalization." (1988: 171) 

Inclusion is a substantial change increasingly required in Canadian schools. The Director 

of Student Services of the Shuswal, District, Dr. R. Zigler, suggests the scope of this change 

in his satement: "1 ndusioo is &e second greatest change in service delivery. The first, was 

compulsory education". Changes in schools recommended and experienced in one inclusive 

school have been examined in this case study. Acceptance and support of the philosophy 



of inclusion by members of society is important to assist and maintain inclusive 

opportunities into our students' adult lives. 

The social responsibility for including students with special needs and providing effective 

inclusive experiences to all children has largely been entrusted to schools. This case study 

indicates that change is needed to implement inclusion in schools. School planners and 

members involved with inclusion at Hillcrest have practised a number of effective strategies 

for implementing this educational innovation. Information from the findings provided by 

interviews, observations and documentation indicate a close correlation with the 6 Keys of 

Implementation Processes advocated by Michael Fullan and Suzanne Steigelbauer. The 

identification of the additional themes of caring, justice and critique found in beliefs and 

values of including educators has implications for envisioning and implementing inclusion 

in other settings. 

Processes identified at Hillcrest suggest the benefits of developing an ethical school culture 

involving: beneficial educational opportunities based upon an ethic of justice, caring 

relationships based upon an ethic of caring, and collaborative participation between all 

stakehalders in an ethic of critique. Shared meanings, planning, and monitoring have 

contsl'buted to a shared vision of inclusion held by the educators in this study. Implemented 

w i t h  2 framewmk of shoo! improvement p resses ,  Indusio~ can contribute to the quality 

of education for the benefit of aii sttitienis. 



PART III THESIS W I E W  

A. SUMMARY 

This study originated from legal concerns stemming from the Charter of Rights and 

Freedoms. A study of the position of schools in relation to law and provincial mandates 

pointed to a need for pro-active responses by schools. Following the analysis of social and 

legal sources of inclusion, its implications for schools was addressed. An examination of a 

school, with extensive experience with the integration of students with special needs, I felt, 

could be of considerable interest to educators and administrators. 

Interviews and observations with a small group of educators involved with inclusion were 

planned following agreement to the study by school members and district administration. 

Once at the site, the number of individuals interviewed grew from five to fourteen in order 

to provide a perspective of the school and district context. I feel the additional interviews 

filled in valuable background information on the school and its processes. Interviewers 

could then refer to procedures and district personnel without having to provide detailed 

explanations of formal processes while discussing their experiences. It has been emphasized 

in current literature on inclusive schools, that the introduction of "best practices" such as 

cooperative learning, cross-age and peer tutoring and Friendship Circles does not, in itself, 

result in the reaching of inclusionary goals. I feel that the experiences of a group of highly 

involved individuals, within the school setting, serves to illustrate the complexity of their 

varied circumstances and roles. A glimpse of the school is provided through description of 



their individual lived experiences. The critical importance of district invollvernent became 

evident- during these Interviews, highlight-ingthe "loose-tight" relaxionship between the school 

and district. 

Observations similarly provided direct experience with school interactions -in classes, 

hallways, the staffroom and informal outdoor events. Statements regarding aspects of the 

school such as "collaboration", "risk-taking", and "humour" may not have been identified as 

clearly had they not been as evident in observations. Documentation such as those 

describing District Student Services, Administrative responsibilities and Special Assistant 

guidelines contributed additional iuformation for this casz study. 

The three major sources of data - interviews, observations and documentation, filtered 

through the lenses of the researcher as camera, resulted in this "snap-shot" of inclusion. 

The "picture" is bound by context, limited in subjects and representative of a given time 

from which circumstances have already altered. Although the principal and staff remain, 

new dass assignments, and a turnover in Special Assistants and students are but a few of 

the possible changes experienced at  Hillcrest. 

The inevitability of change underscores the utility of a case study for this researcher. 

Although individuals and events will continue to change, P feel that reflection on the beliefs 

of educators working together in this school has provided valuable perspectives on the 



meaning of inclusion as experienced by them. Qualitative resear 2h has been described, by 

Batton, as a search for the meaning of an experience, who states: 

(a case study's intention is) ... to understand the nature of that setting -- what 
it means for participants to be in that setting, what their lives are like, what's 
going on for them, what their meanings are, what the world looks like in that 
particular setting -- and in the analysis to be able to communicate that 
faithfully to others who are interested in that setting. (Patton 1985:11 in 
Merrill 1989: 16- 17) 

In this case study of including educators at Hillcrest Elementary, I have endeavoured to 

communicate meanings as expressed by study participants and to discuss their concerns in 

a meaningful framework in the discussion of their implications for schools. Increased 

attention to the ethical foundations of inclusion and ethical deliberation during 

implementation has been suggested in this study. Themes requiring the attention of 

including districts and schools are identified from participant and researcher perceptions 

regarding school beliefs and processes identified as enhancing inclusion at Hillcrest. 

The experiences and perceptions from this setting must be acknowledged as specific to the 

individuals and school involved in many respects. It is therefore not the adoption of cultural 

traits which is advocated here. Rather, it is necessary to emphasize the importance of 

examining beliefs and implementation processes found to be advantageous and appropriate 

in an inclusive education. The need for research into school change and implementation 

of inclusion is one of the most imperative concerns currently facing educators. In this 

giimpse into one inclusive setting, some of the issues involved in this complex innovation 

are identified, pointing to further avenues for research. The willingness to include students 



with special needs addresses the legal mandate set by the Canadian Charter of Rights and 

Freedoms. Ethical awareness draws schools closer to the spirit of this law. 

B. FURTHER RESE4RCH 

The introduction of students with special needs into regular classes is an innovation with 

extensive research imperatives. Research is needed into all aspects of the inclusionan/ 

process to examine its implementation and effects. A number of variables identified in this 

study point to the need for continued examination of the outcomes of inclusive practices. 

Qualitative and quantitative longitudinal studies can contribute to infome 3 monitoring and 

problem-solving within districts and schools. Important areas for research suggested in this 

study are related to external and school-based factors. 

External influences upon inclusion encompass factors existing within schools to those 

stemming from its social environment. These aspects include the conceptualization of 

inclusion, the c s m n l c a t i o n  of its goals, and implementation processes at district and 

provincial levels. Expectations from the Ministry of Education and school district 

administration require on-going examination to ensure that goals, implementation plans, and 

organizational restructuring can be effectiveIy supported within all schools. Involvement 

from parents and other community members and organiza~ons also needs further research 

to determine possible effeGts upon the implementation and outcomes of inclusion, 



The success of inclusion may u jha te iy  be measured by the extension of the philosophy of 

inclusion into society at large, Stdies examining student experiences beyond their school 

years could point to ~ e e d s  both for the adult with special needs and for society. The 

cunent emphasis ofi wheekhair accessibility in puSEc places and increased employme~t 

opportunities has advanceci iuclusion for some individuals v4th disabilities. The continued 

development of understanding regarding excqtionalities can potentially lead to greater 

access to training programs and employment important to inclusion into society. 

The second research area idenhied in this study involves extensive school-based factors 

related to processes, s c h d  members, resources, and instructionai practices. Policies and 

pmeedures within districts a d  scfids require examination as experience with inclusion 

gms. effects of identifieiftion and placement procedures are examples of areas 

requiring continued investigation. Successful practices and priorities can then be identified 

and shared between s c h d s  and districts. 

Research clrr teachem, principals, spV+aIists, and other school-based shkehctlders involved 



Columbia. Research examining h w  children learn and instruction addressing diverse needs 

in a cIass~oom would be ,f particular interest to including educators. 

Praesses involving special assistants and their unions were also identified in this study as 

areas needbg erramination and review. Mds from districts attempting b ameliorate the 

special assistant "dilemma" of movement between positions during the year may be 

instructive. Research into further psibilities could also cont ribute to examining this issue. 

KrmcmvPedge of school cultures, related to inclusion, can contribute to a greater awareness 

af informal school IeveB varhbIes. The beliefs and experiences of participants can identify 

a variety d concerns related to instruction and learning in the inclusive context. Further 

research regarding shared beliefs is needed to help conceptualize the meaning and perceived 

mtcanes of inclusion wi&h various schools and districts. By identifying unanticipated 

em* researehers can expiore the utility of studied phenomena and provide 

val'tmabk directions far including schools. The development and maintenance of effective 

edwaaional experiences requires ongoing research t~ inform planners and educators and 

enhance benefits ta all students- 

The S U W ~  inchded in V was developed from concerns raised in this study and 

is an ample of a possrb1e meme for further research into schoot beliefs and processes. 

The pqase sf this suwq k to examke sdmd beliefs regarding inclusion in aeigihbourhood 



comparative data to cheek conclusions reackd in this paper and to examine assertions 

adwocaited by th.: Meratwe on se-baot improyement and indusion. 

The external political source ofmainstreaming, its sudden anival in schools, and the existing 

that: ?..research and develqpment and grassroots experimentation provide the variations 



in education denopes the concept of "equal as fitting", not "equal as same". 
(Manley-Casimir & SusseI, p63) 

".,.a liegafIy enforceable d a b  of one person or persons against another to do 
or mot fa do a paz-timlar a&" Rights may be termed "civil liberties", "human 
rights", and "fundamental freedomsn. (Manley-Casimir & Sussel, 1987) 

"a single judge or assembly of judges appointed as a tribunal to refotve legal 
dispuks or to apply criminal law ... The court system is in several tiers. For 
British Columbia, these are: 

SUPEA/IE COURT OF CANADA 
i 

B E  COURT OF APPEAL 
I 

B.C. SUPREME COURT 



APPENDIX 11 

OBSERVATiONS AT HILLCREST ELEMENTARY 

During the five days at Hillcrest Elementary School, I was able to observe interactions and 
activities in a variety of settings. I noted observations of the school and its members when 
I was not involved in interviews. This aspect of the study was an unexpected pleasure, yet 
considerabfy more difficult than I had assumed it would be. The temptation to indulge in 
the automatic meaning-making one engages in on a daily basis was ever present and specific 
comments were identified as unsubstantiated assumptions made at the time. Subjective 
interpretatioas regarding intangible feelings about experiences and environments must be 
acknowledged as part of to the observation process. 

CIafsroom observations were conducted formally and informally ranging in duration from 
approximately five to forty-five minutes. Following my introduction to the teachers, I was 
immediately invited by them to visit their classrooms at my convenience. I arranged for 
some specific times and for the most part travelIed freely through the school, Teachers who 
were not involved in the i n t e ~ e w s  were also very welcoming and I found it contributed to 
my conceptualization of the school as a whole to accept their invitations and visit their 
classes as weu* 

ft wits emphasized to teachers that I was not observing specific special needs children or 
iastwctio~al practises. My objective was to establish a contextual setting for the information 
in the interviews to deepen my understanding of their contents. These observations 
contributed to the verification or negation of assumptions and conclusions drawn from the 
analysis of the interviews. 

Student groupings and interactions varied widely with the assorted locations and 
requirements for specific activities &served. The observations of instruction and student 
activity tosk place in the schml and on a dass field trip. Within the school, children could 
be h a d  working in classrooms, in hahays,  the computer room, or in some of the variety 
of small conference rooms availabk in the school. 

Individualized instntcrion for students with special needs children has been structurally 
fi+ditateb by *e incopmtion of he small conferencehurk r o o m  in the recently 
cofnpleted addition to the schml. This design afso furnishes private spaces for work and 
combGons between teachers, Specid ~ ~ ~ t s ,  students, and specia1kts. 



I had expected to see each Special Assistant followed by a special needs child during the 
classroom observations. Instead, the special needs children tend to move as freely as the 
other children in the accomplishment of their tasks. The assigned Special Assistant was not 
with the child when they were managing themselves and the tasks satisfactorily. The goal 
of optimizing independence and inclusion in classroom activities was evident in these flexible 
arrangements. 

OBSERVATION #1 

Location: classroom 

Characteristics: intermediate students; one student with special needs identified with the 
pseudonym, Joe; a teacher and an Special Assistant; desks are in separated rows, facing the 
fiont of the class; then moved to form groups. 

Activiq: 1) the class is completing a math iest while Joe works in his own math workbook. 
2) class discussion and group work in Socials Studies. 

The class is working very quietly and intently on their math test. Joe is seated at the front 
of a row close to the teacher's desk. He is computing methodically with counters, without 
assistance, and appears to be enjoying this work. When I approached, he volunteered to 
explain how- he used the math manipulatives. Joe works with confidence and independence 
in this task. At the end of the class, he immediately clears his work away. 

f i r ing  the Socials Studies lesson, he gradually loses interest in the class discussion. Joe, 
for the first few minu- raises his hand once, and then put his head down and seems 
disinterested. His Special Assistant approaches him and he is again alert and tries to talk 
to her. 

The raws of desks are moved together for paired discussions. When Joe is directed to a 
group, he joins a pair of stucfen& making a group of three. There is one other triad also 
;a the clitss. He does not communicate with the boys, who are discussing their topic. 

h the next five m h t e s  he p h a &  bec~=c]s i3.rc~easbgly restless and mddenly mayes his 
desk back to its original position. Joe fakes his math fiom his desk and begins to unpack 
&e m~nteps~ I-iis teacher and the Special k s s s n t  discuss the sitrtaiiorr with him and he 
expresses a strang desire to continue with math. 



dm's Special Assistant helps him return his desk to the group and discusses the concepts 
with h h .  He appears pleased and comfortable with her support although he still does not 
speak with the others in the group. 

OBSERVATION #2 

h a t i o n :  classroom 

Characteristics: primary students; one student with special needs identified with the 
pseudonym, Mary; a teacher and a Special Assistant; desks are clustered for group work. 

Activity: students are working in groups of three or four on a Socials Studies project. 

AIl of the pupils are engaged in a research project. Some groups are actively discussing 
aspects of their work while others are working on independent tasks in their groups. The 
Special Assistant is seated with Mary's group, assisting her with the assignment. Mary 
appears interested and pleased about this work. She talks about the materials and task with 
the Special Assistant and the other pupils in the group. The children respond, asking her 
questkms and talking about their own work. Without the presence of the Special Assistant, 
it wodd have been difficult for a casual observer to identify her as having special needs. 
Her finished product, however, would be cunsiderably modified. 

f examined another project Mary had recently completed. It contains all of the components 
required from the rest of the class; a booklet of research, pictures, and cover page. The 
teacher poioted out that considerable assistance and time was needed from the Special 
Assistant, although the product was printed and drawn entirely by Mary. 

Stepping back and observing the class as a whole, I notice Mary laughing and talking with 
the children at  her table. The presence of her Special Assista~t is curiously not an 
i n h a i ~ n g  factor to her or ta  the other children. The subtlety of "the-guide-on-the-side" 
concept, mentioned in i n t e ~ e w s ,  is more evident as I observe the Special Assistant 
assisting, and then drawing back to allow Mary to take the following steps. 



Location: at computers and desks, in the school hallway 

Characteristics: primary students; one student with special needs, identified by pseudonym 
as Ruth; and the Special Assistant 

Activity: computer and desks arranged at the end of a hall for individuals and groups. 
Small groups of students are working on individual assignments and are seated together for 
discussion and peer assistance. 

A group of student were working in the f ia ihy .  A Special Assistant, who I had interviewed 
earlier, welcomed me and introduced me to three girls seated with her. They were late 
primary students and one was a child with special needs whom I will refer to, by 
pseudonym, as Ruth. The Special Assistant was ioading a new computer program. 

Ruth sat between the other girls, smiling broadly and asking them if they knew anything 
about the new program. Her animated manner and vocabulary appeared to be considerably 
less mature than the others. They responded to her question and also asked her, "What do 
we do next?" as the program began. The Special Assistant observed and assisted when the 
program failed to load normally. SF-  suggested and directed them to other activities when 
she found that the program was not functioning correctly. 

me @Is appeared disappointed, especially Ruth, who had been visibly pleased about 
hteracting with her peers. They each worked independently on written assignments but sat 
together at  the desks in the hag. Ruth attended earnestly to her work, chatting a bit and 
smiling with the others. I noticed her assignment was simplified and her written production 
less developed than the other girls, however, the group interacted without comment or 
cumern regarding this discrepancy 

I found it difficult to imagine her earlier antisocial behaviour described to me by some 
teachers. When she was first included, from the special class setting, her language was 
severely limited to a few learned phrases and profanities. Rotling or crawling on the floor 
was common, and academic development seemed a distant hope. I had to agree with the 
f.eacPrem that she had "come a long, long way". 



INTERVIEW QUESTIONS 

PART I INDIVIDUAL MEANINGS OF INCLUSION 

f will be calling a school sucb as yours a "mainstreaming" or "inclusive" school. By this I 

wean that it educates ail of its studenis in a regular classroom setting. ! would like to begin 

with an understanding of what the concept of inclusion means to you. You can elaborate 

upon this description during the interview but I wonder if you could highlight a few of the 

characteristics that are most important to you, as it relates to your own philosophy of 

education. 

- What is your personal philosophy of education? 

- Are there aspects of inchsion which do not mesh with your personal philosophy? 

- Do you feel that the inclusion of students with special needs constitutes a significant 

philosophicat change in education? 

- Can all sbdents participate in meaningful ways in regular c lassr~ms? 

- What two goals take highest priority in your efforts to make incfusion a worthwhile 

experience for all af your students? 

- What do you feel are essential qualities for teachers in inclusive dassiooms? 



PART II COLLECTIVE INTERPRETATIONS OF INCLUSION 

Widely accepted and frequently communicated norms? values, and beliefs have been 

identified as facets of a school's culture. I am interested in how you would characterize the 

culture of this school as it relates to the implementation of inclusion. 

- Firstly, are there comnon beliefs held by members of the school regarding benefits 

or drawback of inclusion? 

- How important is the school principal in the implementation of inclusion? 

- How were related school goals identified? 

- Do you feel academic and social goals are equally emphasized? 

- Are those goals widely supporked? 

- What might happen if they are not considered? 

Does the school have a process for reviewing these goals? 

How much involvemenir should the students with special needs and their parents have 

in the education process? 

Do yau feel that indusion is supported by your school principal? 

How do you know this to be the case? 

I have been given an outline of your official support network. Could you describe the 

support, formal or informal, which you find most helpful? 

Caa you ten me about some irrdications of parental feelings bout inclusion? 

Do y m  fee3 that the &st& 0% supports your efforts? in what way? 

What do you feel is the role of special education? 



PART 111 PROFESSIONAL EXPERIENCES 

What dn you feel are the effects of inclusion upon the class as a whole? 

- What do you feel are the effects of inclusion on students with special needs? 

- What are the efforts on their classroom peers? 

- What unanticipated outcomes have you found in the classroom? 

- Do you feel that the students with special needs you have worked with have 

developed friendships and feel like an integral part of the class? This has frequently 

been referred to as a difficulty in some classes. 

- Can barriers be broken down to overcome social prejudices against individuals with 

special needs? 

- If you could communicate a few guidelines to a teacher who was experiencing 

inclusion for the first time, what would you want to tell them? 

PART IV CHANGES IN BELIEFS AND ACTION 

Teachers have been involved with increasingly more changes in education. Change has been 

encouraged by a wide variety of factors, frow new research and philosophical directions to 

legal mandates. Many of our beliefs and assumptions do not change easily but there is 

evidence that significant experiences can affect our views. In what way have your beliefs 

been affected by your experiences with inclusion? 

impiemeniation of related goals? 

- Has your philosophy of education been affected? 



- Can you give an example of what caused this change? 

- Has the school culture changed over time? 

- What bave you felt about the implementation of planned changes in processes ar 

directions? 

- What is the cultural value placed on communicating the inclusive philosophy to new 

members? 

PART V SUPPORT FOR INCLUSION IN THE SCHOOL CULTURE 

What characteristics of your school culture do you feel could be encouraged in other schools 

to assist them with the implementation of inclusion? 

FINAL QrnSTION 

Is there anything else that you would like to mention about inclusion? Any further feelings, 

experiences, or perceptions? 

Questions may pursue additional themes if they appear to be fruitful avenues for analysis 

in the context of this study. The interviewer will also ask questions of clarification during 

interviews In an effort not to assumz a common language or understanding. Participants 

may be asked to comment on their reactions to questions. Contributions opening new 

topics will be encouraged if it is felt they are relevant to this shidy. Flexibility in the 

q e n c e  of qc:estims an& c p a t i m  sekctim will be utilized to encourage z comfortable 

flow of thoughts and SfiaIogae, 



APPENDIX N 

NOTATION FOR OPEN CODING 

A Assumptions - +positive assumptions; -negative assumptions 

ARC Able-bodied child - a child not identified as special needs 

AS Assumptions - taken-for-granted conclusions based on beliefs and predictions 

BFF Affect - influenee upon one aspect by another 

ATT Attitude - state of mind, opinion, or conduct indicating opinion or purpose. 

AUT Autonomy - responsibility for decision-making 

AXKN Axiomatic knowledge- explanations of happenings 

BEL Beliefs - individual or group beliefs 

BIO Biographical - background experiences of individuals 

C Context - as in Interior context (IC) 

CDIC Contradiction - belief, situation, or event with built-in conflicts or discrepancies 

CHAR Characteristics - significant identifying features 

CL Emerging causal links- patterns of causation 

CLA Classroom - the classroom environment 

COL Collaborative - working together with peers, equally 

CON Conflict* - disagreement or incongruity 

CONF Conformity* - compliance with the will of the majority 

COM Commitment - willingness to give action to goals and values 

CPR Classroom practices- instructional and curricular actions 

Consequences - results of actions (eg.VMCQU= consequences from actions 

carried out due to vaIaes) 

CRR" Critical - critical events or &sentations 



CSEN 

CTL 

CTR 

ctx 

CUL 

DEV 

D m  

DIL 

DIST 

EC 

EFF 

Consensus - agreement by all involved parties 

Control - constraints, regulation 

Cultural transfer- transmission of cultural traits 

Context - setting or environment of the phenomena 

Cultural - system of collectively accepted group meaning 

Development - improving expansion or extension 

Difficulty - problems or trying times 

Dilemma - a situation requiring a choice between equally undesirable 

alternatives 

District - Shuswap School District 

External context - environment outside of the school site 

Efficacy - judgement of oneself's capabilities to attain designated types of 

performances 

Experience - happenings observed or interactions 

Evaluation - assessment 

Facilitators - personnel whose role involves assistance of the inclusion process 

Cornpatability - participant congruence to the task 

Formal processes - prescribed procedures 

History - background of sites 

hclusion - innovation of incItrsive schooling 

Internal context - within the school site 

Identity - an individuals public or seff image 

Ideology - a set or' widely accepted beliefs abut  the social world with 

ztSEampr9ions re: actions 

hdividuaf - one person 



INST Institutionalization - procedural and cultural aspects accepted and maintained 

over time 

IMT Interactions - an action resulting in a reaction 

TPRO Informal processes- unregulated .~tssociations, relationships, and behaviours. 

SUD Judicial - related to laws and regulations 

#N howledge - information knmn through experience 

LANG Language - written or spoken fonns of communication 

LEG Legend - stories* myths regarding calture 

LIT Literature - research findings and discussims 

M-E Means/Ends - action towards a planned or know result 

MIN Ministry - of the provincial government Dept. of Educ. 

MY Myth - unfounded kndedge  considered to be true 

NOR Norm - widely accepted beliefs or behaviours in a social grouping 

0 Outcomes - positive sr negative results of actions 

Om Objectives - identified goals and intentiom 

P Principal - administrative officer of a school 

PD Pro-D - teacher's professional development 

Peer - colleague; other individuals in common 

Poky - d&xii.ct or school level regulations 



W Queries- questions, doubt, unexplained puzzle 

RAT fPationa1izatiox1- justification for beliefs or actions 

REL Relationships - connection between individuals 

REP Reputation - acepted public viewlundershnding 

R f l  Ritual - patterns of actions with symbolic meaning 

ROL M e  - job desxiption of duties and responsibilities of an individual. 

RT Risk-taking - ability to leave zone of comfort to attempt new actions. 

SA Special Assistant - individual (CUPE)assistant for a special needs child provided 

through services 

S A T  Satisfaction - sense that something is worthwhile 

SAM Salmon Arm - the ecwmuniq enviitonnrent of Hikrest 

SNC Special Needs Child - child offidally identified as having special needs for special 

schosl sekzes 

SO63 Socialization - l e a n i ~ g  about the social environment 

SO M a 1  context of the community nation (metal 

SNC Special Needs- a special needs child 

Symbol - objectr, relationships-, or language standing for meanings or 

representing them irmbigoously, oralring emotiw and/or action 



d haern - repeated pattern of events, behaviauqetc, 

$ Monehry - econmk or ftlnding co~~cerns 

h Pressure - an impelling or constraining force acting agahainst an opping  fare 
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APPENDIX V 

*-nfis survey could be applied to eonfirm or refute characteristics of s h o d  culture identified 

by the researcher in the interviews af the five shod members at Hilicrest by examining the 

responses of the remainder of the staff. A further pupwe  could be to compare the 

responses of the incfusive school in the study with the responses of members in a school 

wha have not yet e.irpe&med iscEnsim, or others who are including students with special 

&&ems io this survey fcms orr seven areas of ccrncern identified in the interviews in this 

study, Five themes, emphasized in the interviews, were also evident in a study of school 

hp~ovement conducted by h i s  and Miks (1890). The remaining two themes focus on 

in&drra* held beliefs regarding assumptions invoked in the practice of inclusion and on 

beliefs regarding the outcomes of hcIusiorr. The implications sf these themes are discussed 

ia the literature review and conchsions addressed in this thesis. 

There are faur qrrestio~fs refated to each theme, to be evaluated on a fwe-point scale. All 

items represent hpoptant concerns in the implementation of inclusionary sctrouls and in 

dies d school cubre  and change in s&ooIs. The themes that the survey questions seek 



3) The presence and development of a school-wide vision 

4)  Evdrrtianary planning and development 

5) Initiative-taking and empowerment 

6) Staff Development 

7) Monitoring and problem-sokring 

SCHOOL SURVEY ( These q u d o n s  are listed with four questions for each category and 

cauitd be &envise grouped in a final draft) 

PERSONAL BELIEFS - 
- I feel that the majority of special needs children should be included in regular 

elassrrooms when appropriate support is available. 

- At1 scboo! members benefit from inclusion. 

- My pmfessional role is enhanced by indusion. 

- A special needs cbild sbould participate within the class context for most of the day, 

- her-action with peop1e with special needs is impartant jn the education of a 



society. 

- The incIuion of specid needs cfiildzen contributes significantly to the education of 

the ot5re~ children. 

- The pr-kcipal's uncfemnding and meaning of inclusion is evident and clear to me. 

- AS our school we have a sense of community based on a 'philosophy of caring' and 

valuing diversity. 

- The majority of sbooI members support inclusion. 

- CoIlaborative goal-setting should invcrive all individuals of importance in the life of 

- The principal encourages flexibility in planning for inclusion. 

- There b a climate conducive to risk-iahg in our scfiml. 

- goals are identified and evaluated frequently. 

STAFF DEVELOPMEW 



inclusion. 

- There are established processes for productive feedback on the results of inclusion 

in our schooI. 

ENITIATIVETAKING AND EMPOWERMENT 

- The active involvemertt of stdents and parents is encouraged and valued at our 

- My input into staff, team, and committee meetings is valued. 

- The outcomes of coflaboration are worth the long meetings. 

- Our principal and staff work together to set goals and determine processes for 

MONI[TORiNG AND PROBLEM-SOLVING 

- The academic, miah  and pemnaf development of special needs children are 



APPENDIX VI 

Student Support Services Handbook (Shuswap S.D. No. 89) 

Framework of Services 

PHlLOSOPHY/OBfECTI'JES OF STUDENT SUPPORT SEP VICES 

PHILOSOPHY 

The Board of Trustees of Shumrap School District No. 89 believes that the provision of 

specid programming shorrld be based on the assumption that each child in the District, 

regardless of his/her potential, has the right to a free and appropriate public education. To 

this end, the Board believes: 

1. That the fundamental p u p s e  of speciai education should be similar to that of regular 

hsfruction and aim tmrds q h a l  development of the indhidual as a skilful, free and 

puqmseful person able to plan and manage hislfier own life to reach the highest 

pokntiaf as an individual and as a member of society. 

at elrtumtionaf services and programs should be developed which accommodate both 

the I-g strengths md wedmesses of individual students and should be based on the 



Specifically, the Board believes that 2U special education children should be provided with 

planned experiences through appropriately trained personnel so that each child's 

dwetqment is corsistent with his/her capabilities. 

CPBJEC=TIW 

lo assuming its responsibility in educating the exceptional child, the District is guided by the 
fof lcwving objectives: 

1. The educational program of exceptional children aim towards developiog functional 
independence as adults. 

2. In providing appropriate educational experiences for exceptional children, every attempt 
must be made to maintain the child within hidher own faroily constellatjon, school 
attendance and local wmmunity. 

3. When appropriate progmmmi~g cannot be provided directly by the School District, the 
District has the ~espnsibiEiq for purchasing such services which may exist in the 
crrmmuoity or jobtfy plan and fund services with other community agencies or purchase 
services which exist outside tfte community 

4. Whenever appropriate, attempt- to involve other ministries in both planning and delivery 
of educational services to special needs children. 

5. When special programs classes are located in regular school buildiogs, students in those 
programs should have equal access to the facilities and services within tbe building. 

6. Whenever possible, provide integrated rather than segregated teaching/Qaining 
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Judy Ann Nishi, 
3025 West 39th Avenue, 
Vancouver, 8 .  C! . 
V6N 227 
Hay 2 ,  1392. 

Dear Dave Aiken : 

I am interested in conducting research at Hillcrest Elementary 
School as part of my #asterfs Thesis for the Department of 
Education at Siman Fraser University. Your school has an exemplary 
reputation for its extensive involvement and commitment to the 
inclusion of special needs children. I feel that the most 
authentic descriptions of mainstreamed classrooms are provided by 
participants who are directly involved with the process and f 
would like to attend your school to learn from your experiences. 

The Vancouver School District has granted me Educational Leave for 
the week of May 25th to the 29th .  I hope t h a t  this period of time 
is convenient for you and your teachers- E have enclosed a copy of 
my thesis proposal and interview questions and will be happy to 
respond to any further inquiries regarding the study, by phone or 
mail. I can also meet with the teachers involved or the staff as a 
whole to describe my purposes to them. 

The Committee for Ethical Standards in Research at S.F .U.  has 
requested that your written consent be provided as soon as 
possible as it is the final item required for full approval. 
Please FAX the completed Consent Form to: 

Nancy HcWeif, 
Office o f  Research Services, 
S . F . U .  
FAX # 291-3477 

The four staff members I would like t o  interview will be asked t o  
sign consent forms upon m y  arrival, If you foresee any 
difficulties with this process, please contact me at (home) 266-  
5486, sx (wo~k) 261-0208. Thank you for your consideration of his 
study, 1 am extremely appreciative of the generosity of the 
p~ofessionals who are willing to participate. 

Yours Sincerely, 

Judy Bnn Nishi 
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