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ABSTRACT  ~

~N , .

-

A ayatana con ptual model of apacial aducation
adminiatration .was da loped through a daductiva approach.

Spacial aducation waa studied undar a concaptual apacirication

‘~dar1vad rrom the uaa ot Genersl Syatana Thaory 48. an inter-

r .
pretative modal. The study proscribed a set or organizational
propoaiciona or conditiona under an ‘open systen viai of man,
Y ]
of axccptionality, of the adaptaticn process, .and of the:

'aducational procala

Al

The podel was located in the evolution of 1deolak1cal

and Operational tranda in spacial education.

An administrative strategy of special education was
based on the use of a long range planning model for education.
The planning model was also identified for the implementation

®

_of the apccial‘education model as part of regular educatton,

A

The cpnceptual model of special aducation was also
uaed for-a comparative atudy of special aducation dalivory
systama undar an 1ntegration perspective in Sweden, Holland,

France and the Province of Québec.
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Chapter I

B

INT&QDUCTION \\\
Y S

’

Nearly all educational systems have béers confronted

-

with the'neea to orgdmize a set of unique programs for some
cliepts that appeared to have difficulties in their

-

educational development. Thgse unifjue programs have come to
. )

be known as special education. 1In 195¢, fhe United Nations

®

Organization proclﬁizzg'the right 6f all children to a free

and compulsory educatMon.

L'enfant a droit & une education qui doit
étre gratuite et obligatoire au moins aux
niveaux élémentaires. I1 doit bénéficier
d'une é&ducation qQul contribue & sa culture

" générale et 1lui permet, dans des conditions
d'égalité de charfces, de développer ses
facultés, son Jugement personnel et son sens
des responsabilités morales et soclales et
de devenir un membre utile de la société. -
(ONU, 1959, principe 7).

This declaration éalls for educationdl services to

be offered to all children, including children with special

needs. Most nations which have signed this declaration have
been involved in the eétablishment, in their educational

systems, of a set of services(for exceptiona; children;

a
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however, as shown by a UNESCO (1970) study, there are many
éifréfent ways in which different géuntries have developed
their speq:al education delivery systems. There are even
:differences in the definition of exceptional children and of
_speclal education itself. ~
;4 Also,the evolution of knowledge in special education
has been marked by a wide variety of educational strategies
elaborated from different theoretical points of view. 5Thére-
~ 1
fore, tong's_li;ergtpre and practice in organizatiop of

special education 1is characterlized by many different and

sometimes contradictory approaches.

At another level, the trends in the organization of
education are leading to the establishment of long-r;nge
plékning processes in order to rationalize the use of resources
for educational purposes and to control the development of
educational systems. Since thé“iatest trends in specilal
education are concerned with the integration of exceptional
children into the regular educational systems, the educational
system planning process should alloi for such a strategy.

The questions then become: -"ﬁhat are, for the educational
systems, the possible administration planning processes to be
implemented in order to take into account the latest trends

in special education?" "To what extent can special education

be defined so as to make all special and regular educational



. Jooos
processes a common -endeavor?"” "How can the definition of
'special education contribute to the integration of exceptional
children into the regular edugational’éystem?"‘ These are all
crucial questions that educational systems are trying to

answer. This study 1s an attempt to contribute to the solution

of such problems. ' s

o THE PROBLEM

’

The proﬁlem of this study was composed of four main
parts:
1. To analyse past and current érends in special

education in order to discrimihate among approaches or elements

\
of approaches. \\\‘\,)J;/~\\‘ )

2. To elaborate a systems conceptual model of special
education for its functional integration into regular education

administration.

3. To identify a planning strategy that would

facilitate the implementation of the special education model.

«

k. To analyse the practices of different educational
systems in relation to the model of special education developed

" in this study.

It should be noted that the main interest of this

study was the elaboration of a conceptual model of special



education that would facilitate the 1ntegration of special
education within the regular education delivery system and the
ldentification of a planning strategy for the 1mp1ementation |
.of this model. Therefore, the last part, the\gnalysms of
different education#l systems, is presented only as an illustra-

tion of the use of the model and of the derived planning

) -
strategy. . . ‘ .

SUB-PROBLEMS

¢

The following sub-problems were examined in the
development of the model:
1. The establishment of a typology of special

education trends.

-

- 2. The use of General Sys‘ifs Theory as an inter-
pretative model for the elaboration of a conceptual model of

speciéi educaﬁion.

The use of a comprehensive planhing model for

the administrative igtegration of the special education modd

in the reg r education planning process.

The firyt sub-problem was examiﬁ%d in order to clarify -
the evolution ¢f special education practices. The objective of
this part of the study was to identify in the literature and to

classify avéilable models of special education. The



A

establishment of a typology of special education trends

b
!

served the purposes of:
. vV

+

- ldentifying and discf minating among several

trends o .

-

- grouping trends under specific categories

- analysing the basic beliefs, erfects and criticism

of each trend

- understanding the location of the special
education model developed in this study among these trends.

P e
The €econd sub-problem was concerned with the use of -

an 1nterpretat1v; model for "modelizing" special education.

For Kaplan (1964, p. 257), an interpretative model "corresponds
to a set. of postulates or a system of equations,;not specifical-
ly 'about' anything" and "thus a model for ﬁ theory". An
interpretative model is in itself a model 3in a fo;mal
theogetical form. In this study, General Systems Theory was

used as an interpretative model in order to develop a conceptual

model of special education.

The third sub-problem was examined in order to
develop a strategy for the implementation Bf{tho conceptual
model or’apecial education. The aim of this part of the study

was to facilitate the implementation of the special education



\ ‘\\

s . /
’

model in educational systems. It was assumed that new

" operational means of special edpcation could not (;\iiffipient.
What was nee&ed repreSented an gperational ‘process for the
1ntegration of the special educatiod~mode1 as part of regﬁlar
education. Thorefore the strategy used was the integration of
the special educatiqn modJl 1n:? comprehenaive educational
planning strategy. Such a plaﬁning modei could serve a§ a
basis for planned changes or grﬁdual long-raﬂse planning for’

. v
the implementation of the special education model as an -

1ntégrated swet of fuhctiqninh a glob&l educational system.
This part of the study is more related to. administrative™
operations‘and conatitﬁte'with the syatems'conceptuallmodel

of special education, an essay to establish a new perspective

in the administration of both regular and special education.

SIGNIFICANCE OF THE STUDY

;
In an exploratofy study on the elaborafion of a
model for cpmparative analysis of speéial educat}on érganization )
among dirreéén# educational systems, Labrogire (157“) conc%gded
that efforts should be made to develop other tools of compariﬁgg’n\\\\
more comprehensive than the various structural typologiles. t
Structural typologies refer to the hiqrarchy of special
education practices in terms of their Yocation in the od-
ucational system. Such hierarchies oftenly use the‘two

. extremes of a continuum; the segregated institution on one

side, and the regular class placement on the other side. All



other servicgs are to A in bctwecn these two extr‘mos,

Thié structural classifi) tion 1s thought to be a somewhat
comprehensive wmodel ror the anflylia of all poasible.apecial }_
education delivery systems. Labrogire's remark is relatively |

new in the field of apecial education, it 1llustrates the need

for a new approach involved in the functional analysis of
organization of special education. A functional aﬁproach

sMould focus more on the relationship among the components as
missions of special education and of those of regular education ™~

\

~ than ,on the location of these services on a structural
"
continuum. ) PRI

. Q .
This study was concerned with the development of a

S8ystems conceptual model of ;pecial education. It was an

attempt to use a functional rather than a structural approach

The model dgveloped 1n this study was elaborated on the basis

of an analysis of special education components 1n_term; of

their functional significance rather than their structural

location in the eduéational system. chh'hn approagh tends to
~— %

,Study the functional significance of Special and regular

education components as missions of ‘2 global educational

system. It constitutes a different perspective than the study = L
SRR M

.. of special education as a self-contained de

\J

There are two different ways in which this study 1s

of significance. Pirst of all, the methodology used in this




8tudy may s6TVe to identify a new conceptual framework for the
study op &pecial edycation; secondly, the model itself may

serve as & néw mode of special education administration.
\—-.« - ,"' . . . , )
The methodology adopted in this study constitutes an -
attempt (O use Systems theory as an interpretative model, or a
’ ) * N \
"model f£yr", for the elsboration of a conceptual model of
_ Special (ducation. ' general Systems Theory was hypothesized to

lead to g functiona) specification ot the components of special

", educatiop; The basic assumpt lor was that systems theory, as

“ an interpretative moaell could lead to the 1dent1fi¢ation of
specific \functions or missions related to special and regular
education componentsliﬁ.a global educational system. This
abecific mission analysis could give a different structural‘
perspective‘and 8enerate a new type of organization. It was
assumed tpat & functional analysis of special ;nd regular
education in terms of educational missions could lead to an

integrative perspective of such missions among what could be

thought as regular education services,

Tbe conceptual model of spéﬁialiﬂ?ycation dev;loped
1n this s yuqy repvesents an attempt to actualige the integration
or specia] Qducation as functional components or missions of
regular equcation. it 1s an essay to elabortt; new modes, of
special equsgfio;:ortanization Saaod on a deicgresatiné

principle.. .Th® conceptual model developed in this study is

) ‘




-

N
dedicated to the principle of non-segregative practice in
‘ Spqcial education and can be seen as an effort to give new

opportunities for the implementation of such a prinpipleu

.

. . R . ,
Fina}lyuthe conceptusal modelfof special education

could be seen as a conceptual fragcﬁork for the organization
¥

[

and administration of special education services in an .

: . .
educational system, therefore, it could be used as a logical

4

support for educationsl planning.
"

A planning model was also idegtified in this study.

Such a model was adépted in order to facilitate the implementation

of the special education model on long-range planned changes in

-an educational system. This part of the study constituted an

effort to operationalize the conceptual model of special education

and to ildentify some administrative practices related to this

*

operation.
I
> NATURE OF THE STUDY

Since this study is principally concerned with the

elaboration of a conceptual node; of special education, it can

be %lassirigh as of a theoretical and fundamental nature

according to Tremblay's classification of research designs.

La recherche fondamentale théorique s'inspire
davantage du moddle logico-déductif... Ce genre '
de recherche fondamentale se caractérise toujours

\ °

é
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*

par un effort de conceptualisation. 3Sa
préoccupation est de préciser les concepts et
> de favorlser l'avancement théorique.
(Tremblay, 1968, p. 57).
. .

For Tremblay the fundamental theoretical typ; or'rhsoarch is

based on a QQductive model of explanation. Explanation can be
understood as "the discovery of like in uhlikc, of identity in
aifference” (Schlick, 1949, p..18). For Kaplan (1964, p. 339),
"To explain.something is- to exhibit it as a special éaso °t,;
what is known in general”. Since deduction is a mode of
explanation, it can be seen as reference of particﬁlaf instances
to general principles. A deductive explanatigh is to show how
what is being explained cag‘be deducted from more general con-
siderations, 1In this study the deductive explanation will be

based on the use of General Systems Thedf} as a general

conceptual framework and as an interpretative model.

"allows us to use what we know‘or one subject-mgtter to arrive
at hypotheses concerning another aubJect-natto; structurally
similar to the first". The use of General Systems Theory as ,
Ja source of an interpretative model 19 based on the assumption
that education ahowi the structural similarities with open
systems. The intention to adopt a functional approach to
special education is also related to the use of Sigton: Theory.
Systems are thought to-bo purﬁosivn a;; their structure is

10



11
derived from purposive functional links between components.
Therefore Systems Theory is related to a functional approach
and 1s used in this study as a souyce of an interpretative

SN - .
model for the deduction of a conceptual model of special

education.
\ N ‘

Por Tremblay (1968) a rundamentallahd theoretical
study is characterized by 1its conéeptu@lizatiop ottort;. This
essay ropr‘lcntl an c(fort to'conooptualizc special education
according to a system pergpective. Also this type of rescar;h
is preoccupied with cohcept specification. For Kaplani(196u)
. there are terms which rquire for specification of their meaning
not oﬁe sentential context but the context of the whole set of
sentences 15 which they appear. Conceptual specification of
special edgpation in terms of concept meanings in a systemic
interpr;tation of specid]l educatibn coPresponds to Kaplan's
view-,oﬁ meaning speciricatio;. Systems Theory 1s seen there-
fore as a "set of sentence{" in apostulational form and
speclial educdtion concopt; couldlrind specific meinings in

N .

such a set.

! 4

By "The value of theory is not only in the explanations

1t was constructed to provide but also in 1its unanticipated‘
L « \

" consequences, and these in turn enrich meant n an unforeseéen
) / .

wayjf (Kaplan, 1964, p. 65), Systems Theory has not been used’

before as an interpretative model for comiprehensive ‘



modellizing of special cducation. The general hypothesis of
this study is that Systems Theory can bring a new conceptual
order in tQa org;nization of apocful education on the basis -
of functional {ntegration of special education within a global

- educational system.
3

Gencrnl Systems Theory used as an 1ntorprota§;vo model
or as a "model for" is primarily constituted of a set of con-
cepts integrated in a theéoretical frameworly. The deductive
approach based on such a "model for" is also presented on a
conceptual level. Therefore the "quel of" deduced is

qualified as a systems conceptual model of special education.

The systemic orientation of the model is related to
.the conceptual framework from which deductions are made, the
framework being General Systems Theary. The conceptual nature
of the model 1s related to its level of abstraction and the
use of symbolic order. A concept is a term or a ;ymbol that
shows an intellectual r@presentation of some aspect of
reality. This study is oriented toward the clﬁboration of a

model that is different fron,a theory as spocifiod by Van Dalen

(1973)4 R

‘ Both theories and models ape conceptual
schemas that ezxplain the relationships of the
. variables under consideratian. But models are
analogics (this thing is like that thing) and
therefore can tolerate some facts that are not
in accord with the real phcno-ona. A theory, on

°

12
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the other hand, 1is supposed to descride the

facts and relationships that exist, and any

facts that are not compatible with the theory
invalidate the theory. In summary, some

scholars argue that models are judged by their Y
usefulness and theories by their truthfulness;

models gre not theories but tools that are used

4s & basis for formal and rigorous theory con- \\
struation. (Van Dalen, 1973, p. 54).

The systems concoéfﬂii model developed in this study is .
related to apoci;i education. In some way it includes or
dePcribes elements observable in actual reality, but it also
gp?cifies or prescribes what ought to be according to the
analysis of analogies between open systems and special

q
education components. _ -

The research design used in this report is related to
the theoretiéal nature of the'study. It is based on.the
systematic use of a systemic interpretative model from which
conceptualizations of sépcial education organization are
deduced. Such a depign is significant on the basis of the
logical consistency and rigor o} the deductive use of the

1htergretat1ve model.

The development of a sys%ona conceptual model of
special education can %oad to the evolution of knonlodéo in
the field of special education adlinistrltion and as such
. follows a fundamental or theorgtical pattern. The general
intention of this study could also be proacntod as an attonpr/’ﬂ‘\\

to meet applied needs; that is, the need for a' solution to ///



-
.

the problem of lo‘ioilfioﬁal practiees in educational systems

toward exceptional children. .

The elaboration of a systems conceptual model of
special education therefore follows a thoorg}icul path and the
provision for a planning process which could facilitate the
implementation of the model s ériontcd tovward solving the
problems caused by segregative practice’'in spdoial educption.
These two dimensions of the study, are intended to give new
perspectives in research ahd practice in applied educational
admintstration under a scheme of integration of special
odﬁcationzscrviccn among regular education delivery systems.

OVERVIEW )

The thosif is composed of seven chapters. Chapter I
consists of a general introduction to the nature and th;
dosigﬁ of the study. Chapt;r IT deals with t?o first lubi
problem, the elaboration of a €ypolo¢y of tren;; in special
education practices. Chapter III is concerned with the
description of the systems interpretative model b} & review of
i-yatoni concepts. Chapter IV deals with the o;aboration'ot
the conceptual model of special education. Thii chapter
constitutes the basic development of this study. It 1s a
discussion fased on logico-deductive oanoratioq'o} special
education coipononto'andrdynanicl under a systemic inter-

: ) S
pretation. Chapter V deals with the integration of the special

) J
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education model within a comprehénsive educational planning
strategy. This chapter is dedicated to the appiigd dimension

;f this‘qtudy. ‘It is oriented towgrd the planned implementation
of the conceptual model of speclal education. . Chapter VI is
concerned with the use of the model as specified in the .
pIanning stritegy in the analysis of special education
deliveryfsystems_bf different countries. The specification

of the model under a comprehensive educational ﬁlanning

strategy has given some indicators of the degree of integrative
versus Segrégative trends in special education. These
igdic;tors are used in Chapter VI asiobservation criteria

for special education delivery systems comparisons. Filnally,

Chapter VII presehts the general conclusions of this study

and outlines possible further developments. .



Chapter II °
TRENDS IN SPECIAL EDUCATION

"What 1is special education?" This question has been
asked often in recent years by’lay and professional people.
Philosophically, one can ans;er this question by saying that
speéial eaucation is as 01d as man himself. It is linked to
the reactions of men, when they became aware of those whose
appearance and behavior differed from the. characteristics or.
expectations of the majority. .In a more pragmatic way, one
can attempt to answer the question by saying that special
education 1s a set of facilities and programs which are provi-
ded by a society, far those members‘who have special needs that
cannot be met in the regular eaucational system. From one
answer to the other there is a great historical evolution.
Neither of these definitions of special education is ocom-
prehensive enough to give ﬁseful insights into its real nature.
In order to understand the reality of special education one
should analyse all elements of an evolutionéry nature which

have contributed to the development of the current version of

special education.

-~ Many writers in the field have started their com-

munication by looking back to the past and elaborating a

16 . , i/
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"history of special education”", (Dunn, 1968; Hewett and
Forness, 1974; Segal, 196f; Wolfensberger, 1972). The major
similarity of these analyses is that they~a11 tend to indicate
chronologically how societies, from generation to generation,
have accorded varied treatment tq the exceptional ;ndividual.
These studies have a declared purpose of providing a better
understanding,of current pra;tices in special education'rrom a
historical (perspective. from a logical point of view, these
works come to a point where the authors introduce theliyr own
way of thinking about special education, and the historical
background gives insights into the value of a so called "new

approach" in the treatment of exceptional children.

This chapter focuses on a historical analysis o}
Special education. It 1s assumed that from the analysis of
past practices it 1s possible to 1de§¥1fy Ehe roots of current
practices. The aim is the identification of significant
assumptions that have generated models of facilities organiza-
tion or modes of services in special»education. Since this
study.is concerned with the elaborat;gn of a model for special
education, it is important té'determine the significant elements
that have to be ‘taken into account in the model without neglect-

ing past practices as factors of evolution.

Hewett and Forness ;197“) in their historical analysis,
L]

have elaborated a set of»"Historipal Determiners of the
‘ V4



N\ .
Treatment of the Handicapped". Four headings were used by
. v

these authors: Survival, Superstition, Science and Service.
Each heading was discussed in terms of trends that constituted
. their practical aspects; Table 1 is presented in their feport.
The major reaéure of their historical analysis is tle attempt
" to show a pendulum movement in the evolution of special educa-
tlon. As they point out:
History does not record an orderly progression

-0f positive trends in relation to the treatment of .

individuals who were different, but rather it dis-

plays a highly variable and widely discrepant range -

of trends during most historical periods. (Hewett
and Forness, 1974, p. 10).

18
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Table 1

19

Historical Determiners of the Treatment of the
Handicapped (Hewett and Forness, 1974, p. 10)

Superstition

Research

Survival Science Service
Harsh Physical Sacrifice Natural Explor- Exploitation
Environment ation |
Witchburning Human Treatment
Infanticide Torture Categorization Custodial Care,
Eugenics Trephining ObJective Education
Study
< Harsh Demonolbgy Phychological Societal
Treatment Theory Acceptance
Exile Worship Mental .
Measurement
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This codclusion suggests thatisoc}qﬁal acceptance of tﬁe
exceptional student might}be achieved, but\that segrogative
categories of cxceptionality will still prevail. Each of
these approaches are in some way contradictory because of the
lagk of social awareness about the assumptions and basic

beliefs that are involved.

hJ

Irrational as well as rational beliefs have been the
basis of organized actiona for the handicapped. Looking
closely at Table 1, it 1s possible to assume th&t the determiners
of Science and Service differ from the determiners of Sufvival
and Superatigion, in teﬁms of the nature of underlying beliefs.
:?he evolﬁtion of scientific knowledge had the effect of elabor-
ating more rational and well-founded beliefs than previous
"common sense" Wpproaches (survival and superstition). At a
higher conceptual level, beliéfs ch be seen as elements ofxw@
i1deology. Accérding to Wolfensberger (1972, p. 7, 1déologiea
are "... a combination of beliefs, attitudes, and interpretation
of reality that are d:rived from one's experiences, one's
knowlndge of what ar¢ presumed to be facts, and above all,
one's values." Thererore, ideologically integrated beliefs
tend to prescribe the type'of treatment to'be offered to the
handicapped. 1In hunnn’m;nasoiont, as is the case of special
education;'well.expreaaed ideclogies are referred to as a

4

\
human management model. Human management models describe and
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also prescribe the design and operation of management facilities

such as services for the handicapped.

An‘ideologica}gciiss1f1catgon of the various types
of special education serviéel‘%avelopcd during the evolution;ry
period could then be the source of a certain typology of models
of human manggément. Becadse of this study's interest in a
organizational model ;f special education, the ideological
classiricatioh schema appears to be a good,base'tor dis-
criminating among hifferent'human management or organizational

models of special education.
/

In his historical analysis of the treatm@nt accorded
to the mentaliy retarded, Wolfensberger (1972) has also used
an 1deological.classification scﬁema.. He 1dentified fou;-
categories of ideology: vdestruction of deviant individuals,
segregation, reversal of the condition, and prevgntion. The
first ideological determiner defined by Wolfensberger appears
to be similar to Hehctt's ;urvival and superstition determiners.
The three other of Wolfensberger's categories though, tend to
be more comprehensive than the science and service determiners
because thelr 1dcologic;1 natgpo is at a higher generalization
level than strict historical trends. In order to illustrate

. this superiority of an ideological type of classification

compared to a historical type, the Education approach in

Hewett's and Porness' Service determiner can be analysed in



terms of practical implications even though\tho reasons for
the establishment of such an approach are of an ideological

ature. All Hewett's and Forness' apprdaches then would Have

.to be analysed sSeparately in terms of their 1deologicai nature.

Using an ideological type of classification, all apbroachés
are studied under 1deological similarities. FPinally a heading
such i} Segregation ears to be more action oriented than
Serviccs or Science and rucilitatos the practical evaluation -
of approaches in terms o(-beliers, effects and criticism due

.

to an evolution of knowledge in the field. ,/;}

The systemic ogientation of this study is also ;
prescriptive on the basis of ideoclogical typology. Service
syétems are moving toward goal achievement; a typology of
spgcial education trends should be based on a goal-oriented
classification. Goals can be thought as being 1nscr1bed in:
ideoclogical trends and therefore 1deologies can be used as

general criteria for typology development.

N

This historical analysia of special education will

borrow from-Wolrenabergor 8 study three of his

cgtegoriés and will attempt to.relate to ¢t “ o s the
services approach that thoy have gcneratedj
models. Tnhe classification of 1deolosi§s refISUOW more a

pendulum effect than a strict chronological development. Even

though the iogrcgution ideology appeared before the provoption

ideclogy, the pendulum movement does not imply that segregation
-~

.
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is definitively replaced by this "newesg' ideology. 'I'hc
pendulum movement also illustrates the ract that several
approaches and beliefs are prevalent 1n current practice even
1f shifts have been tentatively made from the ideology that
they représent. For example, some beliefs of the medical
approaéh can be sedn as the basis of the instructional appfoach
while they are categorically rejected by the mainstreaming
JprOponents. Table 2 represents the three ideological determine
with their definitions; related to each of these are the service
, approaches that will-be discussed in this analysis. Finally,
the historical analysis will indicate the significance of this
attempt to elaborate a conceptual model in terms of the

evolution of special education.



‘Table 2

Ideological Determiners of
Education Services

24

Special

Determiners

conditions of transaction
between the individual and
the environment) a’

Services approach
" SEGREGATION MEDICAL

(The exclusion“of the CATEGORICAL
exceptional individual .
from a regular process ¢ INSTITUTIONAL
of development or of a
regular environment) y
REVERSAL OF THE CONDITIONS INTEGRATION
OF EXCEPTIONALITY .

' NORMALIZATION
(Treatment of.the individual
for adaptation and adjust- MAINSTREAyING
ment to the environment) o
PREVENTION INSTRUCTIONAL
(Predetermined adapted . SOCIAL~PSYCHOLOGICAL




SEGREGATION

One of the most commonly stated goals of special
educagion programs 1is meeting the needs oé exceptipnal children
whose nocdp cannét Se’tdequately met in regular programs
(Baker, 1959; Cruickshank and Johnson, 1958; Dunn, 1968;
Jordan, 1962; Kirk, 1962). This commonly stated goal sub-
scribes to a particular view of the exceptional persons and
of tﬁa process of meeting ‘their needq. ‘chauae the‘exceptional
student has special needs, he is seen as ifferent from the
"normat" one and, therefore, his needs cannot be met in

regular programs, Two questions arise from this statement:

" What are those special needs? Where and how can they be met?

-

The segregation ideology tends to regard special
needs as derivates of some kind of disease in the patient (the
exceptional student). Much has been written abouﬁ the medical
model which generally iﬁpiiea the description of an exceptional
person as a "sick patient” who after "diagnosis" is given
"treatment" or "therapy" for his "disease" in a "clinic” or"

"hospital"” by "doctors" or a "thtrlpilt", all this hopotully

leading to a "eure". This has been referred to, by sociologiats,

as the "sick rdle”. (Bélanger, 1970; Celdic Ropo}t, 1970; Deno,
1970; Wolfensberger, 1912). Therefore, special education has
develéped special treatment for particular conditions of

P 4 , /

exceptionality.

25
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Related to this medical approach is ehe.categarica}
approach. This aspect of the evolution in special education
was highlighted by a more thoro%gg/knowlcdge of handicapping
conditions. Major emphasis has been plhced on the elaboration
of an extensive body of knowledge concerned with the conditionh
of exceptionality. This preoccupafion has given powerful in-
sighta into the special needs but has algo *brought as ‘a side
effect, a tendency to Stereotype these conditions under cate-
gories or labels. Under this approach,;considerable emphasis
was placed Qn etiology, diagnosis aﬁd.clasaification. This
practice has given birth to the well-described categorical

approach in special education (Forness, 1974, Lilly, 1971,

Reynolds andg Balow, 1972).

~N

) By answering the question concerning wherq can we
discover the special needs of the exceptional individual, it
is possible to identify a third type of services approach in
the segregation 1deology,7namely, tRe institutional approach,.
This approach differs from Qhe two previous ones by focusing
Primarily on the environment or locus of treatment in §ontraat
to the medieal and categorical approachés which are oriented
mainly toward the conditions of exccptionality'fnd types of
:tro;tuont. The three services apﬁroachos are related to the
segregation 1deology since they all prescribe troatucﬁt of "t he

exceptional person by exclusion from a ;;c &r process of

development or from a regular environmdnt; hovever, they do

=

.,
N
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have different bages for such preecq}ption and translate the

ideology differently.

o Each of these eervicee approaches will be analysed =~
in. terms of their basic beliefs or assumptiqns and by the
effect they have had on the erganization of speclal education.
Finally, the major criticisms addressed to them will be

reviewed.

.
. ) -

The medical approach ’ .

a

Basic beliers There has been greeter involvement in the

search for better.knowledge of handicapping conditions by
speclalists in the medical ang.psychologicel fields than by
educators. Ihn addition, general education has benefited mostly,
until recently, rrem peychologicai studies. Chila development
studies, learning theories and socialization processes have

been the points of involvement for psychologists. One effect
of this evolation of knowledge has been, in term; of special
education, the elaboration or 1dent1r1eble handicaps or
conditionﬂfer excoptionality. The exceptionalities were based

L.
on broad "diagnosis" dcaling wvith medical and psychological \

variables. For exsmple, a die‘notie of mental Fetardgtion
besed on I.Q. tests has had 1nplicttione for knowledge about
the emotional 1ife and phy-fcu development of the inaividusl,
This was the 1ntc¢retioq,of s boq'-or knowledce on mental

' reterdation‘developed from dirrerenc etudioe.i Iheee etudieo

umuuhcd the petbolo‘iul d:tru'eac« of thet exeeptionsl -



person from the so-called normal person. This conceptualisation
has led to the identification of pathological conditions in
every type of exceptionality. Therefore, the association of
pathology arftd slickness has led to the use of a medical type

of treatment of the hand&gggpod in special education. X‘
corollary of this perception of thé handicapped is to bi found
in the belief that such a medical type of trestment was
necessaary before there should be any attempt to bring the

individual to a level of achievement or adaptatioh. J’~‘\\\

o
\ .

To summarize, the medical approach was based on ihe
assumétion that the cause of exceptionality was within the
individual as a sort of pathological condition, necessitating
treatment before the exceptional person could be considered

normal and left in the regular services system.

Effects. The medical approach with its specitic assumptions
has had great impact en special education. It has given to
the field a large body of information on the nature of.
oxception&litios, thus 1dent1fy1ng tho conditions of 1nd1viduall
who have spe@ial needs to be satPsfied. The gréwing scientific

: 4
background of & medical aqd & psychological nature has per-

l’\ ’ * M
mitted the treatment of individuals previously left to them-
selves. It'haa equipped special oducators with such 1nror-ntion
as thelI. Q. clatoltication of mental rotardation (aiscriminating

ditrornnt levels of doticioucy), th. provalonco or sental
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illness in several handicapping conditions, the nature of

emotional disorders, learning difficulties, and neurological

+ data about sensorial handicaps. These types-of data have

served as the "source" of descriptors of the speclal needs of
exceptional persons. As has begen indicéted by Reynélds and
Balow (1972), these variables were seen by sp;cial educators
as indicators of educational ﬁroblems; therefore, great emphasis
was- placed on training speclal educators through programs

-

geared to the acquisition of the best.knowledge possiblae about

the pathological conditions of exceptionality.

The medical épproach has also geqerated types of
interaction or §pec1fic role patterns in the treatment proéess.
The fact 1is tﬁat the major body of knowledge prevalent in -
sgécial education was based QQ\"medicai" descriptors of the

exceptionality and a "mediecal" role pattern was established,

, as de;pribed by Wolfensberger (1972). The process was based

on a "diagnosis" prescribing a "tfeatment" and ﬁsing a "therapist"
in order to ";:re" the 'patient”. Thg.emphasis was on a
"patient-therapist"” relationship in order to treat the handicap
for reinpegration into normal life. Treatments or therapies

were deveioped for every type of exceptionality. Many authors
have apflied to this approach the eonceptual framework of

medical sociélogyv(aélanger, 1970; Sodhi, 1972; Rosenthal and

Jacobson, 1968). More specifically, studies on the nature of

feciﬁrpciﬁ expectation in a patient-therapist relationship

29



have indicated the level of stereotypes.involvea in the 1llness
expectation. The patient 1s consulted for aogkirmation of his
illnesé; the therapist reilnforces this perception of self by
his dlagnosis. In fact, the same may be true for exceptional-
ities. After making a diagnosis of the condition the therapist
expects the exceptional person to act as an "exceptional”

-
person (Bélanger, 1970). Whefl the process of cho-medical- |
diagnosis was established and the individual dl

ared as

exceptional with emphasis on a specific handicap, a placement

was made for treatment an the~diagnosis process was thought

to be completed; institutienal roles were established, and

the treatment went into action.

The third effect also derives closely from the two
first ones. Wolfensberger (1972) and more specifically
Jacobson and Rosenthal (1968) have described the tendency 1in
the medical approach to focué on the deficiencies of the
handicapping conditions rather than on the competencies. Being -
geared to.tﬁe illness of the organism has.the effect of 1llus-
trating the deficiencies or problematic disfunctions. Special
educators were placed in a framework where they had to decrease
their teaching-learning activities in srder to deal exclusively
with the deficiencies of their students. Deficieﬁciesror
difficulties were the focus. of intervention, therefore generatiﬁg

\
the expectation ot.lower achievement as analysed by Jacobson and
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Rosenthal (1968). A trainable mentally retarded child could
not learn mathematics, ghe diagnosis created what may be
artificial limits in theé exbectation patterq;. This trend
went so far as excluding tﬁe.exceptional person';;om access

to regular or normal developmental activities. Finally, the
medical approach gave the scientific bases for the categorical

and institutional approach while defending or proclaiming the

segregation 1deology.

Criticisms. A survey of the major criticism addressed to

the medical model shows several attacks on both the assumptions
of the approach as well as the negative aspects of its effects.

b

These criticisms can be summafized as follow:

1. This view of the exceptional persons had the
undesirable effect of treating the 1ndiv1duals in homogeneous
clusters. For 1nstance, all edQucable mentally retarded were
thpug%t to be-adike and innfpeed of one kind.of treatment which -
was different from that suitable for other types of| exceptional-

A S
ities. (Forness, 1974; Reynolds and Balow, 1972). \\\

®

2. The knowledge of exceptfonalities was related %o
psycho-medical variables which have no direct educational .
relevance (Forness, 1974, Déno, 1970; Dunn, 1963; Kidd, 1968;
Lord, 1967; ﬁeynolds and Balow, 1972; Rogow, and David, 1972;

Sodhi, 1972). v
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3. The treatment categories by handicapping conditions

generated a set of special educatiopql expectations that .tended
to negate the competencies of the individual by focusing on his
(

deficlencles (Bélanger, 1970; Rogenthal and Jacobson, 1968;

Wolfensberger, 1972).

4. The .pathological view of the exceptional individual
located the cause of exceptionality within the individual to
the total neglect of the responsibility.that could be assigned

to the social environment as a source of exceptionality (Deno,

1972; Bélanger, 1970; Giroux, 1971).

Q

5. Finally, a major criticism of the medical approach

was pregented by Reynolds and Balow (1972) in their treatm,ft

of Zubin's cagegories of dia 8. Their discussion 1is an

attempt to show tHat 4f the basic tool of the medical approach
oy -

is a psycho-medical-diagrosis; the purpose of this process has

no educational relevance. Th@ir analysis 1s summarized.in

Table 3.
\\/'

The categorical approach - “

The second approach under the segregation 1ideology
is, in some respects, difficult to separate from the previous
medical approach. The psycho-medical knowledge of exceptional- /
ities has given birth to a perception of the handicapped‘
' v

individual. The categorical approach also shares this view

and can be understqed by taking into consideration what has

32



33

been described_in the medical approach. In fact, the beliefs,
effects, and elements of:criticism described in th#t approach
are also relevant to the categdrical approach. Althoﬁgh the
categorical approach can be seen as a second generetion of the
medical model, it makes its own contribution to the segregation

ideclogy.

Basic beliefs. The basic assumption of the categorical

approach 1s a de;ivat; of the tendency, in the medical
approach, to.consider handicapping conditions as homogeneous.
This homogen;ous assumption had the effect of considering,
for example, all educable.mentally retarted children to be*

alike and gave no attention to individual differences.

JURNS



Table 3

<)

The~Andlyses of the Educational Relevance
—_—y " af Some Diagnosis Purposes
(compiled from Reynolds and Balow, 1972)

Zubin's Diagnosis
Purposes

The Authors' Remarks

Search for etiology ©

Make a prognosis

Select a therapy

Educational planning should
not be concerned with causes
but with learning patterns.

Edﬁcators are employed to
influence children's learn-
ing nbt to predict 1it.

Even if that is an important
purpose of special education
the type of ‘treatment to be
offered has to be positive
thus not seen as a cure.

3y



‘Eicoptionalitios were not only thought of as homogeneous within
the samé pathological cdndition, and therefore bging different
fram normality, but they were also thought to be stable. If

the handicapping conditions were stable, they could A:t be
changed totally, and the individual was treated to accept‘having
“tq live with them. This stability generated a pernan;nt
typology for the purpose of- labeling the individuals with
categories of exceptionality for treatment purposes. This

¥
P

grouping process was as permanen& as was the perception of the
exceptionality characterist1c~ Another characteristic/9f th;
catogorical approach, was that it demanded the expansion of
‘serviges in order to assist the exceptional individual. 1In
many ésuntries, fhe exceptional individual wa@ accorded the
right to special services. The United Nations (ONU, 1959)
established a declaration or rights of exceptional children
which proclajsied the necessity of special treatment for them.
‘It was beli:i:;:ztat 1§‘was morally and socially important to
offer special services/on a large scale, and it was admin-

. istratively feasible gd organize facilities of treatment byV
homogencogsly stereotyped catogori?a»ot haﬁdici;péd. Under such
a "éatégorizing approach”, there was one type of troatnqnt

for each known type of exceptionality which had to be carried
out in one type of environment. Models of special cduénpion

services were categorically oriented in order to satisfy each

special need identified 1in the stereotypes. The norn‘ép&cific



the stereotyped elements, the more specialized were the services

i )

to be offered.

'Efﬂicts and criticisms. The most important consequence of

this approach was within the social effects area and'was due
to its labeling of the individual. Samuel Levine has described
the categorization process derived from the categorical

qppraacﬁ as follows:

Society "understands" or conceptualizes the
disabled individual in categorical terms. Those
~attributes which society utilizes for categortzing
the disabled we term the defining attributes of
the category. Each behavior in the category had
a degree of defining value in respéct to its
predicta®ility to the stereotype. Those behaviors
that afford maximal prediction to the category
have a high defenc{es value and are crucial to

" the stability of the category. Although these
categories may be modified in relation to a

* particular individual to a great degre they
represent categorization based on bioJogical

. resemblances. In a sense, these exceptionalities
have a common or shared 8timulus function. This
leads to certain social destructions and culturally
imposed differentiations (Levine, 1961, p. 85).

* L

In this procesa.or categPrizing, Dunn (1968) saw a tendency
to Juati{y) on the basis of a psycho-modicalydigsnosis, a
deitrqctive "aelf-l#ltilling prophecy" where the individual
was influenced to be like the labolin# stereotype. These

- disability labela: then, had great effects on the attitudes
and expectations of teachers (Rosenthal and i‘cobaou,,1968)
and on the child'; self-image. lso, aocorﬂinc to Goffman
(1§61), gho ladel imposes a ot&jnn upon the individual which

" W .
T
& U

®
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marks him for special kinds of interactio lﬁd tends to
segregate him from those without this stigma. To summarige
these consequences, it can bdbe cstablisboq that a labeling
prdcéas determines a stable set of oxpoétancios at every
level of interaction for the disabled person. He perceives
himself as the label identifies him, then his environment
expects him to act as predicted by his exceptionality, thus
generating a sﬁocific mode of 1n€§raction. In oducation;”
this categorizing seneratéa several problems as summed up by

Reynolds and Balow:

a) There is a tendency to stereotype and to
ascribe characteristics of the group to individuals.
The practice, crude at best, is frequently in error
and prejudicial to the interests of the individuals.

b) The category labels tend to become stigmatic
and to be attached indelibly to the individuals,
often .resulting in acapegoating. Sometimes the
child's label becomes an excuse for poor educational
programs.

-¢c) People who work uith exceptional children
may assoclate the categoqpoa with negative ex-~
pectatidns and carry them into their relationships
with the children and into curriculum planning.

A degree of diagnosegenic or prophecy fulfilling
inadequacy in the child's development may result.

d) An assumption is made frequently adbout an
easy isomorphism between categorical and
educational classifications. For example, 1t nay
be ass that because a child is mentally
retarded he should get the "primary life needs”
curriculum. (Reynolds aﬁr Balow, 1972, p. 357)

u

Finally, the categoriocal apbroacﬁ. with its emphasis on

"what 1s wrong with the child” has developed & system of

factiities "apert” from the rmmr esuoassen systen —(Gnha.

1962). it has g
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systems - one for the "going well" students and - ono for tho
"going poorly" students and has contributed to the rise of

the institutional approach.

Institutional ‘;Qroach

The third apﬂ%bach of the segregation ideoclogy is the
most typicgl'approach of the three in terms of 1its direct
practical implications. This approach 1s concerned with the
organization of facilities and is based on all of the
assumptions in the gedipal and categorical models. It
provides the best example of the consequences of segregative
1deolqu. hxg:“use'.r the term "institutional" in this analysis
characterizes all types of "treatment facilities" that have a
segfegative Pattern. It 1is involved with all services from
public school Pystems, the state and the private welfare
services. In this sense it has & broader definition than is

usually the case in the litergture, where one encounters only

the custodial care pattern.
{

Basic beliefs. The 1nlt1tu;10na1 approach has a specific
answer to the question of "Where can we meet the special needs
of exceptional individuais?" The annwor.wda in ;hat can be
identified as a apocial environment. Due to the assumed g
inability or the regular eQucation system to- holp tho oxcoptional

1ndividua1 it was thought that a dollvbry -y-to- spocinlizdu

\A’ te '
..




39

f* N
in‘ternms ef éhd cetegoriee of exceptionality ought to be the
solution to the proéaem. All children hed the right to educe-
tional services but the regular system could not be organized
to fulfill such a task. As a result, it wee"tollowed by a

great involvement in the establishment of eervicee for the -

~ exceptional. As several authors have euéseeted} 1t was tbe.
apogee of eeeciel edu%ptiop as 1t (epeeiel educe;ion) was

charged with this task of preridrng tacé&itiee.' The aisuﬂp; . ';
tion was clear: we had.to work for the exceptional cpild

offering him all we could in relation to his coﬁditione. The

“task was to open as much special service as possible to all

exceptional children. . Sy

Etregte. The major consequence of this approach was that ~
special education was created at the outekirts of the
educational system. Spee}al schools were opened apart from
regular echoole. Special cleeeroome were orgenized within
regular schools, and 1net1tutione with custodial care were
established. All these locations were typically identified _

S -

for "special 1nd1vidue;::. Ae(e tiret‘\(pe of highly orgeﬁizea
administrative strutture, special education facilities yerth'

apart, different, and specifically identifiable.
v

All the stigmas associated with the categorization
or labeling of the individual were to be found at the education

system level. Labeling an individual hee an effect on'hie




]

[
interaction with others but separating him for regular educa-
tional practices had a double effect: amplifying the stigma

on\the individual, and, ‘as groups, 1solating them from the

N\
AN

mainﬁtream of {nteraction of the educational system. Many

special institutions or dchoola were even constructed outside

of the cities; special classrooms had an affinity for basement
L Y]

locations.

.-

-

Regular education ha&‘ﬁo be carried on; normal
children had to learn in classrooms where they could not be

affectad by slow learners or emotionally disturbed students.

’

The iﬁstitgtional approach has r:sulted in a sorting system -

with a double purpose: (1) to bo.qble to offer special

séfvices to all children in need, and (2) to empty the regular

school bf the irregular learners-(Kirp, 1974).

- Another effect of the institutional approgch relates
to the administrative communication network and ;dministrative
" process which 1t implies. Since the iﬂstitutional approach
necesaié;tes ;_tracxing systeﬁ to achiyve comprehensiv;’groupfns
for treatment, a terminology derived from the caﬁ?igrical
approach had to be included in the syatcnfﬂ§1abela are th;
doscriPtors of grouping process; they are alio éhé basis for
the a&atem of funding. All ugninlstrativ; communications in g
spocial’eduqation systems are based on this aspproach. To

11lustrate this pct%orn.'riggro 1 shows the circular mode of
' ~

(R
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‘a‘categorically‘basgg administration network &8 used in the
institutional modei. The network in"Pigure 1 111ustéatea ehe
specieliaation Of special education as obeeryed in the Province
of Quebec. Each defined category of exceptional children is
assigned an expectation of a certain percentage o;—eaaes ;;ong
a populafion of school-aged studenss, -Then, from this figure, v
it 1s ,possihle to establish the real number of each type of

5
exce?tionel student to be. found in a specific School area.

Th}s,constitutes the base for authorized and fundpble ex-

pendituree.' ﬂhen aasociated with the ve;ious/;;::ing agreements,
gj' as with teachers' un;gne, about the specific pupil- teacher
\ ratio by types of exceptiopalities, it determines the funds /
available. From this process, 1t becomes possible to establish
the number of classrooms suthorized and the amount of ex- S~
penditures per capita. Pinally,. classroom grouping procedures
follow 1in order to implement the organization of  special
educatiorp. The only modification possible in this process is
when a specific area o school district can prove, on the
basis of formal psycho-medical diagnosis; that the percentage
of exceptional children in a speLJrie category is higher than
predicted. 1In a specla) ed‘k‘tion system based on the type

“

of administratiye pattern described in Figure 1, it is possible

o,

to find all the special racilit;es listed in Table 4. This 1s

-

the case for the Province of Quebec. Table 4 is an example of

the extent of specialization current in specie; education.

) i‘
. - - { °
A




Figure 1

The Categorical Administrative Network

~~ -

Provincialy stated
~ .....* potential number
« Of exceptionally:

by categories . Y ‘\L,

Frovincial rules on
exceptional catego-
‘ries (defi

Psycho-medical diagnosis
reevaluation of poten-
tial number

ption- - Approve@ number of ex-
ceptional in specific
L area for funding purposes

al children

school districts) .
( 1() ‘
(Ei Number of class- Collective

rooms and teachersay bargaining »

to be paid for by€—— pupil-teacher ‘

‘the province ratlios by type

of exceptionalities

--- This part of the process is used when locally
determined numbers of exceptional individuals by categories
exceeds the Provincial potential numbers.



Table 4

Potential Numbers of Exceptionalities
(Province of Quebec)

fad

~

Manifestations spécifiques

-

Taux d'incidence (en %)

18.

11,

12.

13.

La débill1té mentale légére
La déhllité mentale moyenne
L'état d'handicap moteur
simple, de diminutfon
physique et 1'é&pilepsie

L'infirmité motrice cérébrale '

‘La surdité

La demi-surdité
La cécité

La demi-voyance

\

Les éituationq d'handicaps .. .

multiples v

Les troubles spécifiques de

'la parole

Les troubles d'apprenéissage w

Les perturbations affectivesgrt
graves ' ’

Les perturbations affectives
légdres ‘

2.5%
5%

.5%

L175%
*
.35%
.5%
.015%
1%
.25%

LN

43



oh

This speclalization .process has the attribute g¢f highly
differentiating individuals and facilities in order to achieve

the aim of satisfying the needs of exceptional children.

)
Criticisms. The institutional apprdach which has invested

speclal education with sucﬁ a specific task, has been accused
by Dunn (1968) of having over-specialized the field. 1In fact,
the administrative easiness of separating the function of |
speclal servicés, as is the case in this appro&ch; has -greatly
contributed to the acceptance of the medical and categorical
models. Theré;ore, all previous criticisms of these\hpgfahches
apply to the institutiohélvapproééh as well. It follows thaf
special education under such a model was guilty of helﬁing
the child with his specific needs, due to his handicapping
condition, without treating him as a global entity. In other:
words, 1t served the child in terms of the pathological
dimensions and not in terms of the overall growth pattern
‘ﬂﬁat characterized everyone (Lord; 1967). Another result of
tpis approach was the segregation of the 1nd1v1dua£ from the
r;gular school‘Fystem. Instead of developing integrated
facilities“or a';egular pattern of needs-satisfaction,
1nstitutionalism developed an isolated intervention process.
This had the effect of taking the respon?ibil;ty of hg}ping
the exceptional child awaylfrom ﬁhe regg!aire&ucatioqgiystqm

and invested special education with a legiti;I:irk"butside"

4y
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or in some way marginal function (Johnson, 1969). This
evolution created a gap between special and rege&gr education
goals, and often established a set of negati%e attirtudes among
educators coﬁ;erning the value of these goals. To some the
situation seemed to‘consisf of (1) regular education with
crewded clé}srooms and with more or less rigid programs, and
of (2) ebecial education with smaller groups and not so rigid
programs. Theysfore,'a general attitude developed which had
the edneequenqe‘of placing 1nyfhe special education class all
the non-succeeders of the regular system. Furthermore, it

has been noted that approximately 6§ to 75 percent of the

children were unfairly placed in special education (Sodhi, 1972).

7 The most accepted criticism of the institutional

approach is-attributable to Dunn (1968) who exhorted special

educators to stop being pressurgd into a continuing and

expanding special educatien programs (special classes) ‘that \ !

are knowﬁ to be undesirable for many of the children they are

dedicateg to'gerve. He furthe; claimed that "removing a‘'child

from .the regular é;ades for special educaéion probably eon-
aﬂ!ﬁlbutd& eig;i}::antly to his feelings of 1nrerior1ty and

‘probleme.of'acceptance . After carefully reviewing the
evidence presented by Dunn, MacMiLlan (1971) added his own

1nterpretation and conclude 'het "the larger issue and one

which 1f debated and researchdd could prove fruitful is: to

-
-
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what extent and under what circumstances ca3 a wider ranke of
individual differences be accommodated in the regular class

than 1s presently tﬁz‘zase?"

This widely .endorsed remark by MacMillan can be seen
as the type of argument that made the transition poasible‘i;om

Plogies to the next 1ideology tb be analysed in

“'ly, the reversal of the condition ideology. N

REVERSAL OF THE CONDITION

The second 1deological determiner identified in
Table 2 1s the reversal of the condition of exgq 1ona11ty.
This 1deology is involved in the treatment of fhe’individual

r

to 1nc§?ase adaptatioﬁ?énd to conglder this increase in terms

of the adjustment to éﬁe treatment environment. Before |
analysing the specific approéches included 15 this 1deology,

it is important to determine how it differs from the seéregation

ideology. "

The reversal of the condition of exceptiéhality
ideoclogy is 19 some ways a derivate from the sesregation\ ,
ideoclogy; however, it also is aﬁor- departure from several
assumptions and practices of segregation. The reversal of the
condition ;deology maintains the "special needs" view of the

2' ' - \ .
excepfional child. It also endorses the social obligation to

help these who are excqptidnal, and it prescribes treatment
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and facilities for them. But it differs from the segregation
ideoclogy in terms o; its basic purposes. The treatment under

»

. this second ideoclogy is seen as atc/yéting to increase the

<

adaptation of the exceptional stﬁ/;nt to the regular environ-
ment. Its purposes are not to "cure" the exceptional in-
dividual but to facilitate his adaptation to normal,'oocial

and educational interac%ions. Also, 1t represents the begin-
ning of a major shift from a view of the exceptional child.

which places the cause of exceptionality within the individual to
the belief that exceptionality is due to a mismatch between the

.-y
needs of an individual and the nature of the educational

_system. ) Tnnrefore, the "reversal of the condition" ideoclogy

-

-

prescribe; ?acilities presenting maximum interaction with the
"normal" Jndividual in order to achleve adaptive behavior. As
a result, it also places n?ajor emphasis ow minimizing the
stigma of exceptionality; this-assists in the interaction
process and questions the inability of the regular educational

system to adjust to the needs of excepfional children.

In some respects this second ideology repreéents an
answer to the criticisms dirccted at the segregation idqology
and 1ts approaches. Thev}hroo approaches under the "reversal
of the condition" ideology are tho(integration approach, the
normalization approach, and the mainstreaming approach. They

are closely rélated and differ only in the sophistication of

47




their conceptual frameworks. That is to say, they all share
the same basic assumption but differ in the complexity of'the
elements that they identify as facilitetors of integration of
the exceptional ch%}d into the regular education system.
Being relatively recent'(beginning ef the seventies), these
appgoaches afe perhaps not fully implemented and therefore
their range of potential consequences has not been fully
identified. Nevertheiess, their current etate in a full \

adoption process does permit some analysis.

The integration approach

-~

The 1ntegration approach 1s identified as the first

attempt to implement the "reversal of the condition" ideology.

As a human management model, it is involved in responding to
MacMillen's (1971) argument for attempting to accommodate, as
much as possible, 1n&1viauel differences in the regﬁlar Class
and, thererofe, establighes alternatiyes to special placement

' segregation classes. ' .

Basic beliefs. As has been indicated, this apprdach 1is

based on the assumption that exceptional children would
,achieve a better development or selt-realization through
interacting with normal children. It 1s believed that the
regular education system should be adjusted to facilitate

participation by exceptional students and that a better

48
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knowledgc of alternative learning ‘conditions or program
organization was necessary to aatisfy the special needs of
exceptional children. Finally, thiélaﬁproach subscribes to
the assumption that exceptionality has a two level dis-
runct;on, 1nd1vidual and envirbnmeptal, and as such could be
seen as non-permanent. The exceptional condition wﬁs then a
phenomenon due, in part, to the nature ér the—educatiqnal
system and, secondly, to the éspéial needs of the chiid. If

o~ % '

the two” elements could be adJusted lhen reciprocal adaptation

-~

could be achieved, therefore confirming the temporary nature

of the exceptiorality.

Effects. As a first consequence of this approacq, Forness
(197u, pP. 59) indicated that‘"administrative emphasis began to
shift from categorical labels to categorical needs"”
*Categorical needs were to be identified, and in educationally
relevant categories. The Gallagher (1974) and Giroux (1970)
studies are eiamples of this type of involvement: Gallagher
identified, in an attempt to indicate what is speciai in
,8pecial education, .the extent of program modificatiop by type

of exceptionality. Table 5 from the Gallagher study, divides

the program modif ingo three major categories: content

(what 1s tau;qm). (how 1t 1s taught), and learning
environment (where it 1a'taugu‘). These modifications apply

to the regular programs.



R Table 5

Gallagher (1974) Interpretation of the
Speciality of Special Education

p

XX - MAJor change

X = Minor change
“

SEVERE-CHRONIC (needed for
all of school career)

Moderate and severe’
mental retardation
Deafness gna. severe
hearing loss

Blindnefs and severe
visual impairment '
“Autism and

schizophrenia
Orthopedically
- handicapped

Severe communication pro-
blems (cleft palate,
cerebral palsy)
TRANSITIONAL (needs may be
met by liﬂited, intensive
treatment)

Educable retarded
Hard of hearing
Partially disturbed
Emotionally disturbed
Articulation problems
Specific learning
disabilities

Gifted

PROGRAM MODIPICATION

Content Pedagogy  Learning
(What is (How it is Environment

taught) - taught) (Where 1t
is taught)

XX XX Xx’

XX XX XX

X XX X

XX XX XX

- X XX

- XX X

X XX ’ XX

X XX X

- X X

X X X

- X X

TOXX XX X

X X X

50



5
'Y

This type of contribution to the "reversal of the
condition" ideology is an attempt to 1llustrate the possibil-
ities, within the regular education system, of meeting
difrerént levels of special needs. Such an analysis holds
some promise for bringiné special education closer to regular
education. Ngw models of placement for exeeptiqnal students,
related to this attempt, might achieve the desired integration.
Placement models, then, could be forms of & facilitative
educational program in which a continuum of instructional
services and learning enviropnments 1is provided. The objective
of each unit on the continuum being the.achiévement of
regulér class placement whenever the pupll has acquired the
skills and behaviors necessary for successful progress within -
that environment. Another effect of this approach 1s to focus
mainly on the learning environment, since it was éhe most
criticized element of the segregation 1deology\ Several
authors have elaborated alternative group placement models
in érder to include as much interaction as posgible with .
"normal"™ individuals (Deno, 1970; Lilly, 1970; Gallagher, 1972;
Reynolds, 1962; Willenberg, 1967). Figure 2 represents

Reynolds's hierarchy of special ed&éation programs.

- O
. - D)

The rcatﬁfis of Reynolds's framework indicate chaﬁgos
at different levels of the hiérarchy. Prgm the bottom to the

~ot°p of the chart, the following progressions can be observed:

£

51
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" Figure 2

r

Reynolds's (1962) Hierarchy of Special
Education Program

Hospitals and

o
£ Treatment Centers . g
4 .
)
& Zi Hospital School *\ S o
v (-
4 . - R o B
0 [A Residential School 0 <
x a®
/ Special Day School \ : 2
5
[ Full-Time Special Class \ &
/ Part-Time Special Class ﬁ\
Regular Classroom Plus
Resource Room Service
‘Regular Classroom with
Supplementary Teaching =
o or Treatment -
L - §
2 Regular Classroom 3
a / with Consultation as
) : =
At Most Problems Handled ;g
' in Rgguli{(CIalsroon =]
«<——— Numbef of cases — S
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l. The problems of ochildren placed in programs tengd

to become more severe or more complex.
2. Programs tend to become more expensive.

3. Responsibility tor adminiatration of programs

shifts from school authoritieq to health, welfare, or correction

authorities.

1/
4. Children are more separated from ordinary sc¢hool

and home life.

5. Demands for highly specializqd personnel increase.

( \
€. Parent and general public unders anding of programs .

decreases.

A discussion of the type of studies represeﬁted by“those of
éallagher and Reynolds, has presQnted the essentials of the'
1dtegration(approach. 4Although another factor ought to be
mentioned, Reynolds's chart includes at a certain level the
use of a resource room'as & treatment facility in the service
continuum. As such, this type of grouping can pe closely
related to integration as a specific innovation. The resource
room altéPnative is seen as a powerful integrative, therefore
desegregatiing, mechanism almost to the point where it was
sometimes treated as being "Tﬁo' 1nt0gration mechanisa so

that if such a raciltty was offered the system was declared to

LS

be integrated (a-mi and A:u’np. 197l)."
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Finally, another conseqlience which can be regarded
as an abuse of the integration approach was the extreme
desegregation of special education. Stnce segregativ was

j

. condemned, several educational eyeteme moved lll children %o.
regular education pretending to follow the 4hzegr|t§cn move-
ment By doing so they have tended to ignore the apecial

needs of the child. /

Criticisms. Several authors have seen .this first reaction
to segregatieh as a very economical administrative solution
(Fumegalli, 19734 Giroux, 1972; St-Jacques, 1972).. This was
a questionning of the real purposes behind such an innovation.

The criticisms were directed at the highly admin

nature of this approach .which left aside the soct chological
reality of the interaction to the "good nature of man"
assumption. The critics proposed that integration ought to be

more social than administrative (St-Jacques, .1972).

At another level, Papanikou (1974) accused models

such as Reynolds's framerork of being restrictive. Fer

Papanikou "it seems crucial that, whenever possible, a

heterogeneous interaction of children occurs at all levels of

the continuum". He has also identified other weaknesses of

such models: . : ' M
A weakness of other models is their attgqpk to

unify all special services under one umbrella. Ad-

ministrativ,attempts to pull tosether disparate ' ﬁ

i-
‘ o
- 2 ] i W\
L . ~
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special education programs in a unified WAy re-
sult in arrangements which are nothing more than
a patchwork of still unrelated professional )
specialities. These consultants and resource
rooms are brought under t same mantle as tutors,
guldance and counseling services, special classes
residential treatment centers. This "cascade
system of special education” leads to dis-
continuity as a student passes from one separate
‘*service entity to the pnext. This discontinuity
also reflects extreme disagreement regarding
objectives and methods as seen by the different
‘professional specialities." (Papanikou, 1974, p.
"546.).

Finally, the 1ntégration‘approach cannot be seen
as a totally de-labeling &gproach. The continuum framework
has been implemented with the same labeling ;Aministrative -
netwofks as was the case in the 1ﬁs€1tutional approach. In

this way, the integration approach.was a small attempt to

de-speclalize speesal education and te-eliminate the ovcg-!

g ‘

" 3
stigmatizing process. AN “}." . ?A “~. %
ST . ”{v'a“l ; & »fzq} S
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- 'in the view of the exceptional ihdividﬁz} as dbeing in a

a

necessarily segregated. This approaéh was borrowed from a

delivery system established in Sweden. Its major advocate
. . ‘

(Wolfensberger, 1972) summarized in a set of published

material, the human management process it proléribol.

o

. /
Bagic beliefs. Application of the normalization prineciple

ience the educational and social-activities

to spegial education programs implies that exceptional dhildren. -
should

-

generally provided for normal children. »In this respect it

is identléal to the integration approach. Appiying this
pg}nciple to the problems of planning educational services

for severe cases of exceptionalities would lead to change1TTR
existing service arrangements as well as in practicc; “‘?

allocating children to specilal education programs.

instance, as poiptcd‘but Py Bruininks and Rynders
/ R "

]

-+. 1f adopted, the normalization principle would -
encourage the development of an array of sarvice
systems, all designed to maximize the meaningful
integration of educable mentally retarded

children into normal school routines. Under this
principle, no child would be placed directly into
segregated services arrangements unless it was .
certified that he was unable to be served in

normal settings, even with specialiged assistance.

'(Bruininks and Rynders, 1971, p. 6.).. .
« - ‘.
The basic assumptions of normalization is evident !

. . ”
process of development and as having hcaicvod l‘gortain loygl

1 4

of conpot’ncc. It 1s a major shift\from the patholdgical view
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of the handicapped. .From such a belief in the potential of
the 1nd1§1dua1, the principle flows as follows: "Utilization
of means which are aseculturally normative as possible, in
order to egtablish and/or méintain per$onal ;ehaviors and
_chérac§eristics whiéh are aé culturally nbrmative as p&ssible"

(WOlfensberger, 1972). The impilications of the normelization ’

are represented in Table 6.

Py

Both dimeénsions deal with %he structuring of the

handicapped person's environmeht; one dimension ;nvolveg the
person directly, tﬁe other involves the way this person is'
symbolically represented 1n the minds of others. These
dimensions are réprese ed ?t threeidifferent levels of
aétion. Interaction this approach can be seen as consisfent
with the assumptions of the reversal of the condition 1dgolbgy,
and a true reversal from segregative action. However, the

interpretation dimension is a new condept introduced by the

normalization of the institutional and categorical approach.

It congtitutes.a more comprehensive conceptualization of the

interaction ﬁrccesb than 1is thé case In the integration

approach. .finally, another concepf specification has been-
4 .
attributed to the normalization approach. Integration (as .
6pposed to seErggation) 1s an essential pari of normalization, -

and - refers to those measures and practices which maﬁimizq a

person's potential participation in the mainstream of the °
.o M " :
l‘ . [ ‘



A Schema of the Ex
Principle on Th
Gﬁ,Action

Table 6.

on of the Normdlization
els of Two Dimensions
fensberger, 1972)

Levels of action

Dimensions of action

Interaction

Interpret?tion_

Person
(individual)

Primary andg
intermediate
$ocial systems
(family, class-
room, school,
etc.)

Societal
systems
(Provincial
level)

Eliciting, shaping,

and maintaining nor-

mative skills and ha-
bits in persons by
means of direct phy-
sical and social in-
teraction with them.

Eliciting, shaping,
and maintaining nor-
mative skills and
habits in persons by
working indirectly
through their pri-
mary and inter-
medlate social sys-
tems, such as family,
classroom, school,
work setting, service
agency, and neighbor-
hood.

Eliciting, shaping,
and maintaining

normative behavior in

pprsqnh by appropri-
lte shap;ng of large
soc}ctal social
eystems, .and struc-
;turcl such as entire .

chool .systems, laws,

and government..

Presenting managing,

addressing, label-
ling, and interpre-
ting individual per-
soens in a manrer em-
phasizing their simi-
larities to rather
than differences
from others.

Shaping, presenting
and interpreting in-
termediate social

_Systems surrounding

a person or consis-
ting of target per-
sons so that these
systems as well as
the persons in them
are perceived as
culturally normative
as possibple.

Shaping cultural
values, attitudes,
and stereotypes so
as to elicit maximal
feasible cultural-
acceptance of
differences.
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culture (WOlfensbergerypl97é). In terms of the proponents of
) ot
the norﬁalization pringip{gothefe are two types of integration:
social and physical. Ulﬁl%htely, integration is meaningful
only 1f 1t 1is soclal integration, i.e., if it involves social
1ntéraction and acéthance, and not merely physical presence

as often observed in the effects of the 1ntegrgtion approach.
However, social integ®ation can only @ attained if certain
preconditions exist, among these being physical integration
even though physical integration by itself will not guarantge
social integration. Wolfensberger and Glenn (1973) specified-
the concept 1ntegration_$y'discriminating variables involved

in both ph;;ical and social integration. Table 7 summarizes

‘their vie;\g;?;he concept. A -
» ‘ B

- > é’f"i
Effects. The major consequence of the norm;%ization

approaéh was almosika revolutionary change in institutional
- ‘ . ¢

care of .mentally retarde“ersohs. One of the products that

- ’ } \‘ N .
cam; from the normalization approach was a method for the
quantitative evaluation of human sgfvices such as the P.A.S.S.

: -
(Program Analysis of Service Systep) by Wolfensberger and Glenn

: : _ ’
71973). This evaluation technique was elaborated in order to <

L3

determine the level of integration achieved by a service
system. Therefore, institutions could find, in the normsligzation
principle and in its derivate the P.A.S.S., a complete model

of rtcilitie; development grounded in the reversal of the

] ¢
‘4

condition ideology.



Table 7

Wolfensbefger and Glermn (1973)
Determiners of Integration

-

PHYSICAL INTEGRATION _ SOCIAL INTEGRATION
- The proximifx of the service - Social interpretation
setting to normative social of clients
groupings '
-~ Access to it . ‘ ‘ - Program structures

- Its physical context to
othety facllities and
settings

- Its size

)
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Another ettect\of this normalization approach was

-the pressure it imposed on the regular educational system for

helping the retarded childnen within its regular delivery °
system. Finally, the normalization approach went beyond the

educational system in terms of 1its concern for integration.

/ 8
It was an attempt to systematize the management of all

racilittee (education. health, welfare, vocational) within a

comprehensive Planning process.

. w

" Criticisms. The first criticism to be afFected at the

é3normalization approach does not question its assumptions but

rather its restrictive applications. This approach focused
on the, services for mentally retarded individuals, and no real

attempt was made to place 1t within a comprehensive model for

all exceptional children, therefore, for a complete special

education system. Nevertheless, it was comp;tible with the
integration approach; at least some assumptions were similaq‘
Another criticism came from the opponents of behavior
modification techniques. The normalization approach relies on
operant/conditioning for behavior adaptation in order to
sygtematiie the interaction process. Such technical practices
were accused of potential normative conformism and of goal
miaconception rrom aelr-actualization to striet social
adequacy. Adaptation should not be the aim of this approach;

rather the aim should be the self-realization of the individual. {—)

-




. management, a sef of prtiéripciqni“ig;irtcn i?eluded“ln its
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 J
The danger was producing a stereotyped kind of adaptation
- “-‘
solely for the purpose of adaptation. ’ ’
_ ‘y o
P 3%
The mainstreaming approach {n’gg

The mainstre&ming approach is the most recent con- .
ceptuai framework of the reversal of the condition ideology.
In some respects, it follows the path traced by its pfedecessqra,l
the integration and normalization approach. Basically, it is'
oriented toward the same 1hteg;at1ve goals. As has been
1ndicated, the evolution of thought about the integrative
approach has been marked by a broadening of the conceépt of © T
integration. Mainstreamipg-is ;;qn as evolving a more corf-
prehensive conceptualization; it i1s oriented toward the
integration of exceptional children into the regular education .
system. Also,uit is a greater attempt to’fgshion special and
regular education 1in such a way as to facilitate.this process.
Compared to the first tentative erforts at 1ntegration often
seen as a physical integration pattern, mains;reaming appears
to be very complex. However, due to its relatively recent
articulation, it has not been fully tested or inplqmonted ’

This analysis will novertheloss try to suﬁ'.’ize the information

available in the literature on this approach.

wmptions and beliefs are at the

prgach. :Aa‘i-nodol of hnnnﬂﬁ 

o~

-

-
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basic principles. In thq analysis of basic beliefs, a

-

description of both 7?sumptions and preacriptive principles *

@il attempted. /o

. Jordan (197%) has summarized some mainstréhming

basic assumptions in a straightforward manner:

/ )
l. . Pirst of all, children are ¢hildren.
They have similar needs; they develgp similarly.
- The proble 6f the handicaps chil n have must
be dealt with on an individual needs basis.
2. ;:renta of these children also have

~-

needs whi the public school system hgs a
resppnsib 1ity to deal with. o
/The public education system has an oblig-
ation to all children, which must be fulfilled
in a responsible and responsive manner. ' .
4. Educational change is;, for all of us,
a way of life. It must be carefully planned in
order to be directed so it will lead into con-
structive service. (Jordan, }Y974, p. 31{. !

7

For Chaffin (197u), 1nherent.in tﬁe philosophy of
mainstrcamed programa 13 :he child's basic right to an equal
educational opportunity - wneii equal means that the educ-
ational experieg;es are based on-the child's unique needs.
He also adds: "... for a -ndqrity of cxcpption&l children
‘1ntegration,not sogro;ntion. nhillg-be the first con-
imerauon in duim educational oxporionces" (Chaffin

1974, p.% - This 1s tfio the view of Kauf (1§95) .Mho

. i!ndigatc(,&ht rgtloul{ bghind such a pningi

.‘,,.«

mm:m eaut 1* :
s pla ement -

, °‘%.1
1f wi® r‘ i~ |
4‘; ki - status of I‘nially A
?ew ¢hildedhh with their noshandieapped peers. %
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3.gafacilitate the modeling .of appropriat
behavio exhibited by nonhandicapped peers.

4. Provide a more cognitively stimulated
peer environment.

5. Provide the mentally retarded child
with competitive situations which the mildly
impaired nust eventually experience.
(Kauffman, 1975, p. 10).

[}

. To come back to Chaffin, he also adds two other
beliefs 35}61ved in mainstreaming:

1. Grouping and labelling of c¢hildren into
specific categories such as mentally retarded,
emotionally disturbed, wor learning disabled does
et contribute significantly to the design of the
‘fnstructional program.
i 2. Emphasis should-be placed on decentraliz- R
ation of authority for program decisions to the
. individual school Quilding level. (Chaffin, 1974,
p. 7).

On the other hand, in a very prescriptive way,
-

Reger (1974) has elaborated a 1ist of principles involved in

mainstreaming:

-«

: 1. No child should be categorized with a
label reflecting a gross diagnostic category.

2. Children should be evaluated with
relevant instruments to determine those areas of
strength and weakness that relate directly to
specific, objective instructional actions.
(Instructional actions means more than academic
skills. It also means changing inappropriate
behavior, providing training in occupational
skills, etc.) »

3. All children should be housed in the
regular school building complex, or wherever
other (nonhandicapped) children are housed.

k. Groupings of all children in the school \

/

should be based on defined needs. For children
with special needs, as much as possible in the
way of additional support services should be
provided both directly to the children and to. ”
their teachers. ‘ :
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5. Diagnostic and prescriptive services
for children with special needs are not enough.
Such services should be directly tied to
implementation of services, and whenever pos-
sible the same pérsonnel who provide diagnostic
and prescriptive services also should implement
the instructional program, in oooperation with
other teachers.
64 o Consultation services -to teaching
personn@l should have direct appljcation to the
~instructional program, providing materials to

use, techniques to try and management strate-
gles. Consultant personnel whose major offering
1s high status, with limited or na recommendation®
that can be translated directly into useful
action, should not be used.

7. Some children with severe disubilities
will have to be grouped together for at least '
part of their day, if for no other reason than
they cannot be placed to thelr advantage with
nonhandicapped children. Such groupings should
be based on individual performance criteria, not
on gross and irrelevant noneducational diagnostic
categories.

8. The leadership of the school, from the ..
superintendent 8o the building principal and
president of the teachers' union should work
together on total program implementation. (Reger,

1974, p. 58).

In order to implement ma%ns;reaming, the simple
return of the child to the mainatream of edudation ‘does not
surfice. Rather changes must be made in the "nainatrean .

This simple belief- articulated as principles by Reger indicates
the level of complexity of a rcal{ ttort to "mainstream"”

special education. Reger's prest %ti‘ve principles indicate

'a profound nood for changing whe .ducational-proccuo for the
special and regular oducatioéfcppropoh'to the instructional

needs of exceptional children. : W

)

«

3
14



;rtgcgp. The consequences that are reported here are
megply nnticipgtcd effects or outgomes of the implementation
of the mainstreaming approach. They cohlt;tute hypotheses
paftly verified by the actual state of the experimentation
with the approach. Jordan indicates the following several

potential effects to be related to mainstreaming implement-

ation: . ‘\

-
v T

L

1. Mainstreaming helps in the more meaning-
ful involvement of large nujbérs of parents 1in
school activities.

2. A school tends to become a more child
centered commuglty when mainstreaming 1is
implemented. )

3. Trade-off is an established parf of the
dynamic ‘relationship between regular and special
education teachers. It results in help for all

_ children who need some particular kind of
attention, whether identified as belonging in
special eduycation program or not. (Jordan, 1974,
p. 32). .

. One of the most organized version of mainstreaming
was eiaborated by Kauffman (1975). The definition he has
given of mainstreaming shows the nature of the approach ahd
also indicates on what levels change must be made to accomplish
the aim of the model. In ;Bno ways, these levels or elements
of change can be seen as fields of effect. Kauffman's
definition goes as follow:

‘Mainstreaming refers to the tc-portl; 

instructional and social integration of eligidble

exceptional children with normal peers based on
an ongoing, individually determined educational



’

planning and prograsuing process and ‘oquires
clarification of responsibility among regular
and special education administrative, instruc-
tional and supportive personnel. (Kauffman,
1975) po 10)0

N" Ve
The components of this definition and their

elements are represented schematically in Figure 3.

Criticisms. Kauffman's syste tic.&érinition of main-
streaming indicates clearly thd/T:vcl of involvement necessary
for its implementation. ‘One elemeht that 18 worth notins 13“
the fact that most of the writers cited on the approach of
mainstreaming, like Kauffman, are interested in alternative
facilities models for the education of the mentally retarded
child (Jordan, 1974; Chaffin, 1974). The same remark 933 also
made for the normalization tpproach.' A question which cah,be
r;ised concérning such orientation is: "Why do sﬁch models
tend to deal with facilities for children who seem to be in
the most severe handicapping con@ition for rggylar séhooling
integration, that is, with 1ptellectual,hgnd1cap qapacitios?"
' t
Mainstreaming then could possibly be\accgaod of perpetuating
the triditibnal view of academic achievement of the regular

education system instead of focusing on diversified learning

achievement as a goal of an ontiro educational. system.

The proponents otgauoh e criticioi tend to raJQ;‘n

socio-psychological approach; this approach, as will be .

67
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th tho ditablio?-

op’ diminish 5.

L e e
the absolute academic prioritigs and,to shirg go her type .
of goal. By facilitating the adaptation oéﬁtogphin"objcctivol
andAmothodi for exceptional children in the regular school, the
.mainatreaminglgpproaqh satisfies the aim of matching the chilQ's
need to the educational environment. This environment is
nevertheless still dichotomized, there is a mainstroan,g
process for exceptional chil&fon and another mainstreamed
reality for nonhapdicapped students. The integration (physical,

~

instructional and social) is ong sided: "integrating tho
uexé;ptional into ..." .which 13 not "integrating the non-
handicapped into ..."5 This approach is still devoted to the
soclal order of the nonhandicapped world. The raliacy seems
to be in some way cultural, integrating into the dominant
culture. Another question concerng the exten®io which the
dominant culture or regular education éysth should be defined
strictly by its nonhandicapped elements. In an attempt to
answer such questions another 1deelogy_1§ giow;ng ;n‘ipdcial

education, namely the prevention ideology.

PREVENTION

. f

The third ideclogical determinmer of organization of
special education is tho prevention 140010(1. In lo-c

respects it 1s an extension of the" rov.roal or the oouditiou

’
. "
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/\*- -
1doold". The prq&:;fﬂOn 1deoclogy 1s concerned with the
® - f

estublisﬁﬂonc of conditions within the regular school system
ipat enable everyone to participate and by so doing eliminate

any labelling process based‘on handicaps or oxcoﬁtional .

[

characteriatics. As such it 1e as xnvoléod in integration

modes of pirticipttion, as is the last 1ddélogy reviewed. It
is assuméd in the prevention ideology gpab only the. needs of
the child should be the basis for oducctionalipract%gcn;
however, it differs from previous mo&ols by the nature of

the 1nt§krltion process 1:\;nvolbes. In this last ideoclogy,

gt is generally believed that the major effort should be,

not to coptinué to rind'miinstreamlng possibiiities or

integrated activities for the exceptional child, but to

integrate special education into the regular educational °

' . ’ . . ¢
¢ dystem. This i1deology shifts from a child-oriented integration

approagh éq'apecial eduéation qriented 1ntegr;pion. As has
been a;:;u;scd ﬁreviously,vtpé in;cgr#t;oh of exceptional
children ought to be carried out, at several levels and lhéuld
not 1nply a onc-oddod or unidirectional tns}nilat:pn pattern, .
tho oxccptional 1ntc¢rat1n¢ with the r.;ular._ In the |
_prevention 1doolo¢y, the cmphuh is placed on the rogul‘

systo- in ordor to dpen its boundaries ror rociproual ‘

1ntogut10n.‘ The proo,ra of hﬂp,n; onry ch1ld vit‘h 14 of

1l(noodn 1. taauhod to be the aim of "oducation" The burdon

of the potonun for mtognuonl is not on. the child but Em

70
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the eduCationai system, The concern of this ideology is not

to integrate or normalize or mainstream the child, becauseche

is seen as being already integrated into the process of
"3

educatiOn. The - involvement 1s rather to develop within the

% .
system modes of participation suitable for everyone

-

Two approaches “are included in this ideology, one is

concerned with instructional technology facilitating the

educational participation; the other is oriented to the social- .

RPsychological aspects of ghe interpersonal transactions of

the educational process. Both of these approaches are

: nourished by innovationg or new conceptualizations of regular

and special education. .This ideoloéy is identified as

. -

prevention. It is assumed that ir the individual is allowed

1

to participate in his own way in the regular educational system,
no "system oriented" exceptionalitief’would be defined;
therefore, it would prevent the establishment of exceptional-

3
ities and the 1dentification of exceptional chiigren. System
oriented dxceptionalitiel are due to conditionn ,prescribing |
the non-participation of the ch1ld in the regular-educational

system, such exceptfonalities would be non-existent.
. i ~< o

- with u. hyo f ) 1s 'm'mmpauqmm
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specifically included in this development. Since this

V'idéology 1s quite recent, the evolution of regular educations
§ o

is related to 1its development. The question is how regular -

education actually accouﬂts for individual differences?

.
-

Therefore, to what extent do we tolerate the differéntiatioh?
=»
In the case of tho 1ns§ructiona1 approach, the answer 1is

oriented toward the learning proceos ana‘gho establishment
‘ .
of objectives of academic achievembst . ﬁﬂ"\h Te "

Basic beliefs and effects. This approach is based on the
; .

assumption that ald» children,can'loarn;.consequontly,“it
postulates that the regular educational sygtoﬁ ought tv be
ach%oving the goal of self-realization for everyone “at
dirferent levola and in different ways of achieving. New
{;ifﬁpd‘ 1chesﬁiqr education‘[uch as the 1nUlv1dualization of
1natruction, ‘lower pupil-teachor,ratio, better instructional
technology, creativity centered pedagogy, proli!‘erations or’

wdiversified grouping and optiona. open classroom, and so forth

are 311 be{ioved to ‘permit different 1ndiv1duq1: to partio;bato

differently in the egular system. The instructional approach
integrates spoei( oducation 1nto such a rogular oduootion ‘
-yston. enea of thi: approach havc focusod nnfhly
on two. levels of’fntomtion, tho first 563 italncm with

. the podw eg m- to uuh vﬂ}h éhc ncoi% Ls »orinn“ |

or mom um rorlu R




The first trend in the 1nstructional approach is

characterized‘by the work of Siegel (1969) in a book entitled

Sgecial Education in the Regular Clasaroom. Siegel, in an

]

attempt to promote the process of integration, elaborated a

8€t of teaching tephn{quee for soiving nine basic problems
identified ae the most common difficulties of exceptional "
‘children in the geﬁool. Theee techniques are presented for
regular education teaq?ers in order to enable them to work

1n their classrooms with children who give signs of dirticulty.
SiegeL'e work 1s directly oriented toward the prevention of
exceptionality, even though it was principally seen as con- .
tributing to the typegzr study done to facilitate the

integration of exceptional children infls a regular class

environment. One element of Siegel's study that conet*l‘tutes

a departure from previous practices is the consiﬂnrﬁtion of

’//Q{eas of commonali{y in specific leerning or behevloral

problems despite the ditrerent et;ology or type of exception-

.

elity. The educational and psychologioel prOble-l presented

L ]

by 31ege1 pere lelected on the basis ot four criteria: (3};

_c,

rrequency. (2) connonality. (3) eicnifxceuee. (8) tblltﬁility
These proble-n are listed 1n‘Tth10 C

73
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.w..w- work also. ;1&-&:&- w:-dmton .
of 9veventte§ n-elv. ehe ;,”" i g




Table 8 ®

»

Siegel (1969) List of Educational and
. Psychological Problems

o

@

Poor self concept

Anxiety

- »

Difficulty in paying attentfon o

Difficulty in abstract thin&ing
Behavioral problems o ¥

<N\ |
-Social immaturity

» -

T4



o 1.Pvrol¢h with Sho.e.phgggg gn a Q"*“"‘llml ll “mal

learning process @nd behav_ior adaotation, there 1is e noﬁion
of prereqnisites to actkdemieo a‘chievement.. In other words,

the child should achieve a certain level of readiness before
being able to learn _specific knowledge, this readiness 1s
achieved only when nis problems are under control. Another o
author who has been 1nvolved in the theorizing, Hewett (1968),
established a "develomaental sequence of educational goals."

For Hewett, the beliet‘pporting this sequence is that "in

. . order for successful learning to occur the child mugt pay
N,

A Y
-

~attention, respond, follow directions, freely and accurately

s EW

. exploﬁ‘q\e environment and function appr.riately in relation ,

o
ta ot:hers""‘ﬁ ,,(Hewett, l968,cp. 42). Hewett's developmental
. .o Al 4 :
sequency’ 1s reprodu‘c}n tn Figure 4. .

. S | -
v “% - . 5:

. . <.
Special intervention is tAen seen gs tacilﬂating}'

the learning of each of theee behaviors by‘ th childt

It rurther hypotheail“velopmntal » o
sequence) that thé learning of these bshaviors
¥ occurs during the normal course of develbpment

from infanoy to schoSl age, and failure to

. »';' ) learn any or all of them m.s reclude the chnd'.\

¢ being rn.dy for school. \Por & child, they
‘constitute the "somethifigs" he muat isarn in the ‘
prbeess of getting ready for school -nuo he ts .
actually there.- (Hn'ott 1960. p. 43)." . ’

.
810;01': and nentt'l ltudiu difror 1n-eonl'd1

vuy-.‘ﬁhilo Siegel tends co develop Day ehe-ef

...‘a .

. 15
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FPigure 4§

Hewett's Developmental Sequence -
}or Educational Goals (Hewett, 1968)
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5.5 U .y mn
'clauroom approgch 1- derived from classical and opcrmt
conditioning models. 310301 1: _concerned with"ﬂhudrcn with

mildly leverc handiceps while Hem; 1s mainly conccmod with
mtionally «disturbed children but: cxtends his approach to

2ll behavioral problems. ©
S a2
v . .

designeéd clauroom within the regular school but with: ) L;A: ~

specially traimd tea m However, both rop’ro‘unt an
N ‘.“

*

atéenpt to prevent ex tionality by preventing thc ch,ild' .

problem from boco;;.ng mor and biuer becduse of fallure
pérpetuation. oAltho,m Heowett's appmcb oan be seen as .
xnilar to that of Siegel ‘in. u:‘ to mnntion, it 1s

also concerned with tno lecond diionsion ot matructional ‘< .

approach: the ntab‘lumnt of speclalized urvicu.

A
| This uq,ond trend 1s well elustratqd by Roynol “
and Bdow (1972) 'in thur wosk on an "1mtrucuont1 sntn" SN “

conccpt. Accouins to ch\bn. the tm 'mtmuoml tynu" ‘ “' g

refers to. "mumud uu of m«dw. cmtcuh. aa e ‘ .
matérials ﬂut qy bc md to mﬁ efrtain mor luanu
oom wuu Mlmn' (Mynolm m m 1912. p. 33!). L

AR
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e
lystem concopt preacribu a typo of relation bctwun rccular

and :pocial education, as ropmsentod -cheutiully in nguro

5. | . | \\.:‘:j \f

-

.

In this riguﬁ. the Nhtivoly layge circle (1)
sy.boiizes thq tncbin‘ *tcncin poounod by regular ‘
claumon tuchnu.i The dottod pox;uon. (2) of the figure
tends ;o enlarge tho nrct circle (1) and represents the

?

dg to omnd the specialized abilitiu

efforts that should )

and sensitivities or rozu]fr tegghers.._ This could possiply,. nad

. be doneswith 819301'3 cnrp.ch for ‘xuple. All the re- o- &

maining ’un’circles (3, 4, 5...n) are 1ntondod to represent
special instructional systems that most oftbn are offered by
apcciany trained personnolg. This approach has the intention
. to ortor the lcrv1c7o under the "1nstructioml system”™ schema

to all childrm* Another olount is pmcntod by the auchorl

concerning the “101 of luuning specific children to tho

various instructional systes.' They 1n41cato tbatc .

oo Sducators wﬁt learn to 1mrpr0t mubln
that produce interaction effects with instructional
systems. In ogher words, childeéem should be placed

in special. mw on the basis of demonst
aptituds by trestamt intcmum (m’u('
- Balow, 191*!. p. 360)
nudor such an -»roaeh m cw,d de have M to
mtnotuul mtc- nm io m m ut&za N‘W




Pigure 5 ‘ '

- e CL
Relations of Special inltructional Systems
to Regular Education (Reynolds and Balow, '1972)
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contributes tq,4ntegration and to the prevention of exéoption-
alities which stem rx;o, cat!“;'iling fhc individual.
Instructional systems are seen ;u specialized instructional
tocluuquu and processes under the rcculu' odu,ation

N , ) . N
mqmzbiuey. | - .

,

_mm Even 1if only no&u'- model were completely
1np10untcd. it would be possible te indicate uvcul goncnl
criticisms concbrnin; this instructional approach. Pir-t, .,
this approach continuu to usum that pnuu!m for. uldafc RV

achicvomnt is a givcn in t:ho educatioml system and doqnl not
diroctly attenpt to shift to other typu of obJoetiv'w On
the contrary, 1t tends to organize for tho excoptiomi. ghild
a more adaptive process for insertion iu the antu. N ot:l':‘ls
words, 1t tends to work on the ihild'l capacitiu to deal
with acadenmic Acbiovomnt pressure. or to bde conpetitivo.
A;ain, auch a modol dou not pntend to obange diroctly tho
competitive mturo or ln.rning to anoth-r typo ovcn ebgueh the

authors citod 81l agree upon tuo dl-tiﬂl ofrocto ot

‘rmeuum through failure in'
‘rh“r .rm—z to 1m:egrm special
uutmoti.oml uturo represents gréat monnnt-

models dut mvmholm ocuu be m:«t u chd umcuon

' .ror-mm by cumw uu‘mm (m:. e’ J‘m. !mtu
otusation 14 o s selmiog o clieseio® oF dompaens ta

- . ,~", ': ‘
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educational goals for énildren."” This remark is concerned
o

with alterngtive loc{gqrdor in the ’chool and the legiti-

mizatioh process which 18 the focus of the next approach, the

"loorao-plychologiéa_l approach to apocin; education. .

Th -p8yC ca PIoe |

The lase approach oconsidered in th§§ analysis of
. g’
spooul education 1- i some wayl hypothotical; it is defined

- as a Qcciﬁ.c approach bccauu of the mughtn to be found in

the utoncm concornfng the need for A wmore cnviromnt-

oricntod view of wocm education. The hypbthctical mtm

rnidu in tho pouiblo i

on tdniniuntiﬁotructum OF as the » bage foif tho g}ablh -

el

ment of am organisational -odol. g ST e

———

——m

: - The aocio-paycholoucal abpmeh is a trend shared
by thc socio-puycholo..‘.ul anunn of special education.
Soani (1972, p. 6) hn Aamed this tnnd "The panho-nocul
orientation of -mul omcl.on' The new muzvn. as

he calied the l.bunu, are of the opuf. that Wuml

' cmuron are 'lmm" not m M “”3‘1& ﬂltm-_
tive W m W Mmun, nt l-n-u cp
m,” m ntmt mmmartmu bmm
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arrangements for dealing with them. "This approach emphasizes N
that soclety creates a handicap by identifying a 'condition’
and by providing treatment for thé condition so identified."
In an educational perspective, this was attributq&*’to the
fact that schools create handicaps through dctinipg standards
that students cannot meet and then create dcstguctivc remedial .

programs to make the deviants come up to the arbitrary

standards or‘group." (Sodni, 1972, p. 7).

After trying to illustrate the social nature of ‘

A ~  f -
the exceptional phenomenon, Bélan!?r raised a ‘major question:

S1.1'enfance exceptionnelle est un phénomdne
social - ne sult-1l pPas que les professionnels au
service de l'enfance exceptionnelle comme individus,
groupes ou Srggnismes, doivent orienter 1eur action
non seulement-vers l'§ducation des execeptionnels .
en vue de leur insertion partielle ou totale dans
la société, mais également vers ls réforme sociale,
vers le changement des situations socisles qui.

sdonnent naissance aux carctéristiquesa dites
exceptionnelles? (Bélanger, 1970. P. 11)

This armrnt for involvement in & 'clnncihc Jooial
order, by toabhors and othor protcslionals in the t&old, tends

to 1nply ‘a crtator social rorbr- movemaent than all tbn other

approaches in opccxal‘ndqpatiou. !b bo -or‘ lp.h&tio. 1f Eh  ‘

or mht of e oyw- ‘n mcr to tvoi.t Muuq "
gedarete ou.Muoﬂ 1t tor mnn-. e
\umxmu -um Wn] Mg

A .
/ - - . O

DY I ‘ Wt weel LT e




'eudoommu-duw

are tho‘ﬁanoa of a self-realigation-process or of'n doidloj-

mental frame of rotortnco, co 1d it be possible thgt Olph

.—-;———"-‘-"‘ N

system be open to everyone? o.baltc.iitulpef” of thc aocio-

psychological approach are directly related t h uoipiono.

The school is the basic unit the eQuoati

—&-—a—%

constitutes an interaction sysrom and 1s doi Po as a
social system which should aimat the uln'iution of 1ts
members. It should account t!t all 1nd1v15§a1 dirrcroncol;
thua,satistyiﬁg special needs y¥ithout (oncratingtmarsinality

as is. the case’ tor oxcoption&l childrch

{
i

Exceptionality, as 13 the tocial-plychblogical

'apprbtch;'cand to be defined a conditxon of mismatch

botnoon thc 1n41V1du:ﬁ with spqeific noodo and t?o ndrlt of
ibb :ocinl ncttin& whoéo he ought to be lockQE; &ho ..tistic-
tion of hio needs. Compared tc thc first type o! special

oducat&on practice, geared to "cure" qppronbh th its

~ad-1niptrat1vo easiness,, the s8¢ 1al—poycholo¢&yil view brought

forwprd u»tar —Ot. conplo$~aot D pr0qpriptiog: ror opoézal
o Nsinplistie $o oonstd.r any
oxecptionnlizy as 9,. e disefse to be trt‘toc ﬂl l,toialisod
settings, . ;fhi «-cmq Tatane w m.
cvprbwa,sc Far o begond tie M _.‘-t

education. It uould‘lp-

L]
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'tho solutions that his culture ‘provides or’ uoop“, “ O&

rosuycgnt'qr.igt’intoraction or a vn;t number of elements.
These elements c” be round 1n the growing knowledge ot‘ excep~
taonality as doscg?bod in the evolution or dpociai oducatiOn
1tlplf. They are rcl,gpd to the natutre or exceptionality, 1.8
the type of cl;vory,.yoton established in dirroront educa-

¢

Sional settings, and also to the attitude of asociety.

More and more it is bolicvod that in studying the )
nature of haadicqpl, ‘one ought to 1ook for conditions or
adaptation rather than foy elements of dxcoptionnlity/ (Glbﬂux,
1970). Accordin; to McOrath (1970), adaptation must be con-
sidered in terms of the relationship between oxtornnl physical B
and lpcial demands 'on the person and his resources. for dtaling |

with them. If special education aims at the racilitation'qr

auch un~¢dapt1vo~intoract1&h process, it ought to dbe involved

?
at both the dolnnd ‘and resources: lracll. This imperative

leads to tho 1nv61vo-ont of .poci&l education in tho lallylzl

of social pnrticipction ot‘!ndividuala.. Man's abilitib- to
Cope with the envirommnt depend on the efficacy and range of - T

’
MO
L J

aunaho«nlmmw‘nho%hm.ﬁm B -
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i ABSTRACT | ~
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A ayatana condgptual model of apacial aducation
adminiatration .was da loped through a daductiva approach.

Spacial aducation waa studied undar a concaptual apacirication

‘~dar1vad rrom the uaa ot Genersl Syatana Thaory 48. an inter-

! .
pretative modal. The study proscribed a set or organizational
propoaiciona or conditiona under an ‘open systen viai of man,
Y ]
of axccptionality, of the adaptaticn process, .and of the:

'aducational procala

Al

The podel was located in the evolution of 1deolak1cal

and Operational tranda in spacial education.

An administrative strategy of special education was
based on the use of a long range planning model for education.
The planning model was also identified for the implementation

®

_of the apccial‘education model as part of regular educatton,

A

The cpnceptual model of special aducation was also
uaed for-a comparative atudy of special aducation dalivory
systama undar an 1ntegration perspective in Sweden, Holland,

France and the Province of Québec.
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Chapter I

B

INT&QDUCTION \\\
Y S

’

Nearly all educational systems have béers confronted

-

with the'neea to orgdmize a set of unique programs for some

cliepts that appeared to have difficulties in their

-

educational development. Thgse unifjue programs have come to
. )

be known as special education. 1In 195¢, fhe United Nations

®

Organization proclﬁizzg'the right 6f all children to a free

and compulsory educatMon.

L'enfant a droit & une education qui doit
étre gratuite et obligatoire au moins aux
niveaux élémentaires. I1 doit bénéficier
d'une é&ducation qQul contribue & sa culture

" générale et 1lui permet, dans des conditions
d'égalité de charfces, de développer ses
facultés, son Jugement personnel et son sens
des responsabilités morales et soclales et
de devenir un membre utile de la société. -
(ONU, 1959, principe 7).

This declaration éalis for educationdl services to
be offered to all children, including children with special
needs. Most nations which have signed this declaration have

been involved in the eétablishment, in their educational

systems, of a set of services(for exceptiona; children;
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however, as shown by a UNESCO (1970) study, there are many
éifréfent ways in which different géuntries have developed

their sgeqég} education deliyery systems. There are even
:differéﬁcéé in the definition of exceptlional children ané of
_speclal education itself. ~

Also. the gvolution of knowledge 1in special education

has been marked by a wide variety of educational strategies
elaborated from different theoretical points of view. 5Thére-
~ 1

fore, tong's_li;ergtpre and practice in organizatiop of

special education 1is characterlized by many different and

sometimes contradictory approaches.

At another level, the trends in the organization of
education are leading to the establishment of long-r;nge
plékning processes in order to rationalize the use of resources
for educational purposes and to control the development of
educational systems. Since thé“iatest trends in specilal
education are concerned with the integration of exceptional
children into the regular educational systems, the educational
system planning process should alloi for such a strategy.

The questions then become: -"ﬁhat are, for the educational
systems, the possible administration planning processes to be
implemented in order to take into account the latest trends

in special education?" "To what extent can special education

be defined so as to make all special and regular educational



. . /S -
processes a common endéavor?’ "Ho;-can the definition of
'special educatipn contribute to the integration of exceptiénal
dhildren into the regular edugational’éystem?"‘ These are all
crucial questions that educational systems are trying to
answer. This study 1s an attempt to contribﬁte to the solution

of such problems. ' s

o THE PROBLEM

’

The proﬁlem of this study was composed of four main
parts:
1. To analyse past and current érends in special

education in order to discrimihate among approaches or elements
\ -

of appgoaches. \\\\\V?J;/~\\\ }
2. To elaborate a systems conceptual model of special
education for its functional integration into regular education

administration.

3. To identify a planning strategy that would

facilitate the implementation of the special education model.

«

k. To analyse the practices of different educational
systems in relation to the model of special education developed

" in this study.

It should be noted that the main interest of this

study was the elaboration of a conceptual model of special



education that would facilitate the 1ntegration of special
education within the regular education delivery system and the
ldentification of a planning strategy for the 1mp1ementation |
.of this model. Therefore, the last part, the\gnalysms of
different education#l systems, is presented only as an illustra-

tion of the use of the model and of the derived planning

4

) -
strategy. . . ‘ .

SUB-PROBLEMS

¢

The following sub-problems were examined in the
development of the model:
1. The establishment of a typology of special

education trends.

-

- 2. The use of General Sys‘ifs Theory as an inter-
pretative model for the elaboration of a conceptual model of

speciéi educaﬁion.

The use of a comprehensive planhing model for

the administrative igtegration of the special education modd

The firyt sub-problem was examiﬁ%d in order to clarify -
the evolution ¢f special education practices. The objective of
this part of the study was to identify in the literature and to

classify avéilable models of special education. The



establiahment of a typolosy of special education trends

\
!

served the purposes of:
vV

+

- ldentifying and discf minating among several

trends o .
- grouping trends under specific categories

- analysing the basic beliefs, errects and criticism

of each trend

- understanding the location of the special
education model developed in this study among these trends.

P e
The €econd sub-problem was concerned with the use of -

an 1nterpretat1v; model for "modelizing" special education.

For Kaplan (1964, p. 257), an 1nterpretative model "corresponds
to a set. of postulates or a system of equations, not specifical-
ly 'about' anything" and "thus a model for a theory". An
interpretative model is in itself a model 3in a fo;mal
theogetical form. In this study, General Systems Theory was

used as an interpretative model in order to develop a conceptual

model of special education.

The third sub-problem was examined in order to
develop a strategy for the implementation Bf{tho conceptual
model or’apecial education. The aim of this part of the study

was to facilitate the implementation of the special education



\ \
s . /

model in educational systems. It was assumed that new

" operational means of special education could not (;\iiffipient.

What was needed repreSented an gperational ‘process for the
1ntegration of the special educatiodc;odel as part of regﬁlar
education. Thorefore the strategy used was the integration of
the special educatiqn modJl in a comprehenaive educational
planning strategy. Such a plaﬁning modei could serve a§ a
basis for planned changes or grﬁdual long-raﬂse planning for’

. v
the implementation of the special education model as an -

1ntégrated swet of fuhctiqninh a glob&l educational system.
This part of the study is more related to. administrative™
operations‘and conatitﬁte'with the syatems'conceptuallmodel

of special education, an essay to establish a new perspective

in the administration of both regular and special education.

SIGNIFICANCE OF THE STUDY

/

In an exploratofy study on the elaborafion of a

model for cpmparative analysis of speéial educat}on érganization )
among dirreéén# educational systems, Labrogére (157“) conc%gded

that efforts should be made to develop other tools of compariﬁgg’n\\\\
more comprehensive than the various structural typologiles. t

Structural typologies refer to the hiqrarchy of special
education practices in terms of their Yocation in the od-
ucational system. Such hierarchies oftenly use the‘two

. extremes of a continuum; the segregated institution on one

side, and the regular class placement on the other side. All



other servicgs are to A in bctwecn these two extr‘mos,

Thié structural classifi) tion 1s thought to be a somewhat
comprehensive wmodel ror the anflylia of all poasible.apecial }_
education delivery systems. Labrogire's remark is relatively |

new in the field of apecial education, it 1llustrates the need

for a new approach involved in the functional analysis of
organization of special education. A functional aﬁproach

sMould focus more on the relationship among the components as
missions of special education and of those of regular education ™~

\

than ,on the location of these services on a structural
"
continuum. ) PRI

. Q .
This study was concerned with the development of a

S8ystems conceptual model of ;pecial education. It was an

attempt to use a functional rather than a structural approach

The model dgveloped 1n this study was elaborated on the basis

of an analysis of special education components 1n_term; of

their functional significance rather than their structural

location in the eduéational system. chh'hn approagh tends to
~— %

,Study the functional significance of Special and regular

education components as missions of ‘2 global educational

system. It constitutes a di{fférent perspective than the study
el .

. of special education as a self-contained de

There are two different ways in which this study 1s

of significance. Pirst of all, the methodology used in this




8tudy may s6TVe to identify a new conceptual framework for the
study op &pecial edycation; secondly, the model itself may

serve as & néw mode of special education administration.
\‘" - P .o L
The methodology adopted in this study constitutes an -
attempt (O use Systems theory as an interpretative model, or a
’ ) * N \
"model f£yr", for the elsboration of a conceptual model of
_ Special (ducation. ' general Systems Theory was hypothesized to

lead to g functiona) specification ot the components of special

", educatiop; The basic assumpt lor was that systems theory, as

an interpretative moaell could lead to the identification of
specific \functions or missions related to special and regular

education components in a global educational system. This
o {

abecific mlsslon @nalysis could give a different structural‘

perspective‘and 8enerate a new type of organization. It was

assumed tpat & functional analysis of special and regular

education in terms of educational missions could lead to an
integrative perspective of such missions among what could be

thought as regular education services,

The conceptusl model of spéﬁialiﬂ?ycation dev;loped
in this syudy represents an attempt to actualige the integration
6f‘s§ecia1.0du¢ation.as functional components or missions of
regular equcation. it 1s an essay to elabortt; new modes, of
special equsgfio;:ortanization Saaod on a deicgresatiné

principle.. .Th® conceptual model developed in this study is

) !




-

N
dedicated to the principle of non-segregative practice in
‘ Spqcial education and can be seen as an effort to give new

opportunities for the implementation of such a prinpipleu

.

.
4

Fina}lyutﬁe conceptusal modelfof special'educatioﬁ

could be seen as a conceptual frapeﬁork for the organization
’k
¥

and administration of special education services in an .

: . .
educational system, therefore, it could be used as a logical

4

support for educationsl planning.
"

A planning model was also idegtified in this study.

Such a model was adépted in order to facilitate the implementation

of the special education model on long-range planned changes in

-an educational system. This part of the study constituted an

effort to operationalize the conceptual model of special education

and to ildentify some administrative practices related to this

*

operation.
, NATURE OF THE STUDY

Since this study is principally concerned with the
elaboration of a conceptual node; of special education, it can
be %lassirigh as of a theoretical and fundamental nature
according to Tremblay's classification of research designs.

La recherche fondamentale théorique s'inspire

davantage du moddle logico-déductif... Ce genre '
de recherche fondamentale se caractérise toujours

\ °
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par un effort de conceptualisation. 3Sa
préoccupation est de préciser les concepts et
> de favorlser l'avancement théorique.
~ (Tremblay, 1968, p. 57}

.‘ . ' . ‘
For Trcmg}ay the fundamental theoretical typ; or'rhsoarch is
based on a QQductive model aof explanatiog. Explanation can be
understood as "the discovery of like in uhlikc, of identity in
aifference” (Schlick, 1949, p..18). For Kaplan (1964, p. 339),
"To explain.something is- to exhibit it as a special éaso °t,;
what is known in general”. Since deduction is a mode of
explanation, it can be seen as reference of particﬁlaf instances
to general principles. A deductive explanatigh is to show how
what is being explained cag‘be deducted from more general con-
siderations, 1In this study the deductive explanation will be

based on the use of General Systems Thedf} as a general

conceptual framework and as an interpretative model.

"allows us to use what we know‘or one subject-mgtter to arrive
at hypotheses concerning another aubJect-natto; structurally
similar to the first". The use of General Systems Theory as ,
a source of an interpretative model 19 based on the assumption
that education ahowi the structural similarities with open
systems. The intention to adopt a functional approach to
special education is also related to the use of Sigton: Theory.
Systems are thought to-bo purﬁosivn a;; their structure is



derived from purposive functional links between components.
Therefore Systems Theory is related to a functional approach
and 1s used in this study as a souyce of an interpretative

SN - .

model for the deduction of a conceptual model of special

education.
\ N ‘

Por Tremblay (1968) a rundamentallahd theoretical
study is characterized by 1its conéeptu@lizatiop ottort;. This
essay ropr‘lcntl an c(fort to'conooptualizc special education
according to a system pergpective. Also this type of rescar;h
is preoccupied with cohcept specification. For Kaplani(196u)
. there are terms which rquire for specification of their meaning
not oﬁe sentential context but the context of the whole set of
sentences 15 which they appear. Conceptual specification of
special edgpation in terms of concept meanings in a systemic
interpr;tation of specid]l educatibn coPresponds to Kaplan's
view-,oﬁ meaning speciricatio;. Systems Theory 1s seen there-
fore as a "set of sentence{" in apostulational form and
speclial educdtion concopt; couldlrind specific meinings in

~ .

such a set.

! 4
D "The valuc‘of theory is not oniy in the explanations
it was constructed to provide but also in 1its unangicipatgd‘ .~
* consequences, and these in turh‘onrfch meant n an unforeseéen

11

/ «

wayjf (Kaplan, 1964, p. 65), Systems Theory has not been used’

before as an interpretative model for comiprehensive ‘

1Y - -



modellizing of special cducation. The general hypothesis of
this study is that Systems Theory can bring a new conceptual
order in tQa org;nization of apocful education on the basis -
of functional {ntegration of special education within a global

- educational system.
3

Gencrnl Systems Theory used as an 1ntorprota§;vo model
or as a "model for" is primarily constituted of a set of con-
cepts integrated in a theéoretical frameworly. The deductive
approach based on such a "model for" is also presented on a
conceptual level. Therefore the "quel of" deduced is

qualified as a systems conceptual model of special education.

The systemic orientation of the model is related to
.the conceptual framework from which deductions are made, the
framework being General Systems Theary. The conceptual nature
of the model 1s related to its level of abstraction and the
use of symbolic order. A concept is a term or a ;ymbol that
shows an intellectual r@presentation of some aspect of
reality. This study is oriented toward the clﬁboration of a

model that is different fron,a theory as spocifiod by Van Dalen

(1973)4 R

‘ Both theories and models ape conceptual
schemas that ezxplain the relationships of the
. variables under consideratian. But models are
analogics (this thing is like that thing) and
therefore can tolerate some facts that are not
in accord with the real phcno-ona. A theory, on

°

12
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the other hand, 1is supposed to descride the

facts and relationships that exist, and any

facts that are not compatible with the theory
invalidate the theory. In summary, some

scholars argue that models are judged by their Y
usefulness and theories by their truthfulness;

models gre not theories but tools that are used

4s & basis for formal and rigorous theory con- \\
struation. (Van Dalen, 1973, p. 54).

The systems conceéfﬂii model developed in this study is .
related to epeciei education. In some way it includes or
deecribes elements observable in actual reality, but it also
gpecifies or prescribes what ought to be according to the
analysis of analogies between open systems and special

q
education components. _ -

The research design used in this report is related to
the theoretical nature of the study. It 1is based on the
systematic use of a systemic interpretative model from which
conceptualizations of séecial education organization are
deduced. Such a deeign is significant on the basis of the
logical consistency and rigor o} the deductive use of the

1htergretat1ve model.

The development of a sys%ena conceptual model of
special education can %ead to the evolution of knonledée in
the field of special education adlinistrltion and as such
_ follows a fundamental or theorgtical pattern. The general
intention of this study coulzﬂaleo be presented as an attonpéi’*‘\\\

to meet applied needs; that is, the need for a solution to //



-
.

the problem of lo‘ioilfioﬁal practiees in educational systems

toward exceptional children. .

The elaboration of a systems conceptual model of
special education therefore follows a thoorg}icul path and the
provision for a planning process which could facilitate the
implementation of the model s ériontcd tovward solving the
problems caused by segregative practice’'in spdoial educption.
These two dimensions of the study, are intended to give new
perspectives in research ahd practice in applied educational
admintstration under a scheme of integration of special
odﬁcationzscrviccn among regular education delivery systems.

OVERVIEW )

The thosif is composed of seven chapters. Chapter I
consists of a general introduction to the nature and th;
dosigﬁ of the study. Chapt;r IT deals with t?o first lubi
problem, the elaboration of a €ypolo¢y of tren;; in special
education practices. Chapter III is concerned with the
description of the systems interpretative model b} & review of
i-yatoni concepts. Chapter IV deals with the o;aboration'ot
the conceptual model of special education. Thii chapter
constitutes the basic development of this study. It 1s a
discussion fased on logico-deductive oanoratioq'o} special
education coipononto'andrdynanicl under a systemic inter-

: ) S
pretation. Chapter V deals with the integration of the special

-

14
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education model within a comprehénsive educational planning
strategy. This chapter is dedicated to the appiigd dimension

;f this‘qtudy. ‘It is oriented towgrd the planned implementation
of the conceptual model of speclal education. . Chapter VI is
concerned with the use of the model as specified in the .
pIanning stritegy in the analysis of special education
deliveryfsystems_bf different countries. The specification

of the model under a comprehensive educational ﬁlanning

strategy has given some indicators of the degree of integrative
versus Segrégative trends in special education. These
igdic;tors are used in Chapter VI asiobservation criteria

for special education delivery systems comparisons. Filnally,

Chapter VII presehts the general conclusions of this study

and outlines possible further developments. .



Chapter II °
TRENDS IN SPECIAL EDUCATION

"What 1is special education?" This question has been
asked often in recent years by’lay and professional people.
Philosophically, one can ans;er this question by saying that
speéial eaucation is as 01d as man himself. It is linked to
the reactions of men, when they became aware of those whose
appearance and behavior differed from the. characteristics or.
expectations of the majority. .In a more pragmatic way, one
can attempt to answer the question by saying that special
education 1s a set of facilities and programs which are provi-
ded by a society, far those members‘who have special needs that
cannot be met in the regular eaucational system. From one
answer to the other there is a great historical evolution.
Neither of these definitions of special education is ocom-
prehensive enough to give ﬁseful insights into its real nature.
In order to understand the reality of special education one
should analyse all elements of an evolutionéry nature which

have contributed to the development of the current version of

special education.

-~ Many writers in the field have started their com-

munication by looking back to the past and elaborating a

16 . 4
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"history of special education”", (Dunn, 1968; Hewett and
Forness, 1974; Segal, 196f; Wolfensberger, 1972). The major
similarity of these analyses is that they~a11 tend to indicate
chronologically how societies, from generation to generation,
have accorded varied treatment tq the exceptional ;ndividual.
These studies have a declared purpose of providing a better
understanding,of current pra;tices in special education'rrom a
historical (perspective. from a logical point of view, these
works come to a point where the authors introduce theliyr own
way of thinking about special education, and the historical
background gives insights into the value of a so called "new

approach" in the treatment of exceptional children.

This chapter focuses on a historical analysis o}
Special education. It 1s assumed that from the analysis of
past practices it 1s possible to 1de§¥1fy Ehe roots of current
practices. The aim is the identification of significant
assumptions that have generated models of facilities organiza-
tion or modes of services in special»education. Since this
study.is concerned with the elaborat;gn of a model for special
education, it is important té'determine the significant elements
that have to be ‘taken into account in the model without neglect-

ing past practices as factors of evolution.

Hewett and Forness ;197“) in their historical analysis,
L]

have elaborated a set of»"Historipal Determiners of the
‘ V4
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Treatment of the Handicapped". Four headings were used by
- ‘

these authors: Survival, Superstition, Science and Service.
Each heading was discussed in terms of trends that constituted
. their practical aspects; Table 1 is presented in their feport.
The major reaéure of their historical analysis is tle attempt
" to show a pendulum movement in the evolution of special educa-
tion. As they point out:
History does not record an orderly progression

-0f positive trends in relation to the treatment of .

individuals who were different, but rather it dis- \

plays a highly variable and widely discrepant range -

of trends during most historical periods. (Hewett
and Forness, 1974, p. 10).



4

Table 1

Historical Determiners of the Treatment of the
Handicapped (Hewett and Forness, 1974, p. 10)

Superstition

Research

Survival Science Service
Harsh Physical Sacrifice Natural Explor- Exploitation
Environment ation |
Witchburning Human Treatment
Infanticide Torture Categorization Custodial Care,
Eugenics Trephining ObJective Education
Study
< Harsh Demonolbgy Phychological Societal
Treatment Theory Acceptance
Exile Worship Mental .
Measurement
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This codclusion suggests thatisoc}qﬁal acceptance of tﬁe
exceptional student might}be achieved, but\that segrogative
categories of cxceptionality will still prevail. Each of
these approaches are in some way contradictory because of the
lagk of social awareness about the assumptions and basic

beliefs that are involved.

hJ

Irrational as well as rational beliefs have been the
basis of organized actiona for the handicapped. Looking
closely at Table 1, it 1s possible to assume th&t the determiners
of Science and Service differ from the determiners of Sufvival
and Superatigion, in teﬁms of the nature of underlying beliefs.
:?he evolﬁtion of scientific knowledge had the effect of elabor-
ating more rational and well-founded beliefs than previous
"common sense" Wpproaches (survival and superstition). At a
higher conceptual level, beliéfs ch be seen as elements ofxw@
i1deology. Accérding to Wolfensberger (1972, p. 7, 1déologiea
are "... a combination of beliefs, attitudes, and interpretation
of reality that are d:rived from one's experiences, one's
knowlndge of what ar¢ presumed to be facts, and above all,
one's values." Thererore, ideologically integrated beliefs
tend to prescribe the type'of treatment to'be offered to the
handicapped. 1In hunnn’m;nasoiont, as is the case of special
education;'well.expreaaed ideclogies are referred to as a

4

\
human management model. Human management models describe and
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also prescribe the design and operation of management facilities

such as services for the handicapped.

An‘ideologica}gciiss1f1catgon of the various types
of special education serviéel‘%avelopcd during the evolution;ry
period could then be the source of a certain typology of models
of human manggément. Becadse of this study's interest in a
organizational model ;f special education, the ideological
classiricatioh schema appears to be a good,base'tor dis-
criminating among hifferent'human management or organizational

models of special education.
/

In his historical analysis of the treatm@nt accorded
to the mentaliy retarded, Wolfensberger (1972) has also used
an 1deological.classification scﬁema.. He 1dentified fou;-
categories of ideology: vdestruction of deviant individuals,
segregation, reversal of the condition, and prevgntion. The
first ideological determiner defined by Wolfensberger appears
to be similar to Hehctt's ;urvival and superstition determiners.
The three other of Wolfensberger's categories though, tend to
be more comprehensive than the science and service determiners
because thelr 1dcologic;1 natgpo is at a higher generalization
level than strict historical trends. In order to illustrate

. this superiority of an ideological type of classification

compared to a historical type, the Education approach in

Hewett's and Porness' Service determiner can be analysed in



terms of practical implications even though\tho’rtanona for
the establishment of such an approach’arqror an ideological
ature. All Hewett's and Forness' apprdaches then would Have
.to be analysed Separately in terms or'their 1deologicai nature.
Using an ideological type of classification, all apbroachés

are studied under 1deological similarities. Pinally a heading
such i} Segregation ears to be more action oriéntéd than
Serviccs or Science and rucilitatos the practical evaluation -
of approaches in terms o(-beliers, effects and criticism due

.

to an evolution of knowledge in the field. ,/;}

The systemic ogientation of this study is also ;
prescriptive on the basis of ideoclogical typology. Service
syétems are moving toward goal achievement; a typology of
spgcial education trends should be based on a goal-oriented
classification. Goals can be thought as being 1nscr1bed in:
ideoclogical trends and therefore 1deologies can be used as

general criteria for typology development.

N

This historical analysia of special education will

borrow from-Wolrenabergor 8 study three of his

cgtegoriés and will attempt to.relate to ¢t ? ol s the
services ;pproach that thoy have gcneratedj '
models. Tnhe classification of 1deolosi§s ref 10O more a

pendulum effect than a strict chronological development. Even
though the iogrcgution ideoclogy appgarod boréro the provoption

ideclogy, the pendulum movement does not imply that segregation
~

22




2‘3
is definitively replaced by this "newesg' ideology. 'I'hc
pendulum movement also illustrates the ract that several
approaches and beliefs are prevalent 1n current practice even
1f shifts have been tentatively made from the ideology that
they représent. For example, some beliefs of the medical
approaéh can be sedn as the basis of the instructional appfoach
while they are categorically rejected by the mainstreaming
JprOponents. Table 2 represents the three ideological determine
with their definitions; related to each of these are the service
, approaches that will-be discussed in this analysis. Finally,
the historical analysis will indicate the significance of this
attempt to elaborate a conceptual model in terms of the

evolution of special education.



‘Table 2

Ideological Determiners of
Education Services

24

Special

Determiners

conditions of transaction
between the individual and
the environment) a’

Services approach
" SEGREGATION MEDICAL

(The exclusion“of the CATEGORICAL
exceptional individual .
from a regular process ¢ INSTITUTIONAL
of development or of a
regular environment) y
REVERSAL OF THE CONDITIONS INTEGRATION
OF EXCEPTIONALITY .

' NORMALIZATION
(Treatment of.the individual
for adaptation and adjust- MAINSTREAyING
ment to the environment) o
PREVENTION INSTRUCTIONAL
(Predetermined adapted . SOCIAL~PSYCHOLOGICAL




SEGREGATION

One of the most commonly stated goals of special
educagion programs 1is meeting the needs oé exceptipnal children
whose nocdp cannét Se’tdequately met in regular programs
(Baker, 1959; Cruickshank and Johnson, 1958; Dunn, 1968;
Jordan, 1962; Kirk, 1962). This commonly stated goal sub-
scribes to a particular view of the exceptional persons and
of tﬁa process of meeting ‘their needq. ‘chauae the‘exceptional
student has special needs, he is seen as ifferent from the
"normat" one and, therefore, his needs cannot be met in

regular programs, Two questions arise from this statement:

" What are those special needs? Where and how can they be met?

-

The segregation ideology tends to regard special
needs as derivates of some kind of disease in the patient (the
exceptional student). Much has been written abouﬁ the medical
model which generally iﬁpiiea the description of an exceptional
person as a "sick patient” who after "diagnosis" is given
"treatment" or "therapy" for his "disease" in a "clinic” or"

"hospital"” by "doctors" or a "thtrlpilt", all this hopotully

leading to a "eure". This has been referred to, by sociologiats,

as the "sick rdle”. (Bélanger, 1970; Celdic Ropo}t, 1970; Deno,
1970; Wolfensberger, 1912). Therefore, special education has
develéped special treatment for particular conditions of

P 4 , /

exceptionality.

* Q.
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Related to this medical approach is ehe.categarica}
approach. This aspect of the evolution in special education
was highlighted by a more thoro%gg/knowlcdge of handicapping
conditions. Major emphasis has been plhced on the elaboration
of an extensive body of knowledge concerned with the conditionh
of exceptionality. This preoccupafion has given powerful in-
sighta into the special needs but has algo *brought as ‘a side
effect, a tendency to Stereotype these conditions under cate-
gories or labels. Under this approach,;considerable emphasis
was placed Qn etiology, diagnosis aﬁd.clasaification. This
practice has given birth to the well-described categorical

approach in special education (Forness, 1974, Lilly, 1971,

Reynolds andg Balow, 1972).

~N

) By answering the question concerning wherq can we
discover the special needs of the exceptional individual, it
is possible to identify a third type of services approach in
the segregation 1deology,7namely, tRe institutional approach.
This approach differs from Qhe two previous ones by focusing
Primarily on the environment or locus of treatment in §ontraat
to the medieal and categorical approachés which are oriented
mainly toward the conditions of exccptionality'fnd types of
:tro;tuont. The three services apﬁroachos are related to the
segregation 1deology since they all prescribe troatucﬁt of "t he
exceptional person by exclusion from a ;;c ar process of
development or from a regular environmdnt; hovever, they do

, P ‘
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have different bages for such preecq}ption and translate the

ideology differently.

o Each of these eervicee approaches will be analysed =~
in. terms of their basic beliefs or assumptiqns and by the
effect they have had on the erganization of speclal education.
Finally, the major criticisms addressed to them will be

reviewed.

.
. ) -

The medical approach ’ .

~

Basic beliers There has been greeter involvement in the

search for better.knowledge of handicapping conditions by
speclalists in the medical ang.psychologicel fields than by
educators. Ihn addition, general education has benefited mostly,
until recently, rrem peychologicai studies. Chila development
studies, learning theories and socialization processes have

been the points of involvement for psychologists. One effect
of this evolation of knowledge has been, in term; of special
education, the elaboration or 1dent1r1eble handicaps or
conditionﬂfer excoptionality. The exceptionalities were based

L
on broad "diagnosis" dcaling wvith medical and psychological \

variables. For exsmple, a die‘notie of mental Fetardgtion

besed on I.Q. tests has had 1nplicttione for knowledge about

the emotional 1ife and phy-fcu development of the inaividusl,
This was the 1ntc¢retioq,of s boq'-or knowledce on mental

' reterdation‘developed from dirrerenc etudioe.i Iheee etudieo

umuuhcd the petbolo‘iul d:tru'eac« of. thet exeeptionsl -



person from the so-called normal person. This conceptualisation
has led to the identification of pathological conditions in
every type of exceptionality. Therefore, the association of
pathology arftd slickness has led to the use of a medical type

of treatment of the hand&gggpod in special education. X‘
corollary of this perception of thé handicapped is to bi found
in the belief that such a medical type of trestment was
necessaary before there should be any attempt to bring the

individual to a level of achievement or adaptatioh. J’~‘\\\

o
\ .

To summarize, the medical approach was based on ihe
assumétion that the cause of exceptionality was within the
individual as a sort of pathological condition, necessitating
treatment before the exceptional person could be considered

normal and left in the regular services system.

Effects. The medical approach with its specitic assumptions

has had great impact en special education. It has given to

the field a large body of information on the nature of.
oxception&litios, thus 1dent1fy1ng tho conditions of 1nd1viduall
who have spe@ial needs to be satPsfied. The gréwing scientific
baciground ;t 4 ?.dical aqd & psychological nature has per-
mitted the tr;;t-ont of'individuall prﬁviouply left to tﬁgﬁ-
selves. it'ha; oqﬁippod lfocial oduc;torn with cuch 1nror-ntion
as thelI. Q. clatoltication of mental rotardation (aiscriminating

ditrornnt levels of doticioucy), th. provalonco or sental

28
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illness in several handicapping conditions, the nature of

emotional disorders, learning difficulties, and neurological

+ data about sensorial handicaps. These types-of data have

served as the "source" of descriptors of the speclal needs of
exceptional persons. As has begen indicéted by Reynélds and
Balow (1972), these variables were seen by sp;cial educators
as indicators of educational ﬁroblems; therefore, great emphasis
was- placed on training speclal educators through programs

-

geared to the acquisition of the best.knowledge possiblae about

the pathological conditions of exceptionality.

The medical épproach has also geqerated types of
interaction or §pec1fic role patterns in the treatment proéess.
The fact 1is tﬁat the major body of knowledge prevalent in -
sgécial education was based QQ\"medicai" descriptors of the

exceptionality and a "mediecal" role pattern was established,

, as de;pribed by Wolfensberger (1972). The process was based

on a "diagnosis" prescribing a "tfeatment" and ﬁsing a "therapist"
in order to ";:re" the 'patient”. Thg.emphasis was on a
"patient-therapist"” relationship in order to treat the handicap
for reinpegration into normal life. Treatments or therapies

were deveioped for every type of exceptionality. Many authors
have apflied to this approach the eonceptual framework of

medical sociélogyv(aélanger, 1970; Sodhi, 1972; Rosenthal and

Jacobson, 1968). More specifically, studies on the nature of

feciﬁrpciﬁ expectation in a patient-therapist relationship



have indicated the level of stereotypes.involvea in the 1llness
expectation. The patient 1s consulted for aogkirmation of his
illnesé; the therapist reilnforces this perception of self by
his dlagnosis. In fact, the same may be true for exceptional-
ities. After making a diagnosis of the condition the therapist
expects the exceptional person to act as an "exceptional”

-
person (Bélanger, 1970). Whefl the process of cho-medical- |
diagnosis was established and the individual dlared as
exceptidnal with emphasis on a specific h;ndicap, a placement

was made for treatment an the~dia§nosis process was thought

to be completed; institutienal roles were established, and

the treatment went into action.

The third effect also derives closely from the two
first ones. Wolfensberger (1972) and more specifically
Jacobson and Rosenthal (1968) have described the tendency 1in
the medical approach to focué on the deficiencies of the
handicapping conditions rather than on the competencies. Being -
geared to.tﬁe illness of the organism has.the effect of 1llus-
trating the deficiencies or problematic disfunctions. Special
educators were placed in a framework where they had to decrease
their teaching-learning activities in srder to deal exclusively
with the deficiencies of their students. Deficieﬁciesror
difficulties were the focus. of intervention, therefore generatiﬁg

\
the expectation ot.lower achievement as analysed by Jacobson and
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Rosenthal (1968). A trainable mentally retarded child could
not learn mathematics, ghe diagnosis created what may be
artificial limits in theé exbectation patterq;. This trend
went so far as excluding tﬁe.exceptional person';;om access

to regular or normal developmental activities. Finally, the
medical approach gave the scientific bases for the categorical

and institutional approach while defending or proclaiming the

segregation 1deology.

Criticisms. A survey of the major criticism addressed to

the medical model shows several attacks on both the assumptions
of the approach as well as the negative aspects of its effects.

b

These criticisms can be summafized as follow:

1. This view of the exceptional persons had the
undesirable effect of treating the 1ndiv1duals in homogeneous
clusters. For 1nstance, all edQucable mentally retarded were
thpug%t to be-adike and innfpeed of one kind.of treatment which -
was different from that suitable for other types of| exceptional-

A S
ities. (Forness, 1974; Reynolds and Balow, 1972). \\\

®

2. The knowledge of exceptfonalities was related %o
psycho-medical variables which have no direct educational
relevance (Forness, 1974, Déno, 1970; Dunn, 1963; Kidd, 1968;
Lord, 1967; ﬁeynolds and Balow, 1972; Rogow, and David, 1972;

Sodhi, 1972). v
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3. The treatment categories by handicapping conditions

generated a set of special educatiopql expectations that .tended
to negate the competencies of the individual by focusing on his
(

deficlencles (Bélanger, 1970; Rogenthal and Jacobson, 1968;

Wolfensberger, 1972).

4. The .pathological view of the exceptional individual
located the cause of exceptionality within the individual to
the total neglect of the responsibility.that could be assigned

to the social environment as a source of exceptionality (Deno,

1972; Bélanger, 1970; Giroux, 1971).

Q

5. Finally, a major criticism of the medical approach

was pregented by Reynolds and Balow (1972) in their treatm,ft

of Zubin's cagegories of dia 8. Their discussion 1is an

attempt to show tHat 4f the basic tool of the medical approach
oy -

is a psycho-medical-diagrosis; the purpose of this process has

no educational relevance. Th@ir analysis 1s summarized.in

Table 3.
\\/'

The categorical approach - “

The second approach under the segregation 1ideology
is, in some respects, difficult to separate from the previous
medical approach. The psycho-medical knowledge of exceptional- /
ities has given birth to a perception of the handicapped‘
' v

individual. The categorical approach also shares this view

and can be understqed by taking into consideration what has
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been described_in the medical approach. In fact, the beliefs,
effects, and elements of:criticism described in th#t approach
are also relevant to the categdrical approach. Althoﬁgh the
categorical approach can be seen as a second generetion of the
medical model, it makes its own contribution to the segregation

ideclogy.

Basic beliefs. The basic assumption of the categorical
approach 1s a de;ivat; of the tendency, in the medical
approach, to.consider handicapping conditions as homogeneous.
This homogen;ous assumption had the effect of considering,
for example, all educable.mentally retarted children to be*

alike and gave no attention to individual differences.

JURNS



Table 3

<)

The~Andlyses of the Educational Relevance
—_—y " af Some Diagnosis Purposes
(compiled from Reynolds and Balow, 1972)

L _J

Zubin's Diagnosis The Authors' Remarks

Purposes :

Search for etiology © - - Educational planning should
not be concerned with causes
but with learning patterns.

Make a prognosis - Edﬁcators are employed to
influence children's learn-
ing nbt to predict 1it.

Select a therapy ‘ ~ Even if that 1is an impértant

purpose of special education
the type of ‘treatment to be
offered has to be positive
thus not seen as a cure.




Exceptionalities were not only thought of as homogeneous within
the same pathological cdndition, and therefore being different

fram normality, but they were also thought to be stable. If

» N

the handicapping conditions were stable, they could not be
changed totally, and the individual was treated to accept‘having
“tq live with them. This stability generated a pernan;nt
typology for the purpose of- labeling the individuals with
categories of exceptionality for treatment purposes. This

¥
P

grouping process was as permanen& as was the perception of the
exceptionality characterist1c~ Another characteristic/9f th;
catogorical approach, was that it demanded the expansion of
‘services in order to assist the exceptional individual In
many countries, the exceptional individual was accorded the
right to special services. The United Nations (ONU, 1959)
established a declaration or rights of exceptional children
which proclajsied the necessity of special treatment for them.
‘It was beli:i:;:ztat 1§‘was morally and socially important to
offer special services/on a large scale, and it was admin-

. istratively feasible gd organize facilities of treatment byV
homogencogsly stereotyped catogori?a»ot haﬁdici;péd. Under such
a "éatégorizing approach”, there was one type of troatnqnt

for each known type of exceptionality which had to be carried
out in one type of environment. Models of special cduénpion

services were categorically oriented in order to satisfy each

special need identified 1in the stereotypes. The norn‘ép&cific
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the stereotyped elements, the more specialized were the services

i )

to be offered.
®

'Efﬂicts and criticisms. The most important consequence of

this approach was within the social effects area and'was due
to its labeling of the individual. Samuel Levine has described
the categorization process derived from the categorical

qppraacﬁ as follows:

Society "understands" or conceptualizes the
disabled individual in categorical terms. Those
~attributes which society utilizes for categortzing
the disabled we term the defining attributes of
the category. Each behavior in the category had
a degree of defining value in respéct to its
predicta®ility to the stereotype. Those behaviors
that afford maximal prediction to the category
have a high defenc{es value and are crucial to

" the stability of the category. Although these
categories may be modified in relation to a

* particular individual to a great degre they
represent categorization based on bioJogical

. resemblances. In a sense, these exceptionalities
have a common or shared 8timulus function. This
leads to certain social destructions and culturally
imposed differentiations (Levine, 1961, p. 85).

* L
In this procesa.or categPrizing, Dunn (1968) saw a tendency
to Juati{y) on the basis of a psycho-modicalydigsnosis, a
deitrqctive "aelf-l#ltilling prophecy" where the individual
was influenced to be like the labolin# stereotype. These
- disability labela: then, had great effects on the attitudes
and expectations of teachers (Rosenthal and i‘cobaou,,1968)
and on the child'; self-image. lso, aocorﬂinc to Goffman
(1§61), gho ladel imposes a ot&j-n upon the individual which _ |

" L .
L ¥
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marks him for special kinds of interactio lﬁd tends to
segregate him from those without this stigma. To summarige
these consequences, it can bdbe cstablisboq that a labeling
prdcéas determines a stable set of oxpoétancios at every
level of interaction for the disabled person. He perceives
himself as the label identifies him, then his environment
expects him to act as predicted by his exceptionality, thus |
generating a sﬁocific mode of 1n€§raction. In oducation;”
this categorizing seneratéa several problems as summed up by

Reynolds and Balow:

a) There is a tendency to stereotype and to
ascribe characteristics of the group to individuals.
The practice, crude at best, is frequently in error
and prejudicial to the interests of the individuals.

b) The category labels tend to become stigmatic
and to be attached indelibly to the individuals,
often .resulting in acapegoating. Sometimes the
child's label becomes an excuse for poor educational
programs.

-¢c) People who work uith exceptional children
may assoclate the categoqpoa with negative ex-~
pectatidns and carry them into their relationships
with the children and into curriculum planning.

A degree of diagnosegenic or prophecy fulfilling
inadequacy in the child's development may result.

d) An assumption is made frequently adbout an
easy isomorphism between categorical and
educational classifications. For example, 1t nay
be ass that because a child is mentally
retarded he should get the "primary life needs”
curriculum. (Reynolds anT Balow, 1972, p. 357)

u

Finally, the cutogorioal apbroacﬁ. with its emphasis on
"whgt is vronc with the ohud' has donlopd Q system of

rnciuuu 'w\c' rm the Mhr Muu cnto- —(on!n-.

196?). Ithq _
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systems - one for the "going well" students and - ono for tho
"going poorly" students and has contributed to the rise of

the institutional approach.

Institutional ‘;Qroach

The third apﬂ%bach of the segregation ideoclogy is the
most typicgl'approach of the three in terms of 1its direct
practical implications. This approach 1s concerned with the
organization of facilities and is based on all of the
assumptions in the gedipal and categorical models. It
provides the best example of the consequences of segregative
1deolqu. hxg:“use'.r the term "institutional" in this analysis
characterizes all types of "treatment facilities" that have a
segfegative Pattern. It 1is involved with all services from
public school Pystems, the state and the private welfare
services. In this sense it has & broader definition than is

usually the case in the litergture, where one encounters only .

the custodial care pattern.
{

Basic beliefs. The 1nlt1tu;10na1 approach has a specific
answer to the question of "Where can we meet the special needs
of exceptional individuais?" The annwor.wda in ;hat can be
identified as a apocial environment. Due to the assumed g
inability or the regular eQucation system to- holp tho oxcoptional

1ndividua1 it was thought that a dollvbry -y-to- spocinlizdu

\A’ 4 '
..

e



f* N
in‘ternms ef éhd cetegoriee of exceptionality ought to be the
solution to the proéaem. All children hed the right to educe-
tional services but the regular system could not be organized
to fulfill such a task. As a result, it wee"tollowed by a

great involvement in the establishment of eervicee for the -
~ exceptional. As several authors have euéseeted} 1t was tbe.
apogee of eeeciel edu%ptiop as 1t (epeeiel educe;ion) was
charged with this task of preridrng tacé&itiee.' The aieuﬁp;
tion was clear: we had.to work for the exceptional cpild
offering him all we could in relation to his coﬁditione. The

“task was to open as much special service as possible to all

exceptional children. . Sy

Etregte. The major consequence of this approach was that
special education was created at the outekirts of the
educational system. Spee}al schools were opened apart from
regular echoole. Special cleeeroome were orgenized within

regular schools, and 1net1tutione with custodial care were

established. All these locations were typically identified ~
- .

N\
for "special individuals". Ae(e tiret‘\(pe of highly orgeﬁi;ed

administrative strutture, special education facilities yer‘Jt'

apart, different, and specifically identifiable.
v

All the stigmas associated with the categorization
or labeling of the individual were to be found at the education

system level. Labeling an individual hee an effect on'hie

Y
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interaction with others but separating him for regular educa-
tional practices had a double effect: amplifying the stigma

on\the individual, and, ‘as groups, 1solating them from the

N\
AN

mainﬁtream of {nteraction of the educational system. Many

special institutions or dchoola were even constructed outside

of the cities; special classrooms had an affinity for basement
L Y]

locations.

L

-

Regular education ha&‘ﬁo be carried on; normal
children had to learn in classrooms where they could not be

affectad by slow learners or emotionally disturbed students.

’

The iﬁstitgtional approach has r:sulted in a sorting system -

with a double purpose: (1) to bo.qble to offer special

séfvices to all children in need, and (2) to empty the regular

school bf the irregular learners-(Kirp, 1974).

- Another effect of the institutional approgch relates
to the administrative communication network and ;dministrative
" process which 1t implies. Since the iﬂstitutional approach
necesaié;tes ;_tracxing systeﬁ to achiyve comprehensiv;’groupfns
for treatment, a terminology derived from the caﬁ?igrical
approach had to be included in the syatcnfﬂ§1abela are th;
doscriPtors of grouping process; they are alio éhé basis for
the a&atem of funding. All ugninlstrativ; communications in g
spocial’eduqation systems are based on this aspproach. To

11lustrate this pct%orn.'riggro 1 shows the circular mode of
' ~

(R
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‘a‘categorically‘basgg administration network &8 used in the
institutional modei. The network in"Pigure 1 111ustéatea ehe
specieliaation Of special education as obeeryed in the Province

of Quebec. Each defined category of exceptional children is
assigned an expectation of a certain percentage o;—eaaes ;;ong

a populafion of school-aged studenss, -Then, from this figure, v
it 1s ,possihle to establish the real number of each type of

5
exce?tionel student to be. found in a specific School area.

Th}s,constitutes the base for authorized and fundpble ex-
pendituree.' ﬂhen aasociated with the ve;ious/;;::ing agreements,
as with teachers' un;gne, about the specific pupil- teacher
ratio by types of exceptiopalities, it determines the funds /
available. From this process, 1t becomes possible to establish

the number of classrooms suthorized and the amount of ex- S~
penditures per capita. Pinally,. classroom grouping procedures
follow 1in order to implement the organization of  special
educatiorp. The only modification possible in this process is
when a specific area o school district can prove, on the
basis of formal psycho-medical diagnosis; that the percentage
of exceptional children in a speLJrie category is higher than
predicted. 1In a specla) ed‘k‘tion system based on the type :
of ;dministratiye pattern described in Figure 1, 1t is possible

to find all the special racilit;es listed in Table 4. This 1s

-

the case for the Province of Quebec. Table 4 is an example of

= _ . e

the extent of specialization current in specie; education.

{4



Figure 1

The Categorical Administrative Network

l amm -

Provincialy stated
~ .....* potential number
« Of exceptionally: ‘ H

by categories . y \L,

Frovincial rules on
exceptional catego-
‘ries (defi

Psycho-medical diagnosis
reevaluation of poten-
tial number

ption- - Approve@ number of ex-
ceptional in specific
L area for funding purposes
(school districts) .,
t

al children

(Ei Number of class~ Collective

rooms and teacheray bargaining >

to be paid for by€—— pupil-teacher
‘the province ratlios by type
of exceptionalities

--- This part of the process is used when locally
determined numbers of exceptional individuals by categories
exceeds the Provincial potential numbers.
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//\\_ | Table 4

Potential Numbers of Exceptionalities
(Province of Quebec)

fad

~

Manifestations spécifiques

-

Taux d'incidence (en %)

18.

11,

12.

13.

La débill1té mentale légére
La déhllité mentale moyenne
L'état d'handicap moteur
simple, de diminutfon
physique et 1'é&pilepsie

L'infirmité motrice cérébrale '

‘La surdité

La demi-surdité
La cécité

La demi-voyance

\

Les éituationq d'handicaps .. .

multiples v

Les troubles spécifiques de

'la parole

Les troubles d'apprenéissage w

Les perturbations affectivesgrt
graves ' ’

Les perturbations affectives
légdres ‘

2.5%

5%

.5%

.175%
»
.35%
.5%
.015%

1%

.25%
5%
.5%

.0%

.0%

o
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This speclalization .process has the attribute g¢f highly
differentiating individuals and facilities in order to achieve

the aim of satisfying the needs of exceptional children.

)
Criticisms. The institutional apprdach which has invested

speclal education with sucﬁ a specific task, has been accused

b

by Dunn (1968) of having over-specialized the field. In fact,
the administrative easiness of separating the function of

speclal servicés, as is the case in this appro&ch; has -greatly

contributed to the acceptance of the medical and categorical

2 AN —
models. Therefore, all previous criticisms of these approaches

apply to the institutiohélvapproééh as well. It follows thaf
special education under such a model was guilty of helﬁing
the child with his specific needs, due to his handicapping
condition, without treating him as a global entity. In other:
words, 1t served the child in terms of the pathological
dimensions and not in terms of the overall growth pattern
‘ﬂﬁat characterized everyone (Lord; 1967). Another result of
tpis approach was the segregation of the 1nd1v1dua£ from the
r;gular school‘Fystem. Instead of developing integrated
facilities“or a';egular pattern of needs-satisfaction,
1nstitutionalism developed an isolated intervention process.
This had the effect of taking the responsibility of hg}ping
the exceptional child awaylfrom ﬁhe regg!aire&ucatioqgiystqm

and invested special education with a legiti;I:irk"butside"

4y
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or in some way marginal function (Johnson, 1969). This
evolution created a gap between special and rege&gr education
goals, and often established a set of negati%e attirtudes among
educators coﬁ;erning the value of these goals. To some the
situation seemed to‘consisf of (1) regular education with
crewded clé}srooms and with more or less rigid programs, and
of (2) ebecial education with smaller groups and not so rigid
programs. Theysfore,'a general attitude developed which had
the edneequenqe‘of placing 1nyfhe special education class all
the non-succeeders of the regular system. Furthermore, it

has been noted that approximately 6§ to 75 percent of the

children were unfairly placed in special education (Sodhi, 1972).

7 The most accepted criticism of the institutional

approach is-attributable to Dunn (1968) who exhorted special

educators to stop being pressurgd into a continuing and

expanding special educatien programs (special classes) ‘that \ !

are knowﬁ to be undesirable for many of the children they are

dedicateg to'gerve. He furthe; claimed that "removing a‘'child

from .the regular é;ades for special educaéion probably eon-
aﬂ!ﬁlbutd& eig;i}::antly to his feelings of 1nrerior1ty and

‘probleme.of'acceptance . After carefully reviewing the
evidence presented by Dunn, MacMiLlan (1971) added his own

1nterpretation and conclude 'het "the larger issue and one

which 1f debated and researchdd could prove fruitful is: to

-
-
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what extent and under what circumstances ca3 a wider ranke of

individual differences be accommodated in the regular class

than 1s presently tﬁz‘zase?"

This widely .endorsed remark by MacMillan can be seen
as the type of argument that made the transition poasible‘i;om

Plogies to the next 1ideology tb be analysed in

“'ly, the reversal of the condition ideology. N

REVERSAL OF THE CONDITION

The second 1deological determiner identified in
Table 2 1s the reversal of the condition of exgq 1ona11ty.
This 1deology is involved in the treatment of fhe’individual

r

to 1nc§?ase adaptatioﬁ?énd to conglder this increase in terms

of the adjustment to éﬁe treatment environment. Before |
analysing the specific approéches included 15 this 1deology,

it is important to determine how it differs from the seéregation

ideology. "

The reversal of the condition of exceptiéhality
ideoclogy is 19 some ways a derivate from the sesregation\ ,
ideoclogy; however, it also is aﬁor- departure from several
assumptions and practices of segregation. The reversal of the
condition ;deology maintains the "special needs" view of the

2' ' - \ .
excepfional child. It also endorses the social obligation to

help these who are excqptidnal, and it prescribes treatment
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and facilities for them. But it differs from the segregation
ideoclogy in terms o; its basic purposes. The treatment under

»

. this second ideoclogy is seen as at?/yéting to 1ncrease the
adaptation of the exceptional stﬁ/;nt to the regul;; environ-
ment. Its purposes are not to "cure" the exceptional in-
dividual but to facilitate his adaptation to ﬁormal,'oocial
and educational 1nterac%30ns. Also, 1t represents the begin-
ning of a major shift from a view of the exceptional child.
which places the cause of exceptionality wigkin the 1ndividual to
the belief that exceptionality is due to a mismatch between the
needs of an individual an&,the nature of the educational

_system. ) Thn;efore, the "reversal of the conditioh" ideoclogy
prescribe; ?acilities presenting maximum interactioﬁ'with the

"normal" ?ndividual in order to achieve adaptive behavior. As
a result, it also places ;?:Jor emphasis ow minimizing the
stigma of exceptionality; this-assists in the interaction

process and questions the inability of the regular educational

system to adjust to the needs of excepfional children.

In some respects this second ideology repreéents an
answer to the criticisms directed at the segregation 1dqology

and 1ts approaches. Thev}hroo approaches under the "reversal

-

- .
of the condition" ideology are tho‘integration approach, the

normalization approach, and the mainstreaming approach. They

are closely rélated and differ only in the sophistication of




their conceptual frameworks. That is to say, they all share
the same basic assumption but differ in the complexity of'the
elements that they identify as facilitetors of integration of
the exceptional ch%}d into the regular education system.
Being relatively recent'(beginning ef the seventies), these
appgoaches afe perhaps not fully implemented and therefore
their range of potential consequences has not been fully
identified. Nevertheiess, their current etate in a full \

adoption process does permit some analysis.

The integration approach

-~

The 1ntegrapioh approach 1s identified as the firs?
attempt.to implement the "reversal of the condition" ideology.
As a human management model, it is involved in responding ;o
MacMillen's (1971) argument for attempting to accommodate, as
much as possible, 1n&1viauel differences in the regﬁlar Class

and, thererofe, establighes alternatiyes to special placement

' segregation classes. ' .

Basic beliefs. As has been indicated, this apprdach 1is

based on the assumption that exceptional children would
,achieve a better developaent or self-realization through
interacting with normal Ehildren. It 1s believed that the
regular education system should be adjusted to facilitate

participation by exceptional students and that a better
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knowledgc of alternative learning ‘conditions or program
organization was necessary to aatisfy the special needs of
exceptional children. Finally, thiélaéproach subscribes to
the assumption that exceptionality has a two level dis-
runct;on, 1nd1vidual and envirbnmeptal, and as such could be
seen as non-permanent. The exceptional condition wﬁs then a
phenomenon due, in part, to the nature ér the—educatiqnal
system and, secondly, to the éspéial needs of the chiid. If

Faand i'.; '

the two” elements could be adJusted lhen reciprocal adaptation

~

could be achieved, therefore confirming the temporary nature

of the exceptiorality.

Effects. As a first consequence of this approacq, Forness
(197u, pP. 59) indicated that‘"administrative emphasis began to
shift from categorical labels to categorical needs"”
*Categorical needs were to be identified, and in educationally
relevant categories. The Gallagher (1974) and Giroux (1970)
studies are eiamples of this type of involvement: Gallagher
identified, in an attempt to indicate what is speciai in
,8pecial education, .the extent of program modificatiop by type

of exceptionality. Table 5 from the Gallagher study, divides

the program modif ingo three major categories: content

(what 1s tau;qm). (how 1t 1s taught), and learning
environment (where it 1a'taugu‘). These modifications apply

to the regular programs.



R Table 5

Gallagher (1974) Interpretation of the
Speciality of Special Education

p

XX - MAJor change

X = Minor change
“

SEVERE-CHRONIC (needed for
all of school career)

Moderate and severe’
mental retardation
Deafness gna. severe
hearing loss

Blindnefs and severe
visual impairment '
“Autism and

schizophrenia
Orthopedically
- handicapped

Severe communication pro-
blems (cleft palate,
cerebral palsy)
TRANSITIONAL (needs may be
met by liﬂited, intensive
treatment)

Educable retarded
Hard of hearing
Partially disturbed
Emotionally disturbed
Articulation problems
Specific learning
disabilities

Gifted

PROGRAM MODIPICATION

Content Pedagogy  Learning
(What is (How it is Environment

taught) - taught) (Where 1t
is taught)

XX XX Xx’

XX XX XX

X XX X

XX XX XX

- X XX

- XX X

X XX ’ XX

X XX X

- X X

X X X

- X X

TOXX XX X

X X X
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This type of contribution to the "reversal of the
condition" ideology is an attempt to 1llustrate the possibil-
ities, within the regular education system, of meeting
difrerént levels of special needs. Such an analysis holds
some promise for bringiné special education closer to fregular
education. Ngw models of placement for exeeptiqnal students,
related to this attempt, might achieve the desired integration.
Placement models, then, could be forms of & facilitative
educational program in which a continuum of instructional
services and learning enviropnments 1is provided. The objective
of each unit on the continuum being the.achiévement of
regulér class placement whenever the pupll has acquired the
skills and behaviors necessary for successful progress within -
that environment. Another effect of this approach 1s to focus
mainly on the learning environment, since it was éhe most
criticized element of the segregation ideology\ Séveral
authors have elaborated alternative group placement models
in érder to include as much interaction as posgible with .
"normal"™ individuals (Deno, 1970; Lilly, 1970; Gallagher, 1972;
Reynolds, 1962; Willenberg, 1967). Figure 2 represents

Reynolds's hierarchy of special ed&éation programs.

- O
. - )

The rcatﬁfis of Reynolds's framework indicate chaﬁgos
at different levels of the hiérarchy. Prgm the bottom to the

~ot°p of the chart, the following progressions can be observed:

£
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" Figure 2

r

Reynolds's (1962) Hierarchy of Special
Education Program

Hospitals and

o
£ Treatment Centers . g
4 .
)
& Zi Hospital School *\ 5 0
® o>
4 . - Q P
0 [A Residential School \ 0 <
x a®
» o
/ Special Day School \ 3 2
[ Full-Time Special Class \ &
/ Part-Time Special Class ﬁ\
Regular Classroom Plus
Resource Room Service
‘Regular Classroom with
Supplementary Teaching =
o or Treatment -
) ! L
é Regular Classroom 3 5
a / with Consultation as
) : =
At Most Problems Handled ;g
L in Rgguli{vCIalsroon . B 3
of cases —— Sy

<«<———— Numbe
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l. The problems of ochildren placed in programs tengd

to become more severe or more complex.
2. Programs tend to become more expensive.

3. Responsibility tor adminiatration of programs
shifts from school authoritieq to health, welfare, or correction

authorities.

1/
4. Children are more separated from ordinary sc¢hool

and home life.

5. Demands for highly specializqd personnel increase.

( \
€. Parent and general public unders anding of programs .

decreases.

A discussion of the type of studies represeﬁted by“those of
éallagher and Reynolds, has presQnted the essentials of the'
1dtegration(approach. 4Although another factor ought to be
mentioned, Reynolds's chart includes at a certain level the
use of a resource room'as & treatment facility in the service
continuum. As such, this type of grouping can pe closely
related to integration as a specific innovation. The resource
room altéPnative is seen as a powerful integrative, therefore
desegregatiing, mechanism almost to the point where it was
sometimes treated as being "Tﬁo' 1nt0gration mechanisa so

that if such a raciltty was offered the system was declared to

LS

be integrated (a-mi and A:u’np. 197l)."
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Finally, another conseqlience which can be regarded
as an abuse 9r the integration approach was the extreme
desegregation of special education. Stnce segregativ was
. condemned, several educational eyeteme moved lll children %o.
regular education pretending to follow the 4hzegr|tfcn move-
ment By doing so they have tended to ignore the apecial

needs of the child. /

Criticisms. Several authors have seen .this first reaction
to segregatieh as a very economical administrative solution
(Fumegalli, 19734 Giroux, 1972; St-Jacques, 1972).. This was
a questionning of the real purposes behind such an innovation.

The criticisms were directed at the highly admin

€

nature of this approach .which left aside the soct chological
reality of the interaction to the "good nature of man"
assumption. The critics proposed that integration ought to be

more social than administrative (St-Jacques, .1972).

At another level, Papanikou (1974) accused models
such as Reynolds's framerork of being restrictive. Fer
Papanikou "it seems crucial that, whenever possible, a
heterogeneous interaction of children occurs at all levels of
the continuum". He has also identified other weaknesses of
such models:

A weakness of other models is their attgqpk to

unify all special services under one umbrella. Ad-

ministrati Qttcnptl to pull together dinpnrtte

‘c__




special education programs in a unified WAy re-
sult in arrangements which are nothing more than
a patchwork of still unrelated professional )
specialities. These consultants and resource
rooms are brought under t same mantle as tutors,
guldance and counseling services, special classes
residential treatment centers. This "cascade
system of special education” leads to dis-
continuity as a student passes from one separate
‘*service entity to the pnext. This discontinuity
also reflects extreme disagreement regarding
objectives and methods as seen by the different
‘professional specialities." (Papanikou, 1974, p.
"546.).

Finally, the 1ntégration‘approach cannot be seen
as a totally de-labeling &gproach. The continuum framework
has been implemented with the same labeling ;Aministrative -
netwofks as was the case in the 1ﬁs€1tutional approach. In

this way, the integration approach.was a small attempt to

de-speclalize speesal education and te-eliminate the ovcg-!

g ‘

" ‘4}:
stigmatizing process. ol R ?A ~, %
~o. oo “%5 a‘A -2 ‘9‘
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structure. The normalizatio?

more integrative services a_t,_;hﬁl previously thought to be
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necessarily segregated. This approaéh was borrowed from a

delivery system established in Sweden. Its major advocate
. . ‘

(Wolfensberger, 1972) summarized in a set of published

material, the human management process it proléribol.

o

: /
Bagic beliefs. Application of the normalization prineciple
to spegial education programs implies that exceptional dhildren. -
ience the educational and social-activities

-

generally provided for normal children. In this respect it

shouldw

is identléal to the integration approach. Appiying this

inciple to the problems of planning educational services
P

for severe cases of exceptionalities would lead to change1TTR
existing service arrangements as well as in practice ‘f ?

of
allocating children to specilal education programs. b

instance, as poiptcd‘but Py Bruininks and Rynders
’ %h [ "

]

-+. 1f adopted, the normalization principle would
encourage the development of an array of sarvice
systems, all designed to maximize the meaningful
integration of educable mentally retarded
children into normal school routines. Under this
principle, no child would be placed directly into
segregated services arrangements unless it was .
certified that he was unable to be served in

notrmal settings, even with specialiced assistance.
"(Sruininks and Rynders, 1971, p. 6.).. <

(
The basic assumptions of normalization is evident

- 'in the view of the exceptional ihdividﬁz} as dbeing in a
. .
process of development and as having hcaicvod l‘gortain level

1 4

of conpot’ncc. It 1s a major shift\from the patholdgical view
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of the handicapped. .From such a belief in the potential of
the 1nd1§1dua1, the principle flows as follows: "Utilization
of means which are aseculturally normative as possible, in
order to egtablish and/or méintain per$onal ;ehaviors and
_chérac§eristics whiéh are aé culturally nbrmative as p&ssible"

(WOlfensberger, 1972). The impilications of the normelization ’

are represented in Table 6.

Both dimensions deal with %he structuring of the
handicapped person's environmeht; one dimension involveg the
person directly, tﬁe other involves the way this person is'
symbolically represented 1n the minds of others. These
dimensions are réprese ed ?t threeidifferent levels of
aétion. Interaction this approach can be seen as consisfent
with the assumptions of the reversal of the condition 1dgolbgy,
and a true reversal from segregative action. However, the

interpretation dimension is a new condept introduced by the

normalization of the institutional and categorical approach.

It congtitutes.a more comprehensive concepéualization of the
interaction ﬁrccesb than 1is thé case ;n the 1ntegrat}on f
approach. .éinally, another concepf specification has been-

’ .
‘ att?ibuted to the normalization approach. Integration (as .
6§posed to segrggation) is an essentiai pari of nofmalization, -

and - refers to those measures and practices which maﬁimizq a

person's potential participation in the mainstream of the °
.o M L :
l‘ . [ ‘



A Schema of the Ex
Principle on Th
Gﬁ,Action

Table 6.

on of the Normdlization
els of Two Dimensions
fensberger, 1972)

Levels of action

Dimensions of action

Interaction

Interpret?tion_

Person
(individual)

Primary andg
intermediate
$ocial systems
(family, class-
room, school,
etc.)

Societal
systems
(Provincial
level)

Eliciting, shaping,

and maintaining nor-

mative skills and ha-
bits in persons by
means of direct phy-
sical and social in-
teraction with them.

Eliciting, shaping,
and maintaining nor-
mative skills and
habits in persons by
working indirectly
through their pri-
mary and inter-
medlate social sys-
tems, such as family,
classroom, school,
work setting, service
agency, and neighbor-
hood.

Eliciting, shaping,
and maintaining

normative behavior in

pprsqnh by appropri-
lte shap;ng of large
soc}ctal social
eystems, .and struc-
;turcl such as entire .

“school .systems, laws,

and government..

Presenting managing,

addressing, label-
ling, and interpre-
ting individual per-
soens in a manrer em-
phasizing their simi-
larities to rather
than differences
from others.

Shaping, presenting
and interpreting in-
termediate social

_Systems surrounding

a person or consis-
ting of target per-
sons so that these
systems as well as
the persons in them
are perceived as
culturally normative
as possibple.

Shaping cultural
values, attitudes,
and stereotypes so
as to elicit maximal
feasible cultural-
acceptance of
differences.
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culture (WOlfensbergerypl97é). In terms of the proponents of
) ot
the norﬁalization pringip{gothefe are two types of integration:
social and physical. Ulﬁl%htely, integration is meaningful
only 1f 1t 1is soclal integration, i.e., if it involves social
1ntéraction and acéthance, and not merely physical presence

as often observed in the effects of the 1ntegrgtion approach.
However, social integ®ation can only @ attained if certain
preconditions exist, among these being physical integration
even though physical integration by itself will not guarantge
social integration. Wolfensberger and Glenn (1973) specified-
the concept 1ntegration_$y'discriminating variables involved

in both ph;;ical and social integration. Table 7 summarizes

‘their vie;\g;?;he concept. A -
» ‘ B

- > é’f"i
Effects. The major consequence of the norm;%ization

approaéh was almosika revolutionary change in institutional
- ‘ . ¢

care of .mentally retarde“ersohs. One of the products that

- ’ } \‘ N .
cam; from the normalization approach was a method for the
quantitative evaluation of human sgfvices such as the P.A.S.S.

: -
(Program Analysis of Service Systep) by Wolfensberger and Glenn

: : _ ’
71973). This evaluation technique was elaborated in order to <

L3

determine the level of integration achieved by a service
system. Therefore, institutions could find, in the normsligzation
principle and in its derivate the P.A.S.S., a complete model

of rtcilitie; development grounded in the reversal of the

] ¢
‘4

condition ideology.



Table 7

Wolfensbefger and Glerm (1973)

-

Determiners of Integration

PHYSICAL INTEGRATION

SOCIAL INTEGRATION

e

- The proximifx of the service
setting to normative social
groupings '

"~ Access to it

- Its physical context to
othety facllities and
settings

- Its size

-

- Social interpretation
of clients

- Program structures

)
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all exceptional children, therefore, for a complete special

v 61

Another ettect\of this normalization approach was

-the pressure it imposed on the regular educational system for

helping the retarded childnen within its regular delivery °
system. Finally, the normalization approach went beyond the

educational system in terms of 1its concern for integration.

{ <
It was an attempt to systematize the management of all

racilittee (education. health, welfare, vocational) within a

comprehensive Planning process.

. w

" Criticisms. The first criticism to be afFected at the

é3normalization approach does not question its assumptions but

rather its restrictive applications. This approach focused
on the, services for mentally retarded individuals, and no real

attempt was made to place 1t within a comprehensive model for

education system. Nevertheless, it was comp;tible with the
integration approach; at least some assumptions were similaq‘
Another criticism came from the opponents of behavior
modification techniques. The normalization approach relies on
operant/conditioning for behavior adaptation in order to
sygtematiie the interaction process. Such technical practices
were accused of potential normative conformism and of goal
miaconception rrom aelr-actualization to striet social
adequacy. Adaptation should not be the aim of this approach;

rather the aim should be the self-realization of the individual. {—2

-
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 J
The danger was producing a stereotyped kind of adaptation
- “-‘
solely for the purpose of adaptation. ’ ’
, . _ . L -
_ ‘y o
PR 3%
The mainstreaming approach {n’gg

The mainstre&ming approach is the most recent con- .
ceptuai framework of the reversal of the condition ideology.
In some respects, it follows the path traced by its pfedecessqra,l
the integration and normalization approach. Basically, it is'
oriented toward the same 1hteg;at1ve goals. As has been
1ndicated, the evolution of thought about the integrative
approach has been marked by a broadening of the conceépt of © T
integration. Mainstreamipg-is ;;qn as evolving a more corf-
prehensive conceptualization; it i1s oriented toward the
integration of exceptional children into the regular education .
system. Also,uit is a greater attempt to’fgshion special and
regular education 1in such a way as to facilitate.this process.
Compared to the first tentative erforts at 1ntegration often
seen as a physical integration pattern, mains;reaming appears
to be very complex. However, due to its relatively recent
articulation, it has not been fully tested or inplqmonted ’

This analysis will novertheloss try to suﬁ'.’ize the information

available in the literature on this approach.

wmptions and beliefs are at the

roots of the mafis ¢a prpach. :Aa‘i-nodol of humasf

management, a sef of prtiéripciqni“ig;irtcn i?eluded“ln its

-

- -




basic principles. In thq analysis of basic beliefs, a

-

description of both 7?sumptions and preacriptive principles *

@il attempted. /.

. Jordan (197%) has summarized some mainstréhming

basic assumptions in a straightforward manner:

/ v

l. . Pirst of all, children are ¢hildren.
They have similar needs; they develgp similarly.

- The proble 6f the handicaps chil n have must
be dealt with on an individual needs basis.

2. Pgdrents of these children also have
needs whi the public school system hgs a
responsibility to deal with. o

3. /The public education system has an oblig-
ation to all children, which must be fulfilled
in a responsible and responsive manner. ' .

4. Educational change is;, for all of us,

a way of life. It must be carefully planned in
order to be directed so it will lead into con-
structive service. (Jordan, }Y974, p. 31{. !

7

For Chaffin (197u), 1nherent.in tﬁe philosophy of
mainstrcamed programa 13 :he child's basic right to an equal
educational opportunity - wneii equal means that the educ-
ational experieg;es are based on-thg child's unique needs.
He also adds: "... for a -ndqrity of cxcpption&l children
‘1ntegration,not sogro;ntion. nhillg-be the first con-
imerauon in duim educational oxporionces" (Chaffin

1974, p.% - This 1s tfio the view of Kauf

(19‘75) who
. i!ndigatc;QGht rgtloul{ bghind such a pningi ‘

.‘,,.«

, °‘%.1
l"
1'. '1 ‘

mm:m eaut 1* :
s pla ement - - - ‘
ltltnl of l‘nflll!

 ?;-retardoa‘dh;-"" wit "thnzw<noahan41coppo¢ pooro. . ‘“b" ‘

~-
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3.gafacilitate the modeling .of appropriat
behavio exhibited by nonhandicapped peers.

4. Provide a more cognitively stimulated
peer environment.

5. Provide the mentally retarded child
with competitive situations which the mildly
impaired nust eventually experience.
(Kauffman, 1975, p. 10).

[}

. To come back to Chaffin, he also adds two other
beliefs 35}61ved in mainstreaming:

1. Grouping and labelling of c¢hildren into
specific categories such as mentally retarded,
emotionally disturbed, wor learning disabled does
et contribute significantly to the design of the
‘fnstructional program.
i 2. Emphasis should-be placed on decentraliz- R
ation of authority for program decisions to the
. individual school Quilding level. (Chaffin, 1974,
p. 7).

On the other hand, in a very prescriptive way,
g
Reger (1974) has elaborated a 1ist of principles involved in

mainstreaming:

-«

: 1. No child should be categorized with a
label reflecting a gross diagnostic category.

2. Children should be evaluated with
relevant instruments to determine those areas of
strength and weakness that relate directly to
specific, objective instructional actions.
(Instructional actions means more than academic
skills. It also means changing inappropriate
behavior, providing training in occupational
skills, etc.) »

3. All children should be housed in the
regular school building complex, or wherever
other (nonhandicapped) children are housed.

k. Groupings of all children in the school
Should be based on defined needs. Por children \
with special needs, as much as possible in the
way of additional support services should be
provided both directly to the children and to. ”

/

their teachers.
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5. Diagnostic and prescriptive services
for children with special needs are not enough.
Such services should be directly tied to
implementation of services, and whenever pos-
sible the same pérsonnel who provide diagnostic
and prescriptive services also should implement
the instructional program, in oooperation with
other teachers.
64 o Consultation services -to teaching
personn@l should have direct appljcation to the
~instructional program, providing materials to

use, techniques to try and management strate-
gles. Consultant personnel whose major offering
is high status, with limited or na recommendations
that can be translated directly into useful
action, should not be used.

7. Some children with severe disubilities
will have to be grouped together for at least '
part of their day, if for no other reason than
they cannot be placed to thelr advantage with
nonhandicapped children. Such groupings should
be based on individual performance criteria, not
on gross and irrelevant noneducational diagnostic
categories.

8. The leadership of the school, from the ..
superintendent 8o the building principal and
president of the teachers' union should work
together on total program implementation. (Reger,

1974, p. 58).

In order to implement ma%ns;reaming, the simple
return of the child to the mainatream of edudation ‘does not
surfice. Rather changes must be made in the "nainatrean .

This simple belief- articulated as principles by Reger indicates
theilevel of complexity of a ?gal{ afort to "mainstream"”

special education. Reger's pres¥

tive principles indicate
'a profound nood for changing the esducational process for the
special and regular oducatioéfcppropoh'to the instructional

needs of exceptional children. : W

)

3
'7



;rtgcgp. The consequences that are reported here are
megply nnticipgtcd effects or outgomes of the implementation
of the mainstreaming approach. They cohlt;tute hypotheses
paftly verified by the actual state of the experimentation
with the approach. Jordan indicates the following several

potential effects to be related to mainstreaming implement-

ation: . ‘\

-
A

v
Lo

1. Mainstreaming helps in the more meaning-
ful involvement of large nujbérs of parents 1in
school activities.

2. A school tends to become a more child
centered commuglty when mainstreaming 1is
implemented. )

3. Trade-off is an established parf of the
dynamic ‘relationship between regular and special
education teachers. It results in help for all

_ children who need some particular kind of
attention, whether identified as belonging in
special eduycation program or not. (Jordan, 1974,
p. 32). .

. One of the most organized version of mainstreaming
was eiaborated by Kauffman (1975). The definition he has
given of mainstreaming shows the nature of the approach ahd
also indicates on what levels change must be made to accomplish
the aim of the model. In ;Bno ways, these levels or elements
of change can be seen as fields of effect. Kauffman's
definition goes as follow:

‘Mainstreaming refers to the tc-portl; 

instructional and social integration of eligibdble

exceptional children with normal peers based on
an ongoing, individually determined educational



’

planning and prograsuing process and ‘oquires
clarification of responsibility among regular
and special education administrative, instruc-
tional and supportive personnel. (Kauffman,
1975) po 10)0

N" Ve
The components of this definition and their

elements are represented schematically in Figure 3.

Criticisms. Kauffman's syste tic.&érinition of main-
streaming indicates clearly thd/T:vcl of involvement necessary
for its implementation. ‘One elemeht that 18 worth notins 13“
the fact that most of the writers cited on the approach of
mainstreaming, like Kauffman, are interested in alternative
facilities models for the education of the mentally retarded
child (Jordang 1974; Chaffin, 1974). The same remark 933 also
made for the normalization tpproach.' A question which cah,be
r;ised concérning such orientation is: "Why do sﬁch models
tend to deal with facilities for children who seem to be in
the most severe handicapping con@ition for rggylar séhooling
integration, that is, with 1ptellectual,hgnd1cap qapacitios?"
' t
Mainstreaming then could possibly be\accgaod of perpetuating
the triditibnal view of academic achievement of the regular

education system instead of focusing on diversified learning

achievement as a goal of an ontiro educational. system.

The proponents otgauoh e criticioi tend to raJQ;‘n

socio-psychological approach; this approach, as will be .

67
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discussed in the next 1dcology, is coﬁcennod th tho ditablio?-

0

ment of a new social order in tho school 1in ond

’

diminish 5.~ ¥

LD e e’

her type "

°?

the absolute academic priorities and, to shirt gd
) ' \ K o
of goal. By facilitating the adaptation or;togphin obJectives

and methods for exceptional children in the regular school, the

mainatreaminglgpproaqh satisfies the aim of matching the chilQ's

need to the educational environment. This environment is

nevertheless still dichotomized, there is a mainstroan,?
\
process for exceptional children and another mainstreamed

reality for nonhandicapped students. The integration (physical,

~

instructional and social) is ong sided: "integrating tho

‘

“exéeptional 1into ..." .which 13 not "integrating the non-

handicapped into ..."5 This approach is still devoted to the
soclal order of the nonhandicapped worldﬂ The raliacy seems
to be in some way cultural, integrating into the dominant
culture. Another question concerng the exten®io which the
dominant culture or regular education éysth should be defined
strictly by its nonhandicapped elements. In an attempt to
answer such questions another 1deelogy_1§ giow;ng ;n‘ipdcial

education, namely the prevention ideology.

PREVENTION

. f

The third ideclogical determinmer of organization of
special education is tho prevention 140010(1. In lo-c

respects it 1s an extension of the" rov.roal or the oouditiou

’
. "
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1doold". The prq&:;fﬂOn 1deoclogy 1s concerned with the
® - f

estublisﬁﬂonc of conditions within the regular school system
ipat enable everyone to participate and by so doing eliminate

any labelling process based‘on handicaps or oxcoﬁtional .

[

characteriatics. As such it 1e as xnvoléod in integration

modes of pirticipttion, as is the last 1ddélogy reviewed. It
is assuméd in the prevention ideology gpab only the. needs of
the child should be the basis for oducctionalipract%gcn;
however, it differs from previous mo&ols by the nature of

the 1nt§krltion process 1:\;nvolbes. In this last ideoclogy,

gt is generally believed that the major effort should be,

not to coptinué to rind'miinstreamlng possibiiities or

integrated activities for the exceptional child, but to

integrate special education into the regular educational °

' . ’ . . ¢
¢ dystem. This i1deology shifts from a child-oriented integration

approagh éq'apecial eduéation qriented 1ntegr;pion. As has
been a;:;u;scd ﬁreviously,vtpé in;cgr#t;oh of exceptional
children ought to be carried out, at several levels and lhéuld
not 1nply a onc-oddod or unidirectional tns}nilat:pn pattern, .
tho oxccptional 1ntc¢rat1n¢ with the r.;ular._ In the |
_prevention 1doolo¢y, the cmphuh is placed on the rogul‘
systo- in ordor to dpen 1its boundaries ror rociproual ‘

1ntogut10n.‘ The proo,ra of hﬂp,n; onry ch1ld vit‘h 14 of

hil(noodn 1. taauhod to be the aim of "oducation" The burdon

of the potonun for mtognuonl is not on. the child but Em

70
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the eduCationai system, The concern of this ideology is not

to integrate or normalize or mainstream the child, becauseche

is seen as being already integrated into the process of
"3

educatiOn. The - involvement 1s rather to develop within the
B ¢

system modes of participation suitable for everyone

-

Two approaches “are included in this ideology, one is

concerned with instructional technology facilitating the

educational participation; the other is oriented to the social- .

RPsychological aspects of ghe interpersonal transactions of

the educational process. Both of these approaches are

: nourished by innovationg or new conceptualizations of regular

and special education. .This ideoloéy is identified as

. -

prevention. It is assumed that ir the individual is allowed

1

to participate in his own way in the regular educational system,
no "system oriented" exceptionalitief’would be defined;
therefore, it would prevent the establishment of exceptional-

3
ities and the 1dentification of exceptional chiigren. System
oriented dxceptionalitiel are due to conditionn ,prescribing |

the non—participation of the child in the resular educational

system, such exceptfonalities would be non-existent.
* . 4 .

- A® mvfouly w«eq. the mnﬁtian uoou.
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specifically included in this development. Since this

V'idéology 1s quite recent, the evolution of regular educations
§ o

is related to 1its development. The question is how regular -
education actually accouﬂts for individual differences?
. — M <

Therefore, to what extent do we tolerate the differéntiatioh?
=»
In the case of tho 1ns§ructiona1 approach, the answer 1is

oriented toward the learning proceos ana‘gho establishment
‘ .
of objectives of academic achievembst . ﬁﬂ"\h Te "

Basic beliefs and effects. This approach is based on the
; .

assumption that ald» children,can'loarn;.consequontly,“it
postulates that the regular educational sygtoﬁ ought tv be
ach%oving the goal of self-realization for everyone “at
dirferent levola and in different ways of achieving. New
{Eifﬁpd‘ 1chesﬁiqr education‘[uch as the 1nUlv1dualization of
1natruction, ‘lower pupil-teachor,ratio, better instructional
technology, creativity centered pedagogy, proli!‘erations or’

wdiversified grouping and optiona. open classroom, and so forth

are 311 be{ioved to ‘permit different 1ndiv1duq1: to partio;bato

differently in the egular system. The instructional approach
integrates spoei( oducation 1nto such a rogular oduootion ‘
-yston. enea of thi: approach havc focusod nnfhly
on two. levels of’fntomtion, tho first 563 italncm with

. the podw eg m- to uuh vﬂ}h éhc ncoi% Ls »orinn“ |

or mom um rorlu R




’//Q{eas of commonali{y in specific leerning or behevloral

The first trend in the 1nstructional approach is

characterized‘by the work of Siegel (1969) in a book entitled

Sgecial Education in the Regular Clasaroom. Siegel, in an

]

attempt to promote the process of integration, elaborated a

8€t of teaching tephn{quee for soiving nine basic problems
identified ae the most common difficulties of exceptional "
‘children in the geﬁool. Theee techniques are presented for
regular education teaq?ers in order to enable them to work

1n their classrooms with children who give signs of dirticulty.
SiegeL'e work 1s directly oriented toward the prevention of
exceptionality, even though it was principally seen as con- .
tributing to the typegzr study done to facilitate the

integration of exceptional children infls a regular class
environment. One element of Siegel's study that conet*l‘tutes

a departure from previous practices is the consiﬂnrﬁtion of

problems despite the ditrerent et;ology or type of exception-

.

elity. The educational and psychologioel prOble-l presented

L ]

by 31ege1 pere lelected on the basis ot four criteria: (3};

rrequency. (2) connonality. (3) eicnifxceuee. (8) tblltﬁility

These proble-n are listed 1n‘Tth10 C : )
. ‘ SO

mm'- work also. uwm wr-dmaon .
of pveventleﬁ nllelv, ehe ) is b Aes ¢

thts vieu~etlft,@i




Table 8

»

Siegel (1969) List of Educational and

. Psychological Problems

o

Poor self concept

Anxiety

- »

Difficulty in paying attentfon o

Difficulty in abstract thin&ing
Behavioral problems o ¥

<N\ |
-Social immaturity

T4



' :mmca vith the mu on re wxun wm il

learning process @nd behav_ior adaotation, there 1is e noﬁion
of prereqnisites to actkdemieo a‘chievement.. In other words,
the child should achieve a certain level of readiness before
being able to learn _specific knowledge, this readiness 1s
achieved only when nis problems are under control. Another o
author who has been 1nvolved in the theorizing, Hewett (1968),
established a "develomaental sequence of educational goals."

For Hewett, the beliet‘pporting this sequence is that "in

. . order for successful learning to occur the child mugt pay
N,

A Y
-

*attention, respond, follow directions, freely and accurately

EW

. exploﬁ‘q\e environment and function appr.riately in relation ,

o
ta ot:hers""‘ﬁ ,,(Hewett, l968,cp. 42). Hewett's developmental

4

sequence’ 1s reprodu‘c;n tn Figure 4. L R

' ) ‘% yoy Y J .*-

. . <.
Special intervention is tAen seen gs tacilﬂating}'

Y

the learning of each of theee behaviors by. th childt

It rurther hypotheail“velopmntal » o
sequence) that thé learning of these bshaviors
¥ occurs during the normal course of develbpment

from infanoy to schoSl age, and failure to

. »';' ) learn any or all of them m.s reclude the chnd'.\

¢ being rn.dy for school. \Por & child, they
‘constitute the "somethifigs" he muat isarn in the
prbeess of getting ready for school -nuo he ts .
actually there.- (mn 1968 p. 43)." ’

.
810;01': and nentt'l ltudiu difror 1n-eonl'd1

vu-.“fmno Siegel tends co Qoulop * peyehe-egue

.>e
P A

'

. 15
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FPigure 4§

Hewett's Developmental Sequence -

}or Educational Goals (Hewett, 1968)

s

i
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w
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i
'clauroom approgch 1- derived from classical and opcrmt
conditioning models. 310301 1: _concerned with"ﬂhudrcn with
mildly leverc handiceps while Hem; 1s mainly conccmod with
mtionally Qisturbed children but: cxtends his approach to
2ll behavioral problems. . ' ’ »

.}a‘
® -

designeéd clauroom within the regular school but with: el

specially traimd tea m However, both rop’ro‘unt an
Ny ‘.‘“
tiomlita by preventing thc ch,ild' -

atéenpt to prevent ex:

problem from bocouxing mor and biuer becduse of fallure

pérpetuation. oAltho,m Heowett's appmcb oan be seen as
xnilar to that of Siegel ‘in. u:‘ to mnntion, it is
also concerned with tno lecond diionsion ot matructional oo .

approach: the ntab‘lumnt of speclalized urvicu.

i " .
This uq,ond trend 1s well elustratqd by Roynol m

and Bdow (1972) in thur work on an "1mtrucuont1 sntn" N “

conccpt. Accouins to ch\bn. the tm 'mtmuoml tynu" ‘ ‘" g
refers to "mtcmud uu of m«dw, cmicuh. uul f ‘ ! '
matérials tut m bo md to mm umm mor Iuﬂnu

oom with mxmn' (mnow m m 1972, ao 332). T




o Rlll mg.. ”mﬂ

L

e
lystem concopt preacribu a typo of relation bctwun rccular

and :pocial education, as ropmsentod -cheutiully in Pigure
5' ' ) .~ 1 Z.':“\ ,’

» . _x
In this rigur.. the Nhtivoly layge circle (1)

.

sy.boiizes the tncbin‘ *tcncin poounod by regular (
g
claumon tuchnu.i The dottod pcx;uon. (2) of the figure

tends ;o enlarge tho ru-u circle (1) and represents the

?

efforts that should e’ d$ .0 omnd the specialized abilities
' »

and sensitivities or rozu]fr tegghers.._ This could possiply,. nad

* -

. be doneswith 819301'3 cnrp.ch ror ‘xuple. All the re- o-

maining ’un’circles (3, 4, 5...n) are 1ntondod to represent
special instructional systems that most oftbn are offered by
apcciany trained personnolg. This approach has the intention
. to ortor the lcrv1c7o under the "1nstructioml system”™ schema
| to all childrm* Another olount is pmcntod by the auchorl
concerning tho “101 of luuning specific children to tho

various instructional systes.' They 1n41cato tbatc .

oo Sducators wﬁt learn to 1mrpr0t mubln
that produce interaction effects with instructional
systems. In ogher words, childees should be placed

in special pmoghains on the besis of demonat .
aptitude by treataent mumum (m’u('
- Balow, 1.911 » 360)

nudor such an -»roaeh m cw,d de have M to
mtnotuul mtc- nm io m m ut&za N W




Pigure 5 ‘ '
I ‘ . :

Relations of Special inltructional Systems

to Regular Education (Reynolds and Balow, '1972)

. .

. &

Teaching o&oten- '\

cies of, rpgular
education ?h.(_:hcrc

/
Srecial ii%wuonal .
systems -

19
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contributes tq,4ntegration and to the prevention of exéoption-

alities which stem rro, categorising the individual.

" -

Instructional systems are seen ag specialized instructional

tocluuquu and procuun under the rcculu' odu,ation
S . ] . N
quqnlibiuty. \ - .

,

m Even 1f only no&ct'- model were completely
1np10untcd. it would be possidble te indicate uvcul goncnl
criticisms concerning this instructional approach. Pir-t, .,

»

this approach continuu to usum that pnuu!m for. uldafc RV

achicvomnt is a givcn in t:ho educatioml system and doqnl not
diroctly attenpt to shift to other typu of obJoetiv'w On
the contrary, 1t tends to organize for tho excoptiomi. ghild
a more adaptive process for insertion iu the antu. N ot:l':‘ls
words, 1t tends to work on the ihild'l capacitiu to deal
with acadenmic Acbiovomnt pressure. or to bde conpetitivo.
A;ain, auch a modol dou not pntend to obange diroctly tho
competitive mturo or ln.rning to anoth-r typo ovcn ebgueh the
nuthors citod 2ll agree upon tu. Mns ofrocto ct

‘rmtntion through rulux‘o in' '

‘rh“r .rm—z to 1m:egrm special
uutmoti.oml uturo represents gréat monnnt-

models dut mvmholm ocuu be m:«t u chd umcuon

' .romuc« by cm-w uuﬁpn um. L2 3‘!6). lpum

‘“uuuon u . umm w -k | m 'y

80
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«
educational goals for éh,ildrcn." This remark is concerned
with alterngtive loc{gqrdor in the ’chool and the legiti-

mizatioh process which is the focus of the next approach, the

"loorao-plychologica_l approach to special education. .

Th =R8ye cal approae | /

The lase approach oconsidered in th§§ analysis of
} > -
spooul education 1- i some wayl hypothotical; it is defined

- as a Qcciﬁ.c approach bccauu of the mughtn to be found in

the utoncm concornfng the need for g wmore environment- .
oricntod view of wocm education. The hypbthctical mtm

hie view of -pcoul oducat'ion ¢

rnidu in tho pouiblo i

on tdniniuntiﬁotructum OF as the » bage foif tho g}ablh =

el

ment of am organisational lodol. RS~ s N

——
0

———

——m

: - The aocio-paycholoucal abpmeh is a trend shared
by thc socio-puycholo..‘.ul anunn of special education.
Soani (1972, p. 6) hn Aamed this tnnd "The panho-nocul
orientation of -mul omcl.on' The new muzvn. as

he calied the l.bunu, are of the opuf. that Wuml
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.' Qe '
arrangements for dealing with them. "This approach emphasizes N
that soclety creates a handicap by identifying a 'condition’
and by providing treatment for thé condition so identified."”
In an educational perspective, this was attributq&*’to the
fact that schools create handicaps through dctinipg standards
that students cannot meet and then create dcstguctivc remedial .

programs to make the deviants come up to the arbitrary

standards or‘group." (Sodni, 1972, p. 7).

After trying to illustrate the social nature of ‘

A ~  f -
the exceptional phenomenon, Bélan!?r raised a ‘major question:

LY
- . —

S1.1'enfance exceptionnelle est un phénomdne
social - ne sult-1l pPas que les professionnels au
service de l'enfance exceptionnelle comme individus,
groupes ou Srggnismes, doivent orienter 1eur action
non seulement-vers l'§ducation des execeptionnels .
en vue de leur insertion partielle ou totale dans
la société, mais également vers ls réforme sociale,
vers le changement des situations socisles qui.

sdonnent naissance aux carctéristiquesa dites
ochptionnollos? (B#langer, 1970. P. 11)

This armrnt for involvement in a 'clnncihc Jooial
order, by toabhors and othor protcslionals in the t&old, tends

to 1nply ‘a crtator social rorbr- movemaent than all tbn other

approaches in opccxal‘ndqpatiou. !b bo -or‘ lp.h&tio. 1f Eh  ‘

. e 4“_- __/ og’ i
Wie®. .«"‘ . :-._..a’s,;;:i..dum;m T ~r§&;,- [ |

\mw m d -um a-a-n n f.\ _



jd-iniptrat:..vo easiness, the s8¢ 1.1—9::3!1010;&9‘1 view brought

'eudoommu-duw
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"
are tho‘b‘n_u of a ult-rulijution'proonc or or’ a doidlop'-

mental frame of reference, coyld it be possibile that mh

system be open to everyone? ? basic lnwet'. of &0 tocio-
psychological approach are dirfctly rolatod t h uu’piom. o
The school 1s the basic unit c‘f ‘the eduocati 1t

constitutes an interaction sysrom and 1s doi Po as a ,
social system whioh“ should nn‘ at the ulf\.'iuuon of 1ts d‘
members. It should account t* all 1nd1vidTm1 dirrcroncu,-
thua,satistyiﬁg special needs y¥ithout (oncratingtmarsinality

as is. the case’ t'or oxcoptioml childrch ‘

{
i

Exceptionality, as 13 the tocial-plychbloncal

'apprdtch,\ ‘came to be defined a conditxon of mismatch

botnnn thc 1ndiﬂduﬁ with spqeific nndo and t?o ndl'lt of

m :ochl uttini whoi-o he ought to be ucku &ho uf.:lstlc-
tion of hio needs. Compared ta thc first type o! - special
oduéat&on’ practice, geared to "cure" mronbh th its

forvard a far more canplo: set pf proq.cripuogu for special
education. It uouin‘cp — Nsiwnstie ;o om“or any
oxeovtionnuzy u 9,. apie disefise to be tre) toﬂ u qbcnuud
settings, . ;fhi «-cmq Tatane w m.
approash g0 Fur bapend tie Ladsfeay

!'oi-n of uuu mm .



'tho solutions that his culture ‘provides or’ uoop“, “ O&

rosuycgnt'qr.igt’intoraction or a vn;t number of elements.
These elements c” be round 1n the growing knowledge ot‘ excep~
taonality as doscg?bod in the evolution or dpociai oducatiOn
1tlplf. They are rcl,gpd to the natutre or exceptionality, 1.8
the type of cl;vory,.yoton established in dirroront educa-

¢

Sional settings, and also to the attitude of asociety.

More and more it is bolicvod that in studying the )
nature of haadicqpl, ‘one ought to 1ook for conditions or
adaptation rather than foy elements of dxcoptionnlity/ (Glbﬂux,
1970). Accordin; to McOrath (1970), adaptation must be con-
sidered in terms of the relationship between oxtornnl physical B
and lpcial demands 'on the person and his resources. for dtaling |

with them. If special education aims at the racilitation'qr

auch un~¢dapt1vo~intoract1&h process, it ought to dbe involved

?
at both the dolnnd ‘and resources: lracll. This imperative

leads to tho 1nv61vo-ont of .poci&l education in tho lallylzl

of social pnrticipction ot‘!ndividuala.. Man's abilitib- to
Cope with the envirommnt depend on the efficacy and range of - T

’
MO
L J

aunaho«nlmmw‘nho%hm.ﬁm B -
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This vie;\:¥‘3pe‘qdaptation process follow; the.same
conceptualization of human growth as the socidl-psychologiqal
appré;ch. It 1s not adcideﬂtal that this approach as well as :
studies on social participation (Parson, 1951 ; Rocher, 1969. -
Thompson, 1970; Loomis, 1960- Buckiey, 1961), and on person- N
o

ality development (Carson, 1969, Coelho, Hamburg and Adtms,
1974), tend to identify a complex interaction of elements 1n
the process of adaptation. They al? 3hare a systemic view of
ﬁuman participati‘ in social sett&ngs. They Sonsidqr‘gocial
entities as systems ;hd assume the non-iinearity of and coh-:
‘plex interactioﬂs among the partslthat make up the system,

The key feature of this systemic view of adaptation 1s'the
_“focus of such_an approach on the prggess &t 1nd1v1dual"gfoﬁth,
development, or self-realization within a social context with
Speciric norms. How could individual goals and needs be
satisfied within an interaction process in a setting that
tends to have its own norms and needs? It is assumed that
greater knowledge of the adaptation process should be achieved
in order to redefine exceptionalities on the basis of recipf
rocal difriougfiea in the {gteraction of individuals in a
societal seatting. Again, in sdch redefinition; one should
not 1ook for the linear relation or self-fulfilling prophecies
'like "such a disfunction should generate such exceptionality"”

,Adaptgtion ‘involves many variables and should be conceptualized

in terms of a strategy of action.
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- In order to reproduce cleariy the conceptualization

e
of the soclo-psychological approach, an extensive cuotation
" of the contribution by Christoplos and Renz (i912y follows.
The analysis tends Yo rocue on the comgﬂfitive natyre of
education as a source or exceptidnality anqg expreseee a view

of special education as, in part, a product of "pressurized"
: A
education.

= The complexity of. the issues involved in

identifying appropriaté¢ educational goals cannot

be overlooked. Comp lsory: public school educa-

tion in a hetbrbgengout goclety 1s a sensitive

and emotionally chatged assignment, especially

when it i3 extended to include children who

deviate widely from the norm. The schizophrenic

dilemma of & society trying to reconcile goals

of competition ‘gnd cooperation quality and -

equality has been pinpointed by Keppel (1966).

“Although he believes that quality is necessary

for success in a competitive society, he can-
ﬂbnot accept the concomitant 1dea that the teach-

ing of cooperation, which is the foundation of a

durable democracy, must suffer in. consequence.

An avoidanée of clearly stated purposes allows

educators to’verbally support coopevation (and ] \

include most children ifi.the educational system)

then establish pvogr&me ippropriate only for a

segment of the population those who are able to

.manage competition. Indeed, competition 1is '

emphasized, and conflicting philosophy and

practice are maintained without modirication of

eitlier. "There can be little doubt that a clear

eetebliehment of the priority of cooperation, in

preﬁtice as well as-in philoeophy, is critical

tor special education. .

) Carlson (196h) turther clarified the conflict
hetween philosophy anu pradtice which is so appar-
ent today in education. He categorized organisa-
. tions in terms of the relationship between the
organization and its clients. Public schools are .
' of the organizgtional type in which there is no



control over admission of clients (student ‘
and in which the clients, in turn, have nd’J‘:>
choice but to acéept the service being offere
(education) regardless of its quality. There is
no problem of the school meeting criterion goals
- at the risk of being abandoned. Regardless of
the quality of ‘the service, students will be
available and financing of the schools will be
relatively- secure. Carleon i1dentified two ?
adaptive responses on the part of thé publie
8chool to the problem of lack of control over
selection of students: segregation and pref- ’ .

erential treatment. These adaptations are made . -
not fer the purpose of meeting client's
needs. ' :

Special education programs were not initi-
ated in response to the needs of exceptional
children, but rather @8 an expedient measure to
resist a perceived threat to existing goals for
"normal" children who were being more or less
adequatelx served by regular school programs.

W in the logic of th above argument, ,
excepflonality is defined by the nature of soci-
ety, not by the nature of individuals. Excep-

'tionélity in education becomes the condition of
- NOT meeting one or more critical general educa-
tion goals which are of such importance to ed- -
ucators that failure to achieve them on the part
some students i1s {ntolerable to the educators
apd results in total or partial, single or group,
gregation of these students. (Christoplos and

enz, 1972, p. 372). "

Such a definition or_exceptionality and view of o
education calls for a twofold adjustment: firit, to set l' _

goals for education;eund second, to establish a cooperative

N\ 4

mode of interaction to achieve these goals. If academic

A}

achievement and dompetition are part.of the educational’

.

system's social order, the integration of special education .

into such a system calls for major changes in the soeial order.

-
&
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‘/‘ For special educatign, the a ve statement con-
‘stitutes thg "state of the trt# as far as the aocio-paycho- -
logical approach is concerned. The supporters of this approach’
believe that the rerorm‘lhould come rrom regular educgtion.
Reformists 1n cdupdtiqnal literature such as Priedenberg,
Illich, Herndon, Kozol, Kohl Holt, Bostman and Hcingartner,
all tend to define a more 1ntogrﬁ:ed school, a lehool for
everyone. Not all.school systems hgve endorsed this view of ‘N
exceptionality and the resulting effort to change the
trad;tional socjal order. The door is open fo£ adJust‘0nt§,

but the road 1is long.
SUMMARY

This chapter has attempted to identify and define
the major 1deoldgical debefminers of orgﬁnization for speciai
education. It has not‘been limited to a survey of liteéatpre
but constitutes an essay to establish a conceptual clasiitir

cation of thesziirends and to deséribe their nature.
\ ) The contribution of tﬁié study to the field of
special oqﬁéiiion wili emphasize tye prevention ideology,
qﬁd mofe speclally will correspond to the'pronisos of the
aogio-psychological‘abproach. Hdnovor, in this attempt to
'hevélop a model of Ipecial edﬁcation under such pronise;,
~ .elements’ or .other approachel will also be usod. For oxample.

-

the rollowing dimonziona probably will be uacrul in the

\/L . (

/.




clearly. that tbe model to be developed in this study 18

0

elaboration of thé model: the interpretation dimension of
L 21 M ’ .

tpe_nbrmalization approach, the instructional system concept
of the 1natruct;onal approach, the :ypos of 1pt0!r'tion of
the mninstreamiﬁg appr&ach apd principally the cooperative
nature of the socio-paychologicil approach. It appears more
involved in planning the integration of the special education
process with tﬁe regular séhool system processes. Therefore,
a conceptualization of the ﬁocial-psychological process with{n

the social system of the schoql constitutes the basis for

such integration. :In order to proceed to the analysis, thc'

" next chapter will focus on the nature of sys as defined

k]

by systems theory.

v
2
Ve

[
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Chapfer III -

THE SYSTEM (CONCEPTUAL FRAMEWORK

The analyjI“‘Ur ation practices and tho

1dcnt1r1cation of the locio-psychdlogical approach brought a
'now porspective on the purpqse of cducation and of special
education, that 1s self-actualization of the individyal 1n an
.thohdod definition of social participation. The s6olo-
psychoiogical approach has Peen affected also by some systemic
conéepﬂu#lizations of man and society. In a systems pir-

spective the selr-actualization purpose could generate a new s

(8et of 1ifiteractions and a rather dirfqrent component identi-

fic;tioﬁ\gf special education.

It is possible to hypothesize that the attridbutes
shown by systems can be applied to human development in sociai

,' such as special education. The initial analysil,or

settinss
the nature of systems, as outlined by Von Bcgtclln ; has
established a set gf properties and a concoptual.banii in
ordor to describe, explain and prodict the bohavior of a
syttem. One viow holds that, at & basic level, 311 of the
diaciplincn of otudy mule doal with systems of one kind or
another and that thart nust be & goodly number of basic

orienting concepts which are relevant to systems of all kinds

C | | 90



(Young, 1964). According to Milstein and Belasco (1973),

Genera) System Thcory,ahould not be seen as a theory: ‘ .

‘ A
Rather, the open syatem is a framework -
‘'meta theory', a mode®WMs. she brondoltﬁseﬂiif‘/
It 1s an approach nguage which
is useful 1n xriding and describ- '
-Ving many of phenomena that
1nvolvo educa BEutions. (Milstéin and
Bo : C .
IR ! ’

) .

}or them "... huhnn systems are the recurrent pact;rns ;f
actions of individuals and culture invoiving one or many .
individuals togeihéé with such cultural phenomena as ideas,

. ’ . .
words, symbols, artifacts, beliefs and emotions," (Milate;n
and Belasco, 1973, p. 2). Their*d:tznitlon of human system
1s highly congruent with McGrath's (1970) definition of
‘adaptatign in terms of their tr‘nqactional view of 2:n. Such
similaritiés are to be found in man; fields of study 1if the

conceptual language\or systems is used.

i
.

Ir it 1s assumed that excepcionality is not wholly
. to be found within the 1nd1vidua1 as a constant or fixed
condition, then 1t is posaible to think of it as an output of
a perlongl transaction, at a spcczric poriod of timo, with
the elements of the lylkem in whigh the person 1is 1nvolvod.
The handicap is directly related to the. integration pattern
of thd individual in the system, since a typology of trans-

actional processes is inlcribod in the system processes. A

study of system properties should then help to understand the

4ii’a\ | (5



. ‘ .
~’f' hiturc of exceptionality and Ehortilro of special education
under such a transactional aa:umﬁtipki As a first step

Atoward the establishment of a model. ba‘h'd‘m & system conceptual
framework, it is necessary to'dotormino clearly the¢ definition .
of the systemic concepts ;o be used. Then, at a locdn; liaco.

‘ the concepts can be.applied to the desoription of specific

phenomé®dn .

It is the purpose of thfs ”9 study sp

system concepts and to relate ﬁo ﬁhoir definition some (el
possible extensions of the concepts in relevant special
education issues. This analysis is based on a systems con-

cepts survey elaborated by Young (1964).
2o

The presentation of concepts that follows is

classified under four categonies from Young (1964). First, -

there are Systemic and Descrigtiﬁe Factors where concepts

deal with types of systems, the internal organization of

systems, and systems and their surroundings. Second there

are Ro‘glaciog and Maintenance concepts that deal with the.

regulation, control, and.stabilizatién of systems. Thirq,

< by factors of Dynamics and Change that deal with problems of

non-disruptive change, responses to attend environmental

conditions, and internally generated processes of change; and

rourth; Qggi;n!_ggg_ggg.;gg!n whose concepts emphasize problems

of”ﬁ;.ruption, dissolution and breakdown in systems.

Y 4

-




This part of the -tudJ. dealing with liltono oon=
cepts, 1is oriented toward a review 6} thooo.concopto and to
the exploration of their postible significance in special

oduqaéion. This ahalysis is therefore related eg’tho
(1ntor§rotat1vo potentiality of systems concepts in the field

of special education and more specifically under a socilo-

psychological perspective geared on self-actualization purpose
r . )

and adaptation processes.

v
L4

Systems th‘ory is° used in this study as a model
for or as en %ntorprotaeivc--odc; for the elaboration ot‘a ¢
Qodcl of special education. A ?oviov of systems concepts 1is
done and tentative interpretations of the concepts iro
exposed in terms of special oducntioﬁ applications. There-
fore the discussion 1s more of a prescriptive nature that is
oriented éb what ought to be rather than to what is, even

though examples of the actual reality of special education

are used in the discussion.

SYSTEMIC AND DESCRIPTIVE FACTORS

System

Acoording to Hall and Pagen (1956, p. 18), a system
can be defined gs "a 84t Oof objects together with relation-
ships between the choccl:and between their attridutes.”

Their definition does imply that a ‘system has prepsrties,

»

9of



functions or purposes distinct ‘from its constituent obJects,
rolations’ipl and attridbutes. This last point is made in

Buckley's (1967) discussion on sooial entitien:

)

~ Thus, 1P social groups are not 'real entities',
then neither are individual organisms, organs, cells,
molecules or atoms, gince they are all 'nothing bdbut'
o the sonstituents of whioh thly are made. But this
'nothing dut' hides the central key to modern
thinking - the fact oR orgsnisation of components
into systemic relation . When we say thay
'the whole 1s more than the sum of its parts', the
meaning becomes unambiguous and loses its mystery:.
« the 'more than' points to the fact of rganisation,
which imparts to the aggregate characteristics
that are not only different from, but often aot
found in the components &lene; and the 'sum of the
parts' must he taken to mean, not only their
numerical addition, but their unorganiszed aggre-
gation. (Buckley, 1967, p. 42).

In congceptualising special educntion’as a systenm,

’ 81l elements that one can identify as being part of special
education should be considered as components of the system.
Special educat{on is therefore more than special instruction.
Considering the systes components, based on a definition of
special education as part of a process of growth or self-
realization, one ought to identify the huisan as well ll‘the
physical and ‘accion' oriented elements. Ruman components such
as the children, the wcn?’; the teachers, and the adnin-
istrators, afs.phﬁliodi oslq such as tho’lchoo;o. the ;n:citu-
tions, and the family residence, ought to be considered. Also,
the process of gdal schievement thet links them. tép‘un

LT
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generates activities such as teaching, cdunseling, odudgcion

and administration. If the ﬂh-.n and physical elements ipd

’)601r attributes constitute the dssic components of the system,

the action-orignted elements are the ﬁateorﬁ ot'rolationohipo
among them. Por oxanplo; the existence of special educators
‘1n the system, 1s related to the existence of oxcoptionai
children to ‘be 1nv§1vod in an educational relationship. This
relationship 1s defined as "special education” and is also
the response of the afstem to the external demand for
educasion for everyone. In this way, special education

A
appears as a mode of organization of different components

into a set of relationships oriented toward the purpose of

education.
Open system i \
\\\\
_ For Buckley\(1967), a system is a

. set of different things or parts that meet
two requirements: . firgt, these parts are directly
or indirectly related ty one another in a network
of reciprocal causal effécts, and second, each
component part 1is related to-one or more of the
other parts of the set in a asonably atable way
during any particular period time. (Buckley,
1967, p. M1). S

. The chief charscteristic of such systems ¢ an almost con-

'\

tinuous interchange not orily within th; l:lt‘i\\but across

~N
S

environsent. . , S

the boundary between the inner components and the ter
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Spoclal education as descrided in the beginning of )

this chapter cannot be seen as a closed transformation process
(learning, education) involving fixed or dttoruinod vnriablo-.
Such a perception would emphasize strict categories or exXcep~
tionality related to determined kinds of action (teaching or
treatment) in a very stable kind of setting (léhooling
process). This is what tho integration and socio-psychological

approach aook to change in special education.

.On the contrary, sp;cialloducation &8 an open
system is expqsed to external factors that 1nf1ucﬁcq the
nature of the special education components. PFor 1nstnnco.'
the cultural factors related to the perception of exception-
flity are inscribed in a larger system than special education.
Societal norms and values define the nature of exceptionality..
It 1s possible to observe that ir, idfa specific ;chool~aroa,
the‘pafents do not wish to see fheir children in the llﬂ?
classroom with a mo?tally retarded chilM, ﬁhoy gonoéate a
condition of sociai exclusion and reinforce the label aalicncd
to the exceptional student. A possible reaction of the lpccial
education system will be to adapt its services to such external
pressures. As a result of a‘chango in the cultural settings, |
the inner relationship between the' somponents of thofayoeon
can be transformed. New t;adhin, functions could bde 1atr6-
ducod or a change in groupzn. hadits could follow gpIh a change
in the environment. CTborororo. the l’lt'llc lnalytil or

.
b
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" ‘special 'Qduoabi‘on tends to see it as an opot'\ sysgem rather
than a closed system, one which is o.onl'ldo.nd to be in °
interaction with the onvifomgnt rather th.n‘ 1.01”06. rron‘
1t. The trqnuotibﬁ pt:QOO;I bptween. the systes and 1te’
environment will be .uor'o fully d;lounoa in terms of ut.n.b-’

lishing the nature of such relationships in the next chapter.
Boundaries .

’ The boundaries determine inclusion of elements in ~

. N\
and exclusion of olo‘ont; from l.. system. They cu'x b?' cong.oivod
as a l1ine or area which determines the frontier between the *
system and its environment. It is poo.ubh to uubiioh the )
limite giv;n to the system by delimiting 1ite -bound.u'iu. ‘l‘{a‘h u‘
part of the identification or description of 'tho lnt'cl. since ’

- ‘ -

it differentiates it from other systems. ", v

If for example the definition of special nduca.t'ion
. is based on the study by Reynolds and Balow (19’72) in their
work on "instructional systems”, as presented in Chapter II, ’
(p. 37).then the term "instructional-systea” refers to
"integrated sets of procedures, éurncuu, M viu'-'cme
may be used to achieve certain llj_o:fu ;om-'.qah with |
chilaren”. If human elements are added to this version, ¥
"special 7oducqt£§n system"” bochco; an m« term covering'
all qp'cho'iticd forme of instruetion thet mn: eanmot

be offered dy umczojuq'rcmlw classroen fuohon. $11 she
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elemsﬁgg\zﬁd processes devoted to such a goal will thefs fall

within the bgaﬁiaries of the system of special education.
Also, this definition has the characteristic of differentiating

special and regular education by specifying the nature of the

“ . ’
task to be performed in speciaLEQQucation.
! ~

-

Environment s -

9

Hall and Fagen (1956, p. 20) define this concept as

_ "the set of all obfects a\gé;:fe in whose attributes affects-

‘tHe system and algo thpse dvjeces whose attr%butes are changed
'b& the behaviar of.the sy;tem"; The elements that fall within
the environﬁent are not §pec1r1ca1fy related to the task of
the system but neverthe}sgs have a bearing on 1¢t. |

Special education can be viewed as having an en- '
vironment as large as the society in which it is embedded. It
can be defined as a subsystém of’é regular or total educat{pn
_sxstem, and therefore 1its enVironment is the same as that~qf
the educ?tion system. Since edutation can be defined as a
social Thstitution, on®—cen think of it as a soclally legit-
imated process (Fichter, 1966). The interaction with the
socletal environment, even 1f the society is a vague and large
entity,,éan be specified. Fortinstance, in the discussion on_
the cultural bias in definitions of exceptionality, it was

possible td identify interaction between internal elements

and societal factors as a transaction between the system and

L
. |
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its_environment.
4

L S 0 ' :
Subsxstem

A 3ubsystem 1s a set of elements or a functional
component of a larger system which fulfils the conditions of.
a system in itself, but which also plays a specialized role
in the operation of the larger system. Speciél education is
a speclalized part of the educational system. It should not
be conceived as a separate system from regular education,

. 4
but as integriﬁed in ;he‘eeueatiOnal System as a subsystem
of a specialized set of elements devoted to the goal of the

‘global system. Special education 1is characterized by a

different perspective rather than a separate perspective,

Integration

Integration refers to actual mechanisms and ofgan-
-izetional principles which hold a system tegether whereas
wholeness i1s a general measurement of internal interdepend-
ence. (Young, 1964). This property is applied to both special
education and to the total educatieﬁ*system. People are ~
integrated into the system because of the functional inter-
dependence of the roles’they play. Because the requirements
of different roles are interrelated, people who perform them
are bound together and, as a result, the system achieves a

degree of integration. The Reynolds and Balow (1972) study of

-~
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"instructional systems" could be used to’ show the relation
between speclal education components. Integration in a ’
system view of special education could be degcribed as the P
interdependence and organization of\"instructional systems".
Integration 1is analogous to participation of the components

in organiz;a patterns of goal achievement in the system. All

the elements with diversiried role; devoted to instructional
tasks are integrated In the system. The concept of integfation
in thé system frameworﬁ has a different definition than it has
when used in special education. This different perspective

on integration brings new insights. to the nature of partici-

pation and will be discussed in the next chapter of this study.

Differentiation . \

Ditferentiation‘rerers to the dis tivenéss or

distinéuishability of the components of a system. When

diversified roles are defined in the system a differentiation
process takes.place; new functions are defined and new roles

are established. According to Hall and Fagen (1956), who

prefer to use the concept of progressive
wad

the concept of differentiation, there

gregation to clarify
e two kinds of pro-

gressive segregation.

1. The first kind corresponds to a separation of
s : [

some elements from others and the growth of an independent

function. If a new element is totally independent from other
/\
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elements, then it is not a part of the system, and the process -

.

leads to the decay of the system.
' *

2. The second kind of proéreasive'sesregatiﬁn
corresponds to growth, n?he system changes by 1ncre§§1ng the’
number of divisions which leads to differentiation of functions.
This proc;ss can be simultaneous with progressive systematiz-

ation wbich is eéquivalent to 1n§egration. ‘

Progressive systematization for Hall and Pagen

i

. >

... may consist of strengthening the pre-
existing relations among the parts, the develop-
ment of relations among parts previously un-
related, the gradual addition of parts and re-

tions to a system, or some combination of these
changes. (Hall and Fagen, 1956).

In any system there are degrees or levels of both integration

and differentiation (Young, 1964).

Interdependence and independence

These concepfs are associated with the.relationship
‘between the componenfs of the system. This relationship may
be‘analyfed in té& of dekroea on a continuum whoag poles
are complete 1 depepdcncc and total»intordepondcnce. In- .
dependencé refers to parts that are unrelated while inter-
dependeq?e accounts for the reciprocal effect of change.
There is interdependence when a change or changes in one. or

more parta of ﬁhe-sjstcn noticcaﬁiy affect the system as a

M
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whoib, or affeét some ot.it# parts in more or less complex
ways (Younmg, 1964). According to Hall and Fagen (}956), 15
there 1s interdependence in a S&stem,_the system will behave
as a whole or coherently. Also, if thefe‘;s a set of pa;ts
that are completely unrelated, the variation in the set 1is .
the physical sum of the variations of the parts. Such
phenopena are pregented to 1llustrate 1n&;pendence‘o} physical
admlzz:vity. Wholeness and summativity as.related to 1nfer-~
dependence and independence\are‘crucial concepts for the’

description of a system.

The use of differentiated "instructional syatems;
as the base of ‘special educatign requires a high lewel of
1nterdepend¢nce within the totgl education system. As has
been indicated, the establishment of diversified (d1rferent1ated)
types of 1nstrpctional processes necessitates strong system-
atization. If only one type of 1n$tructional process exists;
only a simple organizatioh is required. Implehenting Qpecial
éducation through a wide range of learning opportunities
require?\a larger\degfee of dirrerent%Ption of components and .

\ ‘ )

highly diversified roles or functions. Cohesiveness in such

a system can be achieved by rostéring the 1nterdobcndcnce of

T

these functions or by their systematization. -
n ) ) ) ) ) ’
Interaction °

[ v,

<:» According to Young (1964) iAteraction is a mutually
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effective action involving two or more systems of the stm;\BF/
of different orders. The fnteraction concept 1s at the center
of all 1nterdependent'relatibnships. ’System components are not
only 1nv§1ved in action; but as a result of the cohesiveness
of the syséem theyvintgra;t or are mutually affected by such

L 8
actions. c

.

7
One of the intended outcomes of the ideological
classification of Chapter II was the poolibli-;ehiovonnnt‘or
a conscioggness of the impact bf i1deologies.on acticn. In

other words, this is the awareness of the interdqpendenco of .
the components included in a specific ideology. Por instance,
the categorical approach éould‘be declared té be incongruwent
with an ideology of preventiop,,because the types of stereo-
typed practices 1mplied'by labeled oitegories affect directly
the development of exceptionalitiea. The pattern of'ipter- L
action between studenté and teachers 1is inscribed in the
categories so that.self-r?alizétion 1s 1limited to several

~expectations and a high level of exceptionality tends to be

perpetuated.

Centralization
.o , A
A centralized system is one in which one element or -
- o _ o
subsystem plays a major or dominant role in the operation of

the systemf, (Hall and Pagen, 1956). A lllil change in the ~



leading paft will t@gn be reflected th‘oushout the total
systpm; The leading\part is most often 1nv¢1vod in the control
of ‘the sy;tdm. A change in one Pinltructioﬁal system” as a
functional subsystem can happep withogg'a{foccing other
"instructional systems", but a change in the supervision.com-
‘ponepta or ‘control subsyﬁtem can‘aftect several, 1if not ;11.
components. This suggests that "instructional systems" as in
the Reynolds and Balow (1972) point of view are not to be
centralized dut rtﬁpef decentralized in the system's

funqtiongl 3ubsyst;ms even'%hough centra}ized control 1is
needed in order to articulate th? 1nterd‘50ndence of all
subsystems.q There is -also another definition to be given to

- the concept of centralization in special and regular educativn,
namely, the relation between a collective nature of learning
perspective and the centralization of teachihg. The model of

special education ‘that will be developed should emplhiasize a
decentralization of the teaching function and sﬁould be open n
to other eeacping agents besides considering only the teachers;
therefore, it is possible to think of centralizafion of teach-

ing as another application of this system concept.

Th;ro is a reverse condition of contraliigtlon which
is decentraligzation. This concept'rtt;rg to the di;gribution‘
of cohtroi‘lgong the components. The centralisation-
decentralization of‘control will be referred to in the next
chapter_ as one chtracto;igtic of the oftort to iqtosrato

~ special edusation with regular edusation.
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EQuifinality | .

.

Von Bertalanffy defines this concept by suggesting
that "The same final state may be reached from different

1n1tt}l conditions and in .different ways." (Von Bertalaaffy,

”1956, p. 4). If grossly applied to edpcatibnal processes, this

concept opens a very broad perspective of potential action.

Different initial conditions could refer to th; diversified

" nature of individuals and different ways to alternative

"instructional systems". The concept suggests that it would
be possible to achie#g a commoﬁ@goal, from dittqrent}indi-
vidual conditions and by.different ways. If this goal is the
seit-realization of the person, then how individudlized shauld
become the process of educatipn? This is alconcepb'that-tends
to call for the individualization of instruction. Further-

more., it emphasizes the importance of diveryiried 1ife ex-

perience in the process of grdwth fo: the individual. Prom

.another perspective, the concept of equifinality tends also

to question the labeling of exceptionality. Equifinality as
prevalent in.thc interaction putﬂsrn of a system should
eipand the boundary of normality thus limiting ‘marginality -
to highly non-;dabtcd behavior ér actions. In the school
such an approach to 1nd;vidua11zation could limit the |
pro@aionc;'or excdeptionality by recognizing s dirgirontiation
of thq‘conpononfl, uhii{ their 1ntc¢rqt16n is assumed by the
norigiization and.ligitinizatioﬁvor different learning

experiences. )
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REGULATION AND MAINTENANCE

Stability

‘"A aystem is stable with rcspect to certain or lts
variables if these variables tend to remain ‘1cn}n defined
limits - a system may be stable in aoma‘p%ipects and unstable
in others/" (Hall and Pagen, 195§, p. 23). The éoncept of
stabillty has to be understood in relation to changes that
may occur in a;pystem. If a change 1s affected in the (i?g;m
and most of 1its components.tend to be unarreggfd, the components
are highlx independent; this can be a factor affecting stabil-
ity. Whendthe components are indepgndent, the system is one.

where few changes occur, or whehﬁ changes affect the elements

in a very limited way.

-

Stability in education as far as special egucation
is concerned c;uld be one result of segregation as defined
in special edupag}on. If, for instance, regular clasaroqm
learning environments are defined as stable units with high
academic achievement, then th; system may include.in these
classroom gnits only the students that are capable of keeping
the academic achievement at a respectable level. The students
grouped in a regular claaséoon ton& to be good achievers. .Thq
stability drive then creates a d§nand for & "special envirch-

*mont" for non-achievers. A system built on such pcrcoptlonn

tendn to identify oxcoptional children as a thr'nt to the

<
-
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stability bf its subsystems or classrooms. This factor could
partially explain the chativo reaction of most regular
classroom teachers to the placement of exceptional children

in their cla:,qoon. The concept discussed above relates to
o ]

stable means and stable levels of goal achievement. This

point will be further discussed in the next chapter of this

report.

This concept refigrs to the tende?gy of a system to.
move back toward a given poipt (equiliﬁr;um'point) after being
disturbed by forces external to the system. It can also de
seen as a state of rest caused_b;'nhe 1nteriction of opposing
forces (Young, 196;3. The equilidrium can be stable or un-
stable depending o&’the system adaptation to chanses; but
if system stability refers to the rest cauacq by the inter-
action of opposigg forces it could bg the cause of d&cay or
of ;;struction of the system. Por Bertalanffy (1968) a
system that grows can be'théught of ;t_ngintaininc a state

of disequilibdrium. z

[ 4
a y

The presence of so-called ixcoptiénal children in
" a regular classroom can be a source of disequilibrium for the

system and as such may be beneficial. Disequilibrium calls

-

for adaptive behavior and can define new states and change the

o
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, .
rate of progress toward goal achievement; therefore, wducators

should be interested in both disequilibrium and equilidrium,
\ . .

because the disequilibrium can lead to sither system growth

or system decay. ' .

Feedbaok

Por Hall gnd Pagen (1956) a feedback mechanism
implies that some of the outputs or bcﬁaviors are fhd back
into the input t'o arfhot succeeding ?utputn. Por Kantor and . '
Lehr, the roodback concept is a key concept in systems

thinking.

-

System theory asserts that complexly orgihizod,
open, and adaptive information - processing systems
are purposive and goal seeking unlike their counter-
parts, the mechanical systems. The basic principle
underlying such purposive or goal-~-seeking activity
ii'rgedback, 8 process by which a system infofms
its component parts how to relate to one another
and to the external environment im order to faci-
litate the correct or beneficisl é¢xecution of certain
system functions. (Kantor and Lehr, 1975, p. 12).

A
'According to Deutsch (19513 p. 198) +. "in the world of

equiliSfaum theiry, there is no gﬁgﬂfh, no évolf;:on, no

sudden changes, no efficient prediction of the consequences

of '(?xhtion' 'over time'." Por Buckley (1967, p. 56) on

the other han&;i;!.odbaok‘thodry,-donl not push 'frisction’

into ‘the back;;gtid, but can deal spioirigally‘with the ’lag' °

and 'gain’' bdetween impinging events."™ HNe also adds thgt

i

S !
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««+ feeddback-controlled systems are referred
to as goal-directed, and not merely gosl-oriented,
since it is the deviations from the goal-state
itself that direct the dbehavior of the system,
rather than some predetermined internal mechanism
that aims blindly. (Buckley, 1967, p. 53). :

If the iﬁéorclt in disequilibrium 1is expressed in
terms of feedback, then the ayston is goal-dir'cto;.‘ s such,
the cducaéion system should be oriented to adaptive actions
based on ‘feedback-determined adjustments. This implies that
within the system, the 1n£orost should not bde in ipo devotion
of ﬁhe components to the goal, but to the adaptation of their
action to the goal by use of constant monitoring devices.
Therefore, such a system tends ;o facilitate and prescribe
functional adaptation or adjuatment in order to maintain .
goal-direction, and achievement. 1In this way the system can

be seén as open to changes.

A

Control J

-

Control is defined as "means wheredby courses are -
chosen and kept so as to reach goals" (Vickers, 1957, p. ).
In the disdhllion on goal;directod systems, the response to
extermal pressures could be seen as a pattoén of adjusting
the means of process to attain better goal achievement.
Control can be seen as of two types: cot}vo type aqd ;eactivc

type. The active type of control 1s related to the

1: . ,
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establishment of means or the predetermination of courloJ of
action. The reactive type is related to feeddback chhanilms
and corresponds to adaptation of means as a response to the
information brought by the feedback of output, which
influences the input of the system. In a system, active
control is related to the nature of the goals and of the
relationship among the é;npononta for the achievement of the
goals. It can be established directly by the system; there-
roro.‘both active and reactive control are 1ﬁvolvod in

directiné a course of action.

c

Control i1s, in itself, a process that can be located
q

differently from one system to another. There are some
systems with centralized control and others with decentralized

control.
L\

If control in special education is highly cen%ralized

at the state or provinclial le;el, there probably will be a
high level of interdependence among the components of the
system. All local subsystems will be directly dependent on
the central agency for goal-directed control as a result of
the imposition of rcgulttioni: If goals are established in a
" more locally-determined pattern, then dccoq;ruiizod control
can be achieved. For instande, if education and.self-

realization of the individual are seen as relevant to local

éultural patterns, then ‘Gdil ought to .be established locally,

110



even if many elements are shared among all districts.

Pollowing such patterns, a perspective on loc}al impact of

the school can be defined. If education ig concerned with

the social participation of individuals and more lpiqlrictilm
participation of exceptional individuals, local means of
participation ought to be defined. Thqroforo society, the
group chosen as delivering or .rfocfing the 1nt0¢rlt1;n..
should be the source of regulations. Othc;;ici centralised -

control will have to be differentiated in many situations to

be coherent and to match local ndodn.

Control can be 1dentified as a translation process
and an integrative device. Through control the system
tranalatos all types of internal and external information in
ﬁerms of goal-directed behavior and integrates these behaviors

I

in the fTunctional organization of its components.

DYNAMICS AND CHANGE

Adaptation

Hall and Pagen (1956, p. 23) have do}inod adaptation
as the "property of systems to react to their enviromment in
a4 way that is favorable, in lo-i l.ﬂlt; to the céntinuod
operatiom of the system". Related to ‘the concept of otnbility,
adaptive behavior’ tends to keep the Jb;ic- within ccrﬁaid
limits. A ay;ton“can adapt itself to external (environmental)

.,
stimuli within a(g.rtain lim3t of change. To come bask to the o °
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.1’scussion on stabllity éoﬁcerning special education, teachers‘
in regular classrooms might have established, as an adaptive ‘
beh&vior; the ?rgcess—of 1dent1fyipg_exceptiona1 learners in
their groups in order to send them to sp;c;al education. 1If
parental pressure for good academic-achievement is seen ag
an_enY}ponmental pressure, then adaptation for such teachers

is to organiie'their teachiﬁg within some conditions that
result in high achievement. Such an orgahfzation might

exclude exce;gional children from the regular classroom. This
adaptation pattern 1s within the limits of the‘teacher role.
But 1f'the adaptation f¢ such pressure’wouid‘be to try to
change the aca&emic achievement goal to self-realization

goals, then teachers may not be easily 1involved, since such a-
proécss»of attitude change probably is out of their reach.

This second type of adaptation would affect greatly the

stability of the system while the first type preserxgs stabllityy-

At another ievel, in the French classigibation of
exceptional children the term "inadapté" has been and is
currently used. Writers”such as Giroux (1970), B&langer (1970),
-and Hébert (1972), haVe.pointed out the danger in special
education of focusipg on "1nad:ptation" r;ther than on
adaptation. It appears that ?1gadaptltion" refers to the
aggregate term for disibilitiet*sﬁch as identified in d4iffer-

ent categories of "enfants inadaptés” (exceptional children).
>

<
—
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Adaptation calls for more than a description of conditions of
exceptlionality; it calls for a process of growth based on

transaction between the individual and his environment.

For Mechanic (1975), it has become commonplace to
Eonsider the potentialities for adaptation in terms of the
fit between person and environment. On this basis, adaptation
is a property that can be attributedlto all elements of thé
system.  In special education, adaptation c;n be a central
concept when the purptge is to prevent exceptionalities and
to facilitate integration. Adaptation is then a reciprocal
process affecting both the individual and the ‘environment .
This discussion i1llustrates the importance of ideologies in
the adaptive process of special education. On one hand,
adherents of the iﬂstruétional school (uéuglly evaluated in
terms of academic achievement) bring pressure dh the educa- {)
tion system for a competitive, ﬁigh achievement process, while
on the other hand, adherents of the self-realization school
ask for a cooperative human development process. Special
education can be adaptive to one or the other type of pressure
but not to both at the same time. To attempt adaptation to
both types of pressures could resulf in a fallacy such as
attempts to eptablish equality of oRportunity in a system of
education based on categories of 1earncr§ with ita well known

exclusion pattern.

>
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If the concept of adaptation is used at the levels

of both external and internal stimulation, then tﬁe system
could be more adaptive to the real and varying characteristics
of exceptional children while reacting to external ideological
stimulations. In 1its broader impact, this property brings
the system to the task of controlling; 6 some extent, its
environment. Such jan interaction‘of interrnel\and éxternal

\

stability should pe deeply embedded in the systemic yiew of

edutation or else schools could be seen as only respondipg to

the wishes of society. As pointed out in the beginning of

this chapter, the educational system and speclal education
&

should be adaptive to both the social demand and the individ-

ual resourcge.

Learning

-

This concept 1s very close to the concept of
adaptation and can be seen as one of its products. Learniéé
can also be viewed\as the elaboration of different types of
relationships or ;omponents in the 5rocess of goal achievement
and as an adaptive reaction to sti;ulation and change.
Learning oecurs when a system has 1ntezrntld its adaptive
reactiong into 1its organized modes of action according to_

specific Stimulation.

In some way, the evolutjon of special odncag;on can

be seen as an example of a learning pnpcess. PFrom the first
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type of intervention to the recent trends, it has been marked
by attempts to evidence learning and reaction to these, -
attempts. Different types of services have been 1mp1emented
as a result of the external and interna¥ reactions, nee
approaches have been’established, and difrerent modes of agtion
have been learned and integrated in the system. This evolution‘
has followed a rapid movement but from the latest approaches,
such as instructional and social-psychological, a new type of
organization seems to arise. Ih fact, one can think of these
approaches as revolutionary when-contresti.g thenmy to the
current practice of special education. The ning aspect
’gf spec;al education as.a subsystem 1s seen in the larger
perspective of the total education system; therefore, the
Lreater the demand characteriZed by these approaches, tip great-
er ' the change disturbins the system and the greater should be
;he opportunities for system learning and adaptive ﬁggponne_-_
to be established in the system, .

Change o . )

As a ”disturbance affecting the structure and/or
proggss of a system" (Young, 1964, p. 78), a change can be
.8een in relatién to time. PFrom a specitic change which
affects a ptate of interaction (1n£erne1 eﬁd externhl); a
new ataée can become a source of disturbance. A lysteiiia
adaptive to changes in its euvirohnent or in its own structure

0

or process. Therefore, change can be applied to external and

N




internal stimulation as seen in the discussidn on adaptation,
but changes are reYdted to a disturbanc? in the state of such
structure or p}ocess. The new trends in special education

can bl seen as great changes affecting the system as discussed

earlier.b

Goal

’

A goal can be dgfihed.as "an operational'objective

which a'system seeks}to achieve or maximize" (Young, 1964, p.

s

78). A system is goal-directed 1n the sense that its proberties

tend to adJusg its action progressively toward maximization

of goai achievement. One of.the.problems that faces the
educational system 1s often related to the vagueness of its .
goals. As operational objectives, goals should be specific.
If educational goals,are 1dent1f1?d in terms of self-
realization of the individual, how operational can they be?

If special education aims at the happinéss of the exceptionalu
éhild (1n relation to a pessimistic view of the child's |

‘condition), how can it be implemented? The system components

most often find their legitimﬁgsflagkin terms of their goal- 3
¢ :

directed behavior. Then the more operational is the goal, the'
greater the tend;nc§ for security of the human components.
Acadbmic;géals are easier to articulate than self-realization
goals, Jjust like categorical special education approaches seenm

simple as compared to the social-psychological approach. ‘This

116
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“study attempts to set operational goals; that is, to identify.
~ .
some goals within a systemic framework, in order to establish.
the specificity of special education goals as these are -

integrated in the educational system.

DECLINE AND BREAKDOWN

Stresg

s

Any externally or 1nto}nnlly‘sonogated force or
process which threaéens a system's stability in one or more
respects 1s conceived as a stress.for the systbm. The ;ystcm's
adaptive properties react to styess. PFor Bertalanffy (1968),
stress {9 not orily a’danger to life which must be controlled
and neutralized by adaptive mechanisﬁs; it also may create a
higher form of life. It*?daptation is not merely a return to
equilibrium or pre-stress state, it naj{generaté learning S S
and a growth of the sygtem. The 1ntegrat¥Ln’in the system of -
ne! or already existing processes or components is a growth ,
phenomenon that tends to prepgre the system for more complex
modes of action. Therefore, stresses tan be seen a; factors
in the evolution of the system.

-

o

Disturbdance

-

According to Ydung (1964), the concept of disturbance
1s usually used to ’i;iror to external foroes which 1nf1uonc§ a

system. A change in the éenvironment can be a disturbance for
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the system. Disturbance will in fact move a system r;om one

state to another; they wiil provoke, because of the openness

of the tystem, a change in the systim’itselr. Just like

stress, disttrbapce can’ be a tictor in the evolution of the

system 1f it does not goneratc'an‘ovorload or excessive demands -
., on the system. Disturbance and stress differ in terms of

their impact on the systom. Aidilturb.nce can b0 seen &s e

change 'in the onvironnent that does not thrcaten the systenm's

- stability as much as stress dooa. Disturbances can occur in

an integrated way, that is, in felation to already existing
adaptifc processes of the syst Stress is related to non-

integrated environmental changes with some,orfect on the

ystem and a rather non-predicted pressure for change.

vegloed"

An overload is due to "the placing of quantitative
demands on the capacities of a systen which 1t cannot handle
(Young, 1964, p. 80) . System adaptation propcrties can
neutralize external ai-tu;bance or internal stress and return
thc-gyatem to its equilibrium state, or they can generate !
1cafnih‘ and a new state 6p the basis of aaaptation to luch‘.
forces. Thorororo; overload appears when a system canfiot

accept any more stresses to change.

Overload 1s not related to adaptation in thess terms.
If a system cannot adapt, then the chn;fﬁﬁii-hnl been too great.

»
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Overload as a concept is valuable in the weighting of external
change to which the system can adapt in order to prod1c£ the

degree of stress that a system can tolerate. Iﬂ the process

of innovation one ought to account Ior.such & possibdble reaction:

of a system. In the case of special education, the model to
be developed in this study ought to considcr\&ﬁ:lippact of
changes to occur in terms of the'adapq1ve capabilities of the

educational system.

P \

SPECIAL EDUCATION AS A SYSTEM

This chapter on system concepts was an attempt to
define in general terms the nafuro of ;yqtems properties. It
is assumed thgt these properties, as applied to special
education and education in general,‘give a different perspec-
tive on current issues to be faced in planning edué;tional

services for exceptional children.

Figure 6 represents graphically a summary of the
interaction of the different concepts discussed in this
<
chapter. It indicates that the system (double line) is goal-

directed, and the properties that it shows are tents

represented by dotted lines, aa‘;ho system moves

i <

from an initial state to another new state. Pt

or p

forces are 1doneiflod a8 the environmental factors

the system. An open system is in 1nto:action with its
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environment (connection A) and changes in the environment
constitute disturbances for the system (connection B). The
system presents different chqrtctoriafia:j stabilfvy,
centralisation, decentralization, dependence or inter-
dependence of the components, integration, d;rtonontiation.
equi;ibrium,'control and 1ntcractioh. The system gas some
boundaries and is composed of aubsysﬁoma. Internal stress

<

can affect the system; system dynamics leads to properties

. or conditions of disequilibrium, adaptation, learning, new
state and overload (connection C). Finally, feeddback
mechanisms are 1ndicators of the impact of changes (connection

D) in the system or in the environment.

As applied to special education, the systems frame-
work can briqg valuable 1n;1ghta. A model of special education
could be developed considering apecigl education under the
prescripéiona of a systegic conceptual framewqfk. Th;ieforo_
special education should be studied as a set of relationships
or institutionalized roles (student - toach;r - principal -
parents) is an gg!g_glig!;. It has to be considered as having
system properties, but also as bcingia Subsystem of the
cducatiénal system. The boundariss of special education follow .
fa "cross ntructurgl pattern”, in that all special education
functions gggg;g_ggjspﬁqad out in the entire structure of the
educational .fotdn.' Special education as & sub-set of the

"instructionsl system” (The Reynolds and Balow oomcept) should
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be found at every ptructural 1ov;1 of the system as a
functional component at those levels. Therefore, this view
is very different from special education as a lt?ucturll
subsystem such as defined in the previously described
organizational.npproachos. Special education as a t.ona
subsystem 1s spread out in different structural subsystems; /
therefore, the environment of special céucation is the same
as that of the general educational system and the onvironﬁ
-ontfi ertnlnction‘proooulcs~would be the aap:’)br both
general and special iducation. The integration of special
education as functional components will contributé to tgo
cohesiveness of the system. If cohesiveness 1s seen in terms
of 1n€ernal interdependence of the components, then all.
elements will be appropriately.doscribod as educative
elements, and the educational system will not discriminate
amoﬁg its components bdut wi}l integrate all of them in the
process of goal-achievement{ Ip this goal-directed process
differentiation of compon;nt: in terms of functional entities
(instructional system) would facilitate the participation of
all elon‘nts, therefore opening the icgular'oducatian proceas
to ciooption&l children. A high:lewel of 13;3;3;2135;.;&.
could exist between functional co-pononin'(1nq;ruct§§ni1 |
system). Such an interdependence could be established on the ‘

basis of the interagtion of funotjonal components for the

dovoloﬁa.ntai\procato that 1is taking place at the individusdl

level in the system. !hig,1ut¢r.¢t10n,cou1d.focuo on

*
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\
individualized determiners of action, that is to say thaf
the functions to be performed will be determined by the indi-
vidual's needs and abilities. Dgcgntrgl&zgt;og of the roles
could provide the basis fo} 1ntcrdop)ndonco, differentiation
and interaction in the oduéational syatcm.. Indiﬁidualizod
education could be based on the principle of equifinality

.

ﬁhus making relative to the individual the ways and conditions
prevailing in the developmental brocesn. A placglc;uld exist,'
’in the system, to satisfy every type of dovolopi;ntll need,
therefore expanding the actual stability of theocducational
system. Spociaﬂ individual or exseptional children will not
constitute a daﬁger to the stability §f the system but coulgd

be seen'aﬁ generators of poaitive diseguilibriun calling for
adaptive behavior or adjustment of educational actions. This he
adaptation praccsn should 6; the byse of the educatiég;l

' system's growth, 1ts openness aﬂ; capacity to deal with
differentiated types of individual developmeht and learning.

The system then could be rosponaivt/po_intﬁrnal as well as to
external changes due to its expanded limits of stability; e
learning could occur at a greater rate. The system components
themselves will be 1nVo1vad in a growth process due to this
proponlity of the system to learn. Highly stablo systems with
disoquilibriun avoidan.o and low 1oarn1n¢ will affect no;ntivoly
tho growth of 1its calpoannzl. Ineo.r.tion of special education y-

1n the educationsl system can thon bo seen an . r.cilitator of
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growth for all components. Such a growth process could bring
cohesiveness in individual and .system goals since at all levels
/

the goals may be established in terms of self-realization.

N - Chapter IV will coﬁatitute'an integration of the
system conceptual framqvgfk and special education concepts.
Spch a conception and the ‘discussion of its nsture, will
define the olom;nta of a syatgm conceptual model of special

education,



Chapt IV
Q apter

SYSTEM CONCEPTS AND A NEW APPROACH N
v TO SPECIAL EDUCATION: THE MODEL )

In the second chapter of this study, a classification
of approaches to the organization of special education were
developed. In the following chapter, systems concepts noro
reviewed, dc?inod and illustrutcd by specifying several ap-
plications ;o special oducation. This fourth chapter will be
concerned with the integration of thé work of the two preceding
chapters in what can be described as a systemic conceptual
model of special education adminiltrttioar The emphasis 1is
placed on system properties to give direction to ths type of
relationships which, when established, will allow €h0 adoption
of a prevention 1dcolosy.and lead to integration of lpicial

b" education processes within regular education ‘processes. In

this chaptgy,/ the conceptual premises of the model will be

presented. . | -

An adliniut;;ttvo model or opocial odncatzou can be
eho?ght of in tor- of or'anisationnl ttrncocios, 1‘00:1:103
from systems ;hoory. Therefore, m task of tua rmn,
chaptor is to o-tnblioh clearly tho eoac-ptnnl fremework uhicb

o’ .

o ‘\ o ™ o .
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N o - - . .
allows the establishment#of such a strategy. The approach to,

4

the organization of special education that .will be described
in the chapter is based on a set of assumptions that are
derived from several special education approaches and from

system logic. These aéiﬁqptions afe as f&ilpws:

. R !
~

1. Education aims at facilitating the development

of resouroes'in the individual in,ofder to help him to fespond

to external demands. .

-~

e ...
2. Education is an interacting system of elemenfé

seeking personal growth.

3. Educational practices are based on'the competence
- _

.of the person rather than\pn his deficiencles.
4 ¢ . .

L. Education is based on cooperative and collective

>

s . ~
approaches to learning and self-realization. Therefore,&}t

-

does not enhgnce strict competitive academic achievement norms

but individualized developmental values.
' A N e

5. Education is p:rt of a wide Qariety of social

services aiming at the development of the individual.

6. Special education is a normal component of the

education sySRen.

7. Parents also have needs which the public school

\ ' .
system has a responsibility to dl:l‘yith.‘

)



Vi
[

~implications and integrated‘in & comprehensive derinition of
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' 8. Children have similar needs, and they develop
similarly. The pProblems that handicapped children have, like

all children, must be dealt with on an individual needs basis.

R

9. Exceptionality 1s a temporary mismatch between
individual realities and social demands and is due to the

interaction of a wide variety of Variables.
r 3

10. Exceptional children, like all children‘vill‘
achieve a better development in interacting with other children

different from them.
¢

" -. These as§umptioés are presented as being facilitators .
of special education services that are hypothesized to result
in better practices than provided by the éurrent services. - A
As such, they can be seen as underlying conditions to be met

in order to implement the Systemic approach with which this

study 1is concerned. These assumptions as they are presented,

constitute a set of basic principles of the new approach.

They still have to be examined in terms of their practical

special education: This task will begin with the establish-
ment of a view of man that will emphasize a q;volopﬁontal
process and define the nature of exceptionality. Then,J;he
nature of educational goals and of the place of special
education will be examifed. A later part will define the 5

functional attributes of the edudational system components.
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Finally, system process will be defined and practical means

of organization identified.
’ ®

This chépt;r i1s divided into three major sections.

R

‘..

First, the nature of man is discuased under a systemic per-
spective, this part of the chapter is-devote& to-the assump-
tion that any educational practice 1s governed by a view of |
man. Therefore the conceptual model of special education is
also related gé a specific view of man and this conéeption is
develop;d in this section."A definition of exceptionality 1is
also derived from this discussion. Secondly, a discussion on
educational goals 1s presented. Since systems are goal |
oriented, 1t appeurs of significance to develop this theme.
- 4
Thirdly, a review of spgcified specfal education tuncﬁionil
component roles is made in order to organize some of the
pPrinciples of the two precedtng sections into a set of
practical means of organizing thé sbiciil education delivery )
system. o. : : - R
— '
| .
. | THE NATURE OF MAN

The open system man ’ . . ' _

According to Thouplon 11970) evJ’youc uses .Gll
"model" or mén, or porhapl sovcrnl mbddels or'lin " Whether
they A!‘t explipit” or not. man does m- proctatiom about

hov -othora wul bohan towu'u him or hcv otbon will respond

-'f_ .4.- -. .
% R - ) . (4

< o . . . e

’
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to something he does. The view of others also determines one's

own mode of action; therefore suéh a modg}, in some ways,
determines one's selr-percéption. In an attempt to discrim-
inate among several models, Thompsonfh?s identified three
basic models of man. One rests on the assumption that man is

governed primarily bj'conrlict, and another approaches man as

machine; the third 1s more recent and perhaps less well
defined but can be labeled as an open-system approach to man.

The conflict models of man have generally peeh assoclated

».

with clinical psycnolagy and in fact dom;nated the medical
and categorical ‘pproaches in special education. gpe séqond
borrows 1its mechanistic nature from the gtimulus-response
psychology or the behavioral school. Normalization.and

instructional approﬁgéhes in special ‘ation have been marked

hdRN

by such a view of man. Thg};hlrd model of man, the open-
systenm, is/characterized by a transactional view of man. The
focus 1s shifted from mag as ; paasive'aéent,‘who reacts to .
stimull to man as an active agent. Thompson defines this

third model in these terms: N

- —_

The open-system strategy thus views man as
purposive, as interdependent with the physical ? -
‘and social environment as he pursues his goals. '
This requires not only that man develop mental
. g processing capabilities - for thinking, decid-.
" ing and so on - but alse that he acquire infor-
mation and beliefs which allow him to "know" the
persons and things in his omm and to cope
with them. (Thomgson, 1970. p. 13).

s

¥
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Thompson goes further and identifies four.dimensions
of man which permit him to be flexible, adaptive, and realis-
tic in an unknown.rﬁture. There is a goal dimension 6y which
man grows, develops, or wor;s ror'goals that are his Aspira-
tio;;, ampitions, or targets. Man's actions are purpoiive;
they are goal-directéd. Néxt there is a means dimension -
which relates to the modes or ways used to strive for the .
goals. These means are based on skills, know-how or gbilities
that man acquigza t@roughout his development. .Acquiaition or
developmen; of ;ental processing capabilities for thinking,
deciding and feeling are part of the inherent abilities that

facilitate the selection of appropriate means to the goals.

Thirdly, there is a reality dimension related to an undar-

standing of the environment. Goals and means give man some-

4
Ehing'to work for and tools for doing so; but which goals are

A .
available at a particular time and which means are dppropriate

in a particular plaée remain to be determined. This dimension

1s directly related to the interdependence of the individual

and his environment in the goal achievement process. Reality g
aspects lie in the‘capability of man to ;;nlp in the environ-

ment the facilitators of his self-realizationd PFinally, there

is the normative dimension which 1s the guide or the regulator ?

Of man's behavior. The guides are then norms that contral the

action. These norms aﬁb based on the values to de found in
the culture of the specific enviromment whcru‘th. purpbllvo

action takes plaoce.
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In"Rigure 7, a hierarchy is developed based on

Thompson's dimensions. ' This bipolar Merarchy shows the
nature of the elements that facilitate the development 9r
each dimension. If the developmont‘3f-tho person is seen as

' the acquisition of these four qualities or_dinodtioha. then
the acézzﬁ of any‘growth agent (education agents) lu:k be
designed to shfpo the content of those four dimensions in the
child. In Pigure 7, an attempt 1s made to polarize these
dihcnsions from richness in information and richness in
energy. This bipolarity refers to some extenf; to the content
of the dimensions. The goaldimension 1s in the individudl

at the beginning of all action; 1t is thought to be riech in
energy. Organic elemeﬁté are involved in the individual
establishment of goals, since personal needs are‘at this . °
. state the basio for goals 1dent1rication. Information at

this stdge 1s often very low, since man is not alvays avtre

of the specific needs he tends to satisfy; it 18 more of ai;””’,—

fnternal drive nature.

he |

Enor;y refers to the biological compon

physiological organization given at birth as functional
premises of all action. The fi;st goal in the life of i
person can be of an instinctual nature. Th; diversification
of the organism's funotions w111 ;canrato lnro oopuitticqtod
needs and goals following a pattern of n.turlt;on. | |




Pigure 7

'ﬁ‘

Enorgy and Information Charaocoriatics of

Dimension of Han

Thompson's
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Goal

Mean;'

Reality
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Normative
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Bipolar hierarchy
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The means dimensions cen be thought of ;s.eho begin-
‘'ning of search about modes of action that lead to need sate-
-raction. This search is buscd_on energetic elements related

to tho'ind!vidual!s capac1t1ol and also information as to fhe
available external olencntl. The knowlodgo of the oxogonoul
tacilitators of need satisfaction is baseéd on information

&bout modes of satisfaction 88 given by one's oxporionco with

environmental interaction.

Thirdly, there is the reality dimension ﬁhich 19
‘more heavily loaded with information as compared to energy. .
The degree of realism of ?he mehns, which are ways of goal ’
achievement, is based on information to be gathered from the
environment, related to the learning of means already inscribed
in the environment. In thil's;nse, the reality dimonaion can
be seen as more externally and information oriented when com-

pared to the first level ©f the goal dimension, which 1s

almost totally internally and energetic oriented.

v
‘Finally, the nornativn dinonsion is based on man's
~ 7
possibility- for gathering information on the nature and types

of values that are appro‘pd in his enviromment. Such infor-

mation then allows an adjustment of means and allows review

of their realism in concordance with prevalent values.

+ This hiortrchy can be illultvltod by the ‘simple
- on-pu of the. mu m m.- eo um . uum'- attentien

Carn
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to his work. PFrom a need for self-respect, which is energetic
in the sense that it calls for several mental capacities such
as thinking, the child being goal;oriontod, identifies
specific means. He decides to ask, verbally 4nd loudly, for
ﬁhc teacher to coma.ﬁo his desk and 1look at what he has pro-
ducod.;‘This means refers to energetic factors (physiological
or biological) and also to informative factors (it is a way
to be perceived by others). Realism then refers to ;ho
Judgment made by the child bn the efricacy of such a means
based on the observatid\ that it has previously worked wéll.
Pinally, the child learns that the rule in this class for
such a situation is to raise the hand for the teacher's
attention. The normative dimension then, is based on infor-
mation about the rules that prevail; in this sense it is
highly based on information. This behavior will be changed

to hand raising if the normative dimension is developed.

This very simple example is 11lustrative of the - - o

o

tyﬁ: of action to be taken- by educatogg/in/ofﬁz;/to develop

the content of this dimension in the individual. The shaping

’

of opon-cy:tcn man dimensions should discriminate between

N
‘energetic and 1nrornnt1v. content nn% assure that they are

hiorarchically pro-ontod. Purther analysil hlo to be -dc ‘
of such content in order to understand more deeply the naturo

of the task. M

134,
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A

The open-system man model is not only a model of
human doéglopnnnt, it 1s a constant definition of man's
action from birth to death. It'in & process that man:. is
subJe;t to throughout ?’p entire life; everyone is involved in
a growth process, every day of his l}ro. All men, as open-
systems, uevelob the qualities or capacities to interact with
their environment while achieving so;r-actualitltion. Self-

realization and self-actualisation are treated in this study

. as synonymous. They refer to the development of capacities

_
and to the acquisitiop of 1nrorg&ti3n for personal ngeds

satiiraction.

A_systemic view of needs ".

The emphasis in this study was on educational
purposes. Nevertbeicss, for such phrpqsea, an overview of
human development pattcinsvan&.the significance of needs 1is
useful and leads ; translation of such viovliinto learning-
teaching activities. The analysis that followt is based upoh»
the potentialities of an open-system vioL for facilitating

a description of the teaching-learning process. The purpose
‘13 not to contribute to the fileld of poychology,\gr ochor

rolatod domains, dbut to oduoation.

\ The open-systen %ﬂm shares some of its

assumptions with the organismie thoooy ﬂlloh Ss oao cohoel or

thought 1in pcyebolow u mwod b; ﬂn mlu ot OouumA _

135
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(1939), Anpal (1‘”‘ and llulow (1954). The principal
features of the d;ganiomic theory, as presented by Hall And

Lindgey (1956), can be summarized as follows:
. 1

1: ogfanismic theory emphasizes thq unity, integra-
tion, coéliltoncy and coherence of the normal/personality.
Organization is the natural state of the organism; disorgan-
ization is pathological andu!J usually brcu;h about by the
impact of an oppressive or t;roatoning environment, or to a )
lesser degree by 1ntr;or3an1c‘anoualios. This first point .
can be related to the soclo-psychological view of specisal
education in terms 6f the similarity J} assumptions concerning
the nature of exceptionality. In some ways, it is marked by

a positivistic view of the person and by the major role of

the environmental transaction. This last point is shared

with the open-system man strategy.

2. Organismic thoofy starts with the organism as
an orgaﬁ;zod system and proceeds to analyze it by differentiat-
ing the whole into its parts. A part is never abstracted from
the whole to which 1t belongs and studied as an isolated {/’
entity; it is always conffiered to 'havo ;muhip ohmceér. L \j':'
in the total organisa. i!hn nsﬁua.-of.oaocptioaalzty should
never be .tuuod alone in the mumx withest eareful v
attcntton bcin. givon to the cntllt aystem. !hu-'walthrnexon
_of spesisl classes emn i seon s & nmn-g ,4‘?’;“1‘“,‘"

. . . s, o * s ; .
‘ . . : e * T a
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-Inntq.d of looking carorul;y at the odﬁéltional system as a
whole,/ some of 1its members, (exceptional individuals) have
been placed in separated un;:sf* Such a practice tends to
identify the abnor@ality as & toaéuro of the individual mcmbor'
only. Organismic theory differs rrom this by su;zélting thnt
the whole (all children to be educated) sthld be the point pt

re roronce o 1

> ~ ‘ \\ - // ’
3. Organismic theory assunes that the 1nd1v1ddal

is motivated by qne sovereign motive, aelr-actualization or
selr—realization, which means that man strives continuously

to realize his 1nherenx potentialities bj whatever avenues are "

‘open to him.

. -

4, Organismic ‘theory regards the 1nd1vidunl as an
open system- and emphasizes the inherent potentialities of the
organism for growth rather than the influence of the external
environment . 'In terms of this approach there is nothing fbad"
in the individual, it is made "bad" by ;n inadequate environ-
ment. Again, this»argumont.haa muéh in common !1th the tenets | .
of the soéio-psyéholocical approagh on the nature of ogcoption-

ality.

. S
5. Organismic theory rqols_thnt there 1s more to
be learned from a colprnhoglivb -tudy'br_onnfpdrlon than from "
: . "
an extensive investigation of an isolated psychological

v s
\
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function abstracted from -many individuals. If we are trying
to know what a person 'is trying to'nctual;zo, we must be
familiar with what he likes to do and what he has a gift for

doing. This 1s a competence based approach. . .

The organismic framework as described shares common
characteristics with the Opon-lytton:nan,ltrito‘y. Por .
Werner and Kaplan (1973) thére are two general assumptions

basic to a?y organismic approach concerning the nature of

behavior. //}

s

/’

One of these general assumptions is the
holistic one, which maintains that any local organ
or activity is dependent apon the context, field,
or whole of which it is & constitutive part: 1its
properties and functional aignificance are, in ,
large measure, determined by this larger whole or
context. The second general assumption is that

'of directiveness: 1t is assumed that the various
organs or activities of am @rganism function in
the realization of ends immanent in the activity
of the organism as a whole. (Werner and Kaplan,
1973, p. 148). ‘ '

°
These two assumptions clarify the purposive inter-

' °
action of elements in the individual as a system. They define
with the other characteristics of the organismic theory a (

L ]
transactional view of man.

o
A | ?p".
According to the advoeates of the organismic theory),
the goal dimension of the open-system man model finds mesning

in the purpose of self-realisation of the individusl. Self-

Q\ realization can be analysed in terms of energy and isformesicn

———— e rd s
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in-'order ta more ruily discriminate 1¢s uodhing and extent as

a developmental process.

14

Richness in energy refers to the elements at the
basis of afy individual action as generated by one or l.'irll:
needs. The organism is composed physiologically of energetic
components. PFor the accomplishment of biologiacal tunétion.
for exapple, a tran-rornation)ot energy takes Place and il by
itself a function of tho arganism., These functions call’fbr
specific capacitioc which may be latent pot‘ééialition. Th107

¢

actualization generates some needs. Self-realization can then

be sesp the ma; use of one's capacities in order to

. L)
satisfy one's n n this sense self-realizition is

neutral; 1t does nol prescribe what is the natuge of the

ﬁ%roquct but the process that should take place. Richnon& in

informglkion refers ‘to environmental conditions. Pd¥ the

. ) .
individual, using its potentiality or capacities.for seif-

realization 1s>bn1y one aspect, thil.pvocoal allq ndcoqgit.tol

information inputs of an external naturc; Thooo’jnputl are

fed in -as:information which assist the individual in the
'procoon ot -olr-qctualisation. Ridhness in energy lnd 1n

Id .

information can bo related to lpocitlc needs.

-

o

LT
An operatiomal 1100 of aotll should Chbn de the

basis- for tuxutam M unr-mmm Ir the W

1s the neutuuon ot one oFf M.ﬂn lp the. m .

Q . 4\“. ‘ .’oo .':"“'\

. o, o . . .
. - e * .
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of underlying capacities, then the goal of self—actualization
is achiev&hle Herbert Goldstein (1969) has elaborated a set
of needs that can be éelated to the opeg-syStem ahn strategy.
For Goldsfein there are three areés of needs, which were

modified for this study (Figure 8) into four areas. The

modification lies in the addition of a roux"th a - the

cultural aspect - to 1dent1fy the need for i 1 adequacy
‘which was contained in the soc;al-asplct "in Goldstein's
model. This,moditication_permits £ pne;to-6ne rollﬁionr

; . <
between these areas and the four dimeqsiong of the op‘n-syntbl
‘man as shown in Figure 9. In this rigupe, the four needs
areaslare‘relaﬁed'to the four dimensions and: th&retere, are
also related to the hierarchiés'o} richness intenergy'tnu

1nrorﬁatxon. Physical needs aro nore-energetically oriented

and cultural heeds are rich in 1nrormation

vFigure 8 h&s been der;ved and adapted from Goldstein
(1969). He has\reduc;d the individuals‘\peeds to fourfeeﬁ e
areas which have _been postulated as part of his notivational |
system. ThQIO needa areas are both 1né%rdependent ’nd inter— .

action. Thil nodel will be uaod 1n the dilcuasion oh

:“

‘ourriculum later in thii chapter, At thi- staco nnxanalylis gf
is made of the rolation elcablinhod in botvoon

ﬁ

Dincn|1on-. Noodl;nnd the Bipo;ar lidrnrchy

]
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" Figure 8
Needs Areas (adapted from
’ Goldstein, . 1969)
. .
PSYCHOLOGICAL 7 .
ASPECTS 5
SOCIAL PHYSICAL
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& T

CULTURAL
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One can think of self-actualization, at the lowest

‘Rd as a procoaa ot achieving phyaical‘competence. Physical
14
elements are the first vitay component of the 1ndividual.
- S
From a atrictly biological point of view the first need to be

1dentified is thought of as.being related to physical main- .
tenance or, in other terms, the struggle to ltl’A111V. anq in

good health' ~.A ;point one can speak of an energy-related

| process of gr A aory stimulation, body utilization, andﬁ §
physical maintenance are highly energgtic, while 1dont1f1cation
calls for morg informational data. Identification ycce-sitates
the:developmont ot perceptuai Qotor capagities which are |
energetic but also 1n§olve, in part, external info ne, n that
relates self-daiscovery or identification to thc'pe:ZE!!Etn of
7zther human physical entiti&fﬁ For Ausubcl (1957) a particular
perceptual expcricneo always reflceta 1ntorlction betwéen
internal and externpl doterminers.. External doterminers
"include physical stimulus and cbntoxtual factors while )

] 1nt¢rna1 deternincrs relate to phyliological and psychological
development factors. Physical needs are related to the ‘onl |
dimension not because goals are only of a physieal nature,
but bpcauao ccrtciu phyliolocioal ‘condl ng,qu.ht to be AV
present for tho cstgblich-ut ot !h‘ﬁtallvidnnl»-nnt
assume an- 'cm nm'u om to be l‘bh nm SONe SATgeLS.
nmnwr.(m are un nhm ta pmhoxouou, mm and

cumm' umt- and are mvum ma b ant
‘ ';‘ “ o f.«';"». S

- ) . &
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other dimensioéns of opc‘\;%}tem man. At ﬁ’his stage one 1is
not dealing with the naturo of the goali but wich the procus
of setting thon. To be able to rix aymc goals one ou;ht to
have priurily the physical (energetic) capacities to do lo

* -~ The nature of each 8081 will vé dependent on the three other
dimensions as they affect the goal in operational (mears),

efficacy (realian) and adaptation (normative) terms,

At a second level, the psychological needs are-
assoclated with the means dimnsion. "This relation®agein can °
be.expressed in tei'm of th§ bipolarity of encrgy and infor-
mation. As with'fhe physical up;gts, the psychological needs
are composed of ém%ities that are energetic. These capacities
are 1nscr1bod in ;m maturation process of the physiological '
aspect or man. At thia stage the means or the modes of need
satisfaction or goal achievement ,'ﬁ.‘re internally %grined;
that 1s to say, they are derived from ;he’iﬁterpliy between
thg individual physical, emotional, and intellectual capacities.
The means that are 1dent1t1;d are not ‘de‘.rinod,in terms of their
. oxtorml‘ social or cultural value, but nthcr‘ in accordance
"with the ’pmonu.é&pacitiu and pagt experiences as deter-
minants of the maturetion of ého person. Past experiences

&

—And the learning that took phcd‘ 1. w ﬁcau!nng of the
elaboration of a\)qt of uu. about ostoml ncm- As such

these dcta cro 1nfomtion Mch m um.ucian uth the
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c;picitios'or energetic factors censtitute tﬁa poichologidal
‘aspect. Therefore, psychological needs are highly dcﬁondont
on vital functions in tﬁb person but also by‘thc developmental
process and learning activifiea they are related to external
intormation. For® example, the qeed for self-respéct is
directly related to capacities or»gn enotionai-phylicnl and
cognitive n;tura. The person, in orderlto perceive himself,
must have developed‘ctpacitieg of gensorial perception,
cognitive discrimination, and emotional feelings; however,
exéernal-inrormatioh on adequacy and usefulncqﬁ are also
involved in this need. Means are not 11m1téd to psychoiosichl
Aspects but are marke§ or 1nf1uepced atrongly‘at this stage.
of self-realization b}qﬁhe need for emotional stability,

‘mastery, aeig-respect, self-expression and variatioht

With the third dimension a shift is made to a:poctn
that are righer 1n 1qformntion than in energy. Theso aspects
tend to be externally defined. The reality dimension and the
social aspect of the ne;da arois are dboth highly related to
environmental factors. Reality was pr.viouuly.prOICntcg as
’;oing related to the aéﬁilability of goals and iﬁPPOF;ilti-.
means in -pcciric environmental cenditions. Avtiltbiltty of
goalc rorors to tho poauibility of need satilttctaon 1n a
specific context and mropruemn of m Fefer's to a
three element equation botw«a the nnd. ;u m (u

nppmprueo to tb nevd) m manmm coauuou.
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ns has been balod on cnorg.tic

If es
‘raétort a tion a good knowlodco of the
onvironnont 13 needed at this sta‘o in ordexjto roaliltioally
purtuo tha ‘oal. Social nnodl such ll possession, dopondoncc,
interaction and nobility are all in reference to otyor |
i&diviéual.-'tr the 1ndividua1 gathers information about the
-cong:.tiox{‘ of. the environment, then the realism of the modes
‘ or action 1dont1riod for the aatilrnqji:n ot his needs will

aef!.a to the g

specific. conditions Bf the environment. At this level one can

be greater. ﬂiq'ic}ioat will be bett

; think of reality as a sqcial integrative dimension. It is at
this level that actions are taken in relation to the environ-
ment. Reality ot action can be rororrad to as the Qduptation
of 1ndividual actions to onvironnnntal transtction. Pocusing
on the person as a ‘aystem of needs, pernita_rurthor-dbtinition
ot”ox#éptionality, as will be developed in a laterart of

this report.

Pinally. at. tho h&ch.st 10#01 ot 1nrorl&tion. there
tru normative: MMM the cul.tunl md The need

for tootul adequacy fw
in relation to the i

.......
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partially ostab;t;#os the adequacy Jr his ncgion. Tﬁ.y are
highly based on informaticn. Values are not Shyoicnl. they .
can be of ethfecal or'ncﬁilintic or roguldtiv. nature. As such
they can be of an active oi of & reactive type. Active refers
td the integration of values by the person, they are acquired
by the indiyiigil &s a result of maturation. . Roaetiéo\valuOs

are related to 8 feedback uocbaniln that alnista the individual

. in udJusting to aociotal or external vazuol. A. & result of

the educetional prootoi; 4 pdbson tends to 1ncorporato, in his

' mode of action, levoral values that will be at the base of his

behavior. Through 1ntoraction he will bde coanonted by othor

values that he w111 have to 1nto¢rate with his own if he is

}to be adapted to the spocific onvironnontal conditiona with

which he is 1nvolved SOcial adequacy is a need that can be

saticfiod QnL;' u'.a rcnombly consistent poroeption of the

environlent is achieved. Th&. 1- especially true when the
environment is viewed as having ) tpociriq set of values to

which oné's actions must be adapted. If necessitates a pre-

established knowledge -of values and eho"clvun;ty to acquire

feedback of solf—acfion 1a-§huﬂ.9nt0:t‘6fﬂthqto vtlpoi.

tnm;bout 1-1“. Ie hu muom mw. mmo thé factors
sccounted for 1n~tu cnor;oeicdanthdiqsiou cla.aitth!ion. are
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thought to have potential for stratogio; of personal self-
realization. If education aims at the achievement of self-
roal&zatibn.‘facilitator- of such ends should be developed.
Enorcoéic factors ought to be developed in the person and
the gathering of information for the individual oucht to be
facilitated. These dcvolopnontal actions can be tho two major
digcnnioqs of the educational task. Knowing that doth elements
are at the basis of any devo;opmontcl process, odﬁcatorl ought
to be involved in interventions to assist the individual in

\ the maturation process. Educational\prnctic;s should rirlt‘
aim at the dcvelopment‘or capacitios in the individual and
his p;;sibilities for gathering information by placing him
in 1nrorma£1ve situations. Curriculum development then should
strictly ﬁc organized ﬁndcr such purpo:éi,‘ind actdoiiz s&bJoctl '
should ‘appear as means and not a:'cnds in such a model of

education. In the lattey part of this chapter, the impact

of this model on curriculum Rlanning will bd snalyged.

In the previous discussion, a system of neéds as

Anteracting oloncnts of an opon--yctca model of man has been

developed. Another factor has to be. lpocltiod. namifly, the
1ntoraction with onviron-.nt. The. rvlation ntth the aniron-
ment tollov.. tn the -ntﬁﬁ’tlon prdeooo, a- oertain ozpaadia.
movement. Por 0016:301L 13969). tin tuvirohllnt of the person
oxpum with the uvmtnuuon of ua tm-m:m. - Pigure 10,
ropng"ntl ooldntctn'l model of the child!l QlanailllsalvirGUIiat
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" Pigure’ 10

Model of the Child's Expanding Environment ' ‘
and Environment Components (Goldstein, 1969) v

"

neighborhood




.and the environment componers. This model has three

important dimensions according ko the author.

The inverted conefrepresents the expansion
of the growing individaal's world: This dimension
takes into account the lgorease in the number of
transactions the individ has with social,
psychological and physical p omenon as his
mobility increases. Thus, it b

circles. The third dimension,
progression of each envi
the persistence of knowledge,
is represented by the vertic dbfjoken lines.

he vcrtictl_‘
is oonsistent - 4

ne matures but

,rballi abandons experiences
. | ese and there-

inste adds to and builds upon
by becomes eligible for the
. complex environment. (Goldst » 1969, p. 5-6) \

This last model adds to the definition of the "101}”
at the individual level a dynamic ﬁransnctional pattorn of
self-realization. A lot more can be -§1d'on the naturation'
and the developmental process. The ainplified*ﬁotinition of
man developed in this study does not aim at a co-plntordgi-
cription of man, but rether te the establishment of an oper-
ational dofinitioa of cducctinanl practices that will relate

towomtmmmwm  thp under-

standing of the chald as an oopa-nyncau [-<4 zaktuact;nc neéds
'-u«aonmm:za mzmmwmmmxm
N rea 2 oong nun . utmm of

150
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model of man, based oh the integration of lovorai currents
/ -
of thought in the hulanities, ought to be instrumental in

setting the goals and processes in the scljool social habitat.

"E. } .
- PO |
The nature of exceptionality : .-

From the open-system man model, as discHvsed 1n.§ﬁo

»

revious section, a dotinit‘on of exceptionality can be

\

esfablished, PFurthermors, this aoumuo& un be associated
withk the nature of adcptaeion rether thtn uﬁth the concept of

"inadaptation".
14

Exceptionality may be seen as a2 condition of

@

marginality and described in terms of levels of involvement.
! el

Marginality can be defined as a condition that prevai.

certain elements of a system, when these elements are no

‘

directly involved in the interactions within the systou. This
concept differs from the systems concept of 1ndopondcncc where .
elements do participati in the relationship by being ‘oal-

directed but not in interdependence with other elements. _ .
Marginality éorors to the fact of being in the "margin”, :
somewhere out of gﬁo interacticm Q&t‘nqu in the environment .
laicinality has been developed &8s a concept in the riold:ot
anthropolo‘y and is clooolv r.l.ao‘ to tho phnuo-.aou of .

cuumx assimilation. If aseisilagion to utognucn' .

then nnr‘;anlzty can In undoratood as a aon-plvttoipc oh, or

i~ = . (.‘ ’ -~

d ~ -
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negative segregation cdmpared to pocitivo;locrocation. Por

_the understanding of oxooptiqnaiity,”it is hypothesised thei
there are two levels ot marginality in the process of -aturatiqq.
The first level refers in tho\oxpandﬂ.t environmental model to
the "self" 1:5.1. In the first plaen oxcopcionality can be of
an "1ntorqa1 marginality” natur.. Internal refers to a
marginality among the gl‘dl of tho perdon In the process

of maturation or self-realization corttin needs have not been
involved in the intersction with she otpor needs due to the

iack of capacity development or 1nroruation gaiherins, Personal
development has grown from an 1:zomploto interaction of needs
crq’ting.ah overemphasis of ocertain needs and generating
disturbance in the growth process thus creating the first

level of exceﬁtionality Preventivo acéion at this stage

ought to involve fhoil!tl!ing the dcvolopncgi o{ capgpitios ﬁ:.‘
by & comprohensive action on neodl areas tét o ‘ﬁ;‘ ’

'w S A ‘)W
. S' L2k Q’: ]
ality. All needs areas should be touoq?dipy‘}duc'

s 2t '
programs. The individuals ide ﬁan sxnptto

%'&.
" "inadaptés” are not currently doriﬂﬁi; rtﬁg&‘is, in.

. 0"" ¥

perspective; they. are defined -ostltz tcui' of .xumi‘ "%k

g .\‘. o “',
b AN .3 - g
vy o

Y

nnrcinality.

Many people have never
their needs put iro'd.lcribod as
oehori, this first level of exeep



other type or second level type of oxcoptiolqltty: ths

external marginality type. External margindlity refers to

the reality and thq'nornitivo dimensions. Internal  marginality

was more at the goals and means level as defined oarl!or as
being 1ntorna1 in the individual; this second type of
exceptionality refers to the adaptation of means of need
lctiaraction to the conditions of the cnvironlont. Exception—
ality or "1na&§§§)tion" are bdetter dorinod in terms of
environmental relationships identified by the locio-quegb-
logical approiohjin special education. At this level, A
exceptionality is defined by the society as a hillitgh between
ﬁho 1ndiWidual actions or conditions and societal norms. As
has been indicated, an individual can be internally marginal
and externally adnptodfbut ‘lao 1ntcrna11; adaptod‘and /
oxtcinally marginal depending on tﬁe opennéss of the 36c1a1
system in which he a&v”. In arfateempt to avoidwin ernal
marginality, it can ;o hypothplizod that .i.ttor development

of capacities will occui;} Cr ativity is ah oxa.plf of a
capacity and can be dovolopod to ouch an extent that the porion
will alnoot ra11 within the externmal marginality type of
oxcopt;onal;&%ba‘ may be the case with gifted children. This
18 a case o;‘poraonnl 12:orn11 adaptation while extewmal

-nrgintlity 1: dovolopod

&5
- This dotinittoa of oxeeptzonlfit'follnl te -be v.ry
m-huuo. s tends to mekp we mmﬁ«mﬁuu

 J
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L d

never be able to integrate or open its norms for the’
participation of some highly self—realized persqon but that .is
 not the case. Sa&f-nealization is culturally oriented and
‘will always take place in,a_conteat'where pressure from the
reality and normative dimensions will be operative. Society

has a typology of adapted personal characteristics that are .

“e

defined for the "average man" or the well known "Enrant moyen”.

. The limits of personal characteristics are'relatively stable .
but nevertheless they do’ change in society over time. This ,:
marginality definition of exceptionality is optimistic in its °
implication for preventive actions, preventing exceptionalitv
through the organization of scnool based on all personal

neags and also presenting, b tnq)organization of a schodi, :

/

in{ormation open to dirterentiated forms of participation.

Edacatiou‘ought to be systemically oriented toward the
_.integration of capacities development and needs satisfaction
and open to the individuals' that hewve marginality problems.

In this sense,.a process of integration that 4Aiffers from

e

what has-’ been previously known in special education as
e.integration ‘or.segregation is established. A1l children are
part of the systeq, in this’ sense there are no limits to
integration because special edhcation is itself part of the

system as: a regular component, not identitied as "special"

Sesregation then can becone, as in o systeaie procees,

L

,\‘ P

-
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"éositive differentiation process that tends to offer to every-

one facilitation of growth, or facilitating systematically, as

a goal for the system, the sq lization of all its

Ed

‘components. Voo

Growth for everyone and adaptation ::>
Ty

Open-system strategy sees man as a continuously’
growing orggnitm. In fact, the four qualities or dimensions
that man ought to develop are-actively used througheut his
entire life. Therefore, if one conceptualizes the process of
education taking place in a context of social colléctivity,
1ﬁ.a social habitat, the school, then the focus 1is on a set
of individuals 15 interaction. All components (human entities)
in the social system are.implied to be in a process of growth.
The educational interaction is often defined as a one-way
(growth prqcess; defining the child as the only growing entity
%& the‘fkhOOI while the other elements are limited to provoking
such~étolution; This‘conception has created an incompgt-
ibility betweén what can be identified as student gqals or
neela,and a&atem or teacher goals; teachers are primarily
defined by their adherence to system goals. Stanforg ind
Roark (1974) have described this phenomenon well:

" 4 basic assumptionsregarding American educa-
tion is that there a.rundl-.ntal difference
between the goals & roooduros of to.chér; and
those of otudents. It ts .'lulod that Qdillly




4

teachers' goals are ce?G'red on changes in the
. students - usually called learning, attitude
or character building and skllls development.
Students' goals, it is assuled, are to change .
or to be changed as much as possible through
those processes definmed as learning and .
development

-

¢

The consequeﬁcee of the presumed differences betyeen students'

and teachers' goals are seep by these authﬂ', as being dramatic:

Teachers are supposed to change .others (or,
in more humanistit terms, to facilitate change),
with no concern for self-change. Students are
supposed to change themselveg or to be changed,

. with 1itf)e regard for change in others. If
teachers were partioipants in learning, it would
tend to reduce the probldm of student disregard
for each other and to foster a community of
learners who care for each other. The pr t
practice tends to set the students apart rronm

- Gg;:;other 83 well as from the teacher..

(Stanford and Roark, 1974, p. 9-1d). %

-
P

Fof the authors, this mi,gonception of teaching has mamy

o

implications:

L 2 ) T . EIE o
1. .Students immediately assume that théy must

'
. . .
.
» . .
ey ¥ . ! . 1
. . . e, . .

guard against beiné‘ebuaed by unfair workwdemands, by grades
- o ~ .. '

and by being made to appear stupid. Teachers assume that
ustudeA;e must be taught, that they are probadbly not very
interested and that it is thc telnherl' roeponsibility to
°"'“ﬂf that they learn. Heuco. etudentl < )] thll mast
resist for seltbproteetion nnd telchers r.;x they must pueh
1f they a:i*%o 40 their Jobs.. A ‘0l war 1s aiready being

 waged before tonca-ic qnc itudon;c -even tno- oﬂhn osaar. .

>

\ o “b” A
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2. Traditional distinctions between teachers ana

learners leaves students without & model to follow in their
\

efforts tq learn; ang,

3. This leads to misconceptions of bad knowledge _

being acquired and to emergence of 111usioﬁs concerning the

amount and type of k#bwledso possessed by the teacher.

[}

o} .
According to Stanrord.and Roark: - ,

< -+.. teachers and students should have the same
basic goals, and that differences, if any, should

' be in emphasis and methods. In any given educa-
tional endeavor all participants should share the
same basic goals even though there may be a divi-
sion of labor and vide\variauﬁbns in procedures
and specific objectives. Teachers should still.
take responsibility for the classroom but they
will do it as participants in a eommunity of
learners engaged in a'Joint\;ea?ﬁin;-vcnturo.
(Stanford and Roark, 1974, p- 10)..

The coméunity of loarneﬁs defined%b% 8t§g£gfq apq.
Roark; is in fact the recbgnft;on of a grqwéﬁ‘pygéygé ipﬁ}iaa"
‘to every element in the educational bndgaibu:;.fsfﬁéﬁilliand SRS
: | o N :
teachers and also the princip;;; the ?ojéurpy p.r!q?ﬂ%*;h' ,
parents, and others ;orn'th%l'ce-unity: Also, fp;f;hiplfc'
and Biber (1973), -é., iing in the dou;épqntﬂ-t&?xut:ca .
approach to oducat;bﬁ;"po;bgpq ibrﬁlﬁhgh;otﬁén'oddiffiaypl'_
approaches requires tq;n1ptd,ité1§ni9?g$§§,°n‘idi;%;‘;J‘~?1

L ERE P
P A SO AR A
‘-{-"' :,“}".‘\-,'.w PR i R ]
) .

sional cepacities". Beery uﬂi, w!)»lhd'h o dlige "

preocoupation: | Y |
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People of any aze need growth environmnnta.
Nowhere is bhis more true than in education. If
& teacher is to provide stimulation and meaning
and enjoyment for her pupils, then she must de
working in a stimulating meaningful, enjoyable
environment - a growth environment. ' !

Beery emphasizes the role of the school principal in a growth
process in what he identifies in a model known‘aa thd’catalyst
process. At 1ts.simplest level graphically, the catalyst °

process is a circular interactive process as shown in FPigure 11.

¢ W

. Two-or more people agree to eng‘ge in a process

. @€ mutukl growth. Each starts with self (as op-
Qgted to each trying to change the other) and asks

. vothers to provide information and moral support in

® this self-development effort. They create an

© environment (e.g., opportunities to.-interact con-
structively) which will enhance their. efforts to
grow together. (Beery, 1974, p. 5).

L 4

Figure 11 also specified the foundation of thia approach‘;l a

set of positive assumptions about people which the gr'ﬁb will

LY
g

Qe

]

try to sup?ort in their day-to-day behaviors. According to
SBeery, beliet in’'self and others leads to creation of a
democnatic environment in which principal growth facilitates
teacher growth whxch in turn, tacilitatos pupil: growth.
!1n;11:, the cit;lyst process model 1a.prolcnted 1n Figure
i% bhowin‘ n.ﬁo; stebs in a sequential manner. In practicé,
soqucntial.activiti ort.n overlap ani ano§h¢r. In this
model "Daéa base” tert to obdoctitind 1nfonlntion'¥o help

pooplo know where thoy are doing well and what needs to be

[ )
!
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¢ . )
Figure 11
L} \.;‘
Beery (1974) Basis of the g
. Catalyst process '*
i
A
SELP m
ENVIRONHENT Teacher growth
OTHERS 'Principal growth
Democratic process
Belief in self and others
4




Figure 12

Beery (1974) Catalyst Process

Pupil growth |

Individual /, personalized lesrning

\ - ¢

-

Teachcr'
growth

Organizqtion growth

B B

Data base

1

Principal growth

. N
: Do-ocragﬁf trisiﬁii

i

-~

J Shl.ring . : )

Belief in self

| -othie)> people
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<; f an opon-systom strategy, then organiszationa

- \"\;f R

worked on. ”Sharink" refers to the exchange of idgas and
négLort among poors.'.kho cdta;ylt'procolo is highly com-
patible with the obon-ayntou nan‘atratogy and ¢t systemic

‘ is defined

ers in teims

dovolopiégt

viei-of needs and lclrfactunlization. If grow

as self-realization, and belief in self and ot

will onphacizo;qmtolr-actualizntion or need satisfaction

LA o
process for cytgr}bleuontoin the interaction or social system.

.
> »
B -

The ‘creation of a growth environment and the condi-

JI

tions 1dnntij§nd in the discussion on the nature of man will

tend. to faci!itate the adaptation of every member of the
educational system. It is important to rcmnnber McGrath's
definition of a&apégtion: "Adaptationlmust be considered
in Q’T‘G 9r the rcl#tionahip between external physical and

social demants on the person and his resources to deal with

‘these™ (McGrath, 1970). Therefore, potential for adaptation

e Ccan be considered in terms of the fit between person and

environment. The catalyst pboooss follows the open-system

logie by showing hbv tcucborl,‘ériﬁciyalt, and parents e@n

"dbnortto‘ucgion toward the establishment of a jrovth environ-

.lnnt wiich 1s 6ai that tlcilitatol ndaptotion by developing

Ln tho tndividn.i thc capacttioa to 1npcract and laurn and Qg
nuioonttic with cr-iggr realism tna oaﬁirnn-ontal dc-nnds ,/’,
oxpow‘by m mzvuuu 'nn :om on uuuamuoa

lcc!uua naii also ft@llttl&. G.p~ '.1§q.tnd hnrotoro

L 4
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‘ the participation of all children, teachers, pasents, and
adninistrators. If this takes place, it will de possible to
speak of integration; the inyozrgtion of oviry component of
the sysé;m in a community of growth. In this sense it can
be hipotholizod that organizational Aceds as oxppossod by
organizational gqa*i would tend to be similar to individual
needs, thus bringihg a cloner}relatiﬁn bctf‘bn Getzelsd's

(1958) nombthetic and ideographic dimensions of activity.

[
o+
.

Administrlﬁive theory in this field has often
dichotomized the ideographic ;nd nomothetic dimensions is
sometimes bringing conflict or at least not specifically
origntgd toward the same goals. In education, if the
arimary goal is aeif—actualization and a growth process is
established, the organizational goal will tend to be identical
to the individual goal, because the organization goals will
focus on individual growth, thus facilitating the integration
of ejgryone into the developmental process. ?ﬁe actual level

of deficiency of self-actualization in the schools ought ' to

be changed in order to achieve a cooperative learning process.

EDUCATIONAL GOALS AND
SPECIAL EDUCATION

As 8 syatcn. the oductti' cocili institution ean
be conceived as purpoaivo. tluott&pnnl ooctolecznto have

-eudiod the tolaologionl din.nu%pn or -ducnrtou frem different

162
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cultural porapcct1vol or 1doolo¢10a1 and social conditions.
Much has been written on the 800141 role of education ds a
social institution. In this study the nature of educational
goals will be analyzed 1n terms of the ayltonic process of
goal dovolcpncnt and also on tho type of goals to be developed
aceording to thé'philoaophical framework related to the
disou;uio.n ?n the ;\ature of man. PFroa such & goal analysis

it will be pqnnibl& to clarify the blacc of lpdciai education.
in ;n'oducaflonal system devoted to self-actualization

-

principles. ‘ .

Goals development proce d) . _ ' !

N

In a previous stﬁdy, (Gé1linas, i972) an attonpt was
made to relate different social 1nat1tutiona in a comprehen-
live 1ntorty:ter=nodel of educational decision-making. The
model developed in that study 1s reproducod in ficure 13.

The process of goal dcternininc is seen as tranaactionnl A In
fact, this transaction can be conceived as 1lplyin¢ rour
1ntc}d¢p¢ndont entitiol or systéms, On the ‘social inltitu-'
tional point of view tho ocoanlio. pelitzcnl and oduolzional
systems are linked tolntth by r.ca’rocal tnrzu‘n.oa ll
111u-tratod in !1.090 13. There z.~llso a contrnl o-ttty
called the soetal m that has some em -& ﬂn
three systems. This m-nnup model uum« hat uhn- e

exomm«nquwamm

T ! €
. B u"\'. . L2
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Pigure 18
The Intersystem Model
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elements of economic, political, educational and social demand

nature. This process actualizes the legitimation of the

- official educational goals since the educational system seeks

)

for such legitimation from other systems. The educational
sya%cm develops its own goals but they are to be conrrohtod
by the interests of other systems, for example, the political
system goals are determined to some ;xtent by the odﬁcational
system and so oA. The connections 1d;nt1r1¢d in Figuge 13

indicate thi level of interdependence between the systems.

An open systeb is by definition related tao its
environment. The intersystem model tends to define such -
an environment. Oﬁe can conceive of the social demand and
the economit and political systems of th intersystem model
as being the environment gf the educational system. There-
fore, the intersystem model develops a tynglo;y of system-
environment transactions based on an input;butput exchange,

the outputs of one system being the necessary input of another

. system. Even though the intersystem model was developed for

the study of factors influencing the economic determiners of
the educational system, it é@"tth'l.i. facilitates the
understanding of the relation between education and 1ts

environment.

. Peprow (1961) hns.i‘%ﬁtiriod:tuo major categories of

goals; offiecial and operative goals. !br,!origv,«ofr;eial

.
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goals aro tho gonoral purposes of the J*tln3&§VSon

¢ "
forth in the charter, annual roportl,gand in puﬁlic iA

' . “ \ h{. e
\ Official goals are purposely vague and gonoxl
and do not indicate two major factors ¥%hich in— *

fluence organizational behavior: the Host of\
decisions that must be made among alternative wly!
of achieving official goals and the priority of
multiple goals, and the many unofficial goals
pursued by groups within the organization.

On the other hand the operative goals
b .
N

«.. designate the ends sought through the
actual operating policies of the organization;,
they tell us what the organization actually is
trying to do, regardless of what the official
goals say are the aims. (Perrow,, 1961).

This categorization of goals 1ndicates three QQteQmincrs of

the goal develJb-.nt process§ the development of otficiai:and -

operative goals, their congruence, and their leéitination and
“‘-vulnerability. .

a

It 1s possible to hypothesize that the official

goals are diredtly related to the political system in terms
A ~— ca
of the intersystem model. The educatioﬂhl lyltOI, even as a -

ﬁ?@gm-yyltem in itself and not as a subuyston of the pnlitieal )

b

* 4;%ysten, is marked wiﬂ! global official goals that are rolated

to the political process of the soclety. Being part of tho o
maintenance procclo of-a cou.nnity, education's .naortr '

official zo;ln are legitimised and intggrated in the
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maintenance or control-oriented lubo‘.kom of society - the
political lyl\ﬂl. The control aspect of the pplitical syssem
is also appliod to the culte;al evolution of the soclety.
Thoro is a diroct relationship bctwoon tho political cultural
maiqsonanco and cducation. As. part of pho mnintonancg
function, the political system sets the vq’uel.td be found in

the educational system on the basis of official gehls.

Operative goals may be less related to the pqlitfcal lyltoh.
. : , .
Educational technology as a seurce of inforpation on‘the

educational process may be the basis for operative goals.
Hov‘ftheles;, operative goals are~connected to the other

'systems tn terms of their political and .economic impact.

"

’ Theretore, ‘hucation&l goala uend to be officilally derived ‘
& ‘from pplitical pfocesaps and operationally set by the

‘qducationsl system in agcordance with political and economic
. el I SR . e
- }?pcr151yea. s . .
', :“i 4 ' '

The chstion of congruence or goaln between official

o and oporttlve iball can’ bo seen in.terms of relation batwcon

B
P _ldoolocios and bohaviorp. Ir thc orticinl goaln arc fbrnulntcd

b most dttcn.in s way that xqjioatoo iqoolocical trends, th‘rﬁ

-1;ht bo 1ncon¢ruqnco w:th tho-o idoologion at the aporitivb

goal lovol. If a linintor of Bducation decldres as an .. !’ ‘

\
P

oducational systea ofricial goal, tha pqualtty of oppottunity "

'-ror 1ocrn1n¢ oxporioncoo rbr 41l chilaroa. any ao.ro;.tiv-~or

< L]
N
o’ : . h



socially di&cfimihatingfeduéationg} pfac€:ces éould be in-
congruent'with*ggricial goals. .éegregaéioﬁ prﬁctices‘can
=réfiect operativg goals. Obebative_goais should be related to
offigial‘géals in order to achie;e congruean in the system.
official gdals ought to beﬂideblogicdlly oriented and 3perat;;?

goals related to action. One cannot criticize operative goals

on Other bases than thc&r‘technolosical value, and their

congruence to'official goals. This last point also illustrates .

-
L

a differdnt lggitimation process depending on the ﬁype o{
'goéls. Ofricial goala, being moré general and ideologically
orientea are not easily legitimized. Thelir relatilo'n with the
political order’ doos not facilitate their change in the short
-term. In tgis ;ense they are less vulnerable. Attackins the
'ofricial goals of education is bo attack the political system
" and the cultural values of a soclety. 'On the contrary, the
’,oppia¥1ve goals.c;n be.easily criticized and with less con-
;oqdencea; CHanges, in the short term, can be made in
Opbrlti;u’goth. They also tend to be less direc?lyqpp;ated'
i.o other ayltm‘ | -!ducttiom:fsoporqei'n ;oals can be set in.

the odncatiannl system and noi‘lrract aircctly th¢ noci&l

m er thc goononc or pouual n-tu.\woquoncu -
orcmoromtin onune s Wmm chnm .
'umm“ whmuummomzmw
o : L !P“?f g j‘ w- "  ‘“'§§’7“6“.20 
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determined than official godls. Also they can be criticized

by & wide variety of persons, even at a local or individual

i e

[ ]

. s
confrqnt!fion level, as in parent-teacher relations. On the
) f ¢ .
other hand official goals are criticized effectively, that
"is subjected to pressure for change, only by powerful grodbs~

or organized actions.

»
.The nature of goals ' . . 3 Y. \
3 Q- . S
‘ . 0':" P .va ™. N -
\ . ‘Lﬁ b, * . . >

. Fram the discussion of official and oﬁ@rative goals,
fb is possible to 1dentiry SOme types or goals for special
education. Officilal goaia ‘for the education&l system are.
1deologiea affecting the entire system,‘thererore, there ought
to be a qj.ilarity of official goala for special and regular
educa;ipp Néverthelesa, there are official, goals that tend
%o 1nﬂ'u§'nce thge n!'@ure of Specié:educatidn diaorem’:ly than
regular educationﬁ . The analysis dev’loped in the second
‘chapter of this report is an example of ideological determiners ’.

as factors determining the nature of qpeciaifvﬂncat;on practices. -

R ) * 4 N v .
O0fficial goals bhat are related to the proviatién 16001031 wtll
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2. The focus on the self-realization of the person’

rather than on the acquisition of knowledge. o o

."

’
. -
.

"3. The openness of school to community . v

Al

4. fThe cooperative and commud{%y nature of learning
' and gelf-bealization. -

5. The interaction of all social corvices to the
person - education, health, w%}rare, labor, and Justice l

‘services.

Fe . . ,

At the operative ébils level, the congruence with such of-
ficial goald will generate aqgintegrated special education
delivtry system within the educational aystem. Operative

-
‘30616xw111 tend to be tornulated in ordcr to: -

¥

1. Open all difrerentiatad 1earn1n¢ expcriong,u (1n)
cluding the~onca proviouoly -known as lpocial), to all children.
even if no catocorization ar labcling oxi:tl nithin the

educational syltcn. lducatiin will bc‘q,trbo pub11c service.

-

K 2, The nduoattonul tuuk till 5. antotod o tho

process of ”u—mzuuon m‘
this pattern. S M or g

vf"

4‘ '35381’ r"ﬁ%f§5 




. - n

3. The edusational syasem will be based on the

participation of the parents. The qggool '111 be more oriontod

.

towarg community needs. Controlswiln bo,deceni:alized-to a

lacal level. ‘ ' ’ | -

[ 4 * g

by, Teachérs,*pqrents, principuil, lnd children
will all be involved in the self-realization proeesa as a

eolnunity of loarntra.

5.  The school will be opened to all_roi education. .

A diversified ‘bqgnanauf' education system will be established.
' - Sy )

Y

.
v - . e

educational, health, wclraro labdrf Justice,

Thin list of ractors to bo considerdg in the dovoiop- .
ndht of <op\ent1n coo,ll commnt with proventivo ideoclogy
type of official goals 1is not oxhaultivt. Novortholotuf’it
shows the .xtont of a co-nryhonnivt ortbrt to Cl‘lblioh

. couny 1nt.omtod plan .ror the pmumuoa' of ‘a porqn 1n -

** the pmcu of ulr-mlnutm o % o




_emphasized the davalopuntﬁ aapaqt: of % !duca on is a

v
V.( .

fidaplogy. ‘for axample,‘;:o a aocio-psychological approach to

' spacial education. In otherv worda, oporativa goala can be

incongrucm with official goals and not highly conatrai)ud to
adapt to official goals. This leaves to ‘the educational _
ayatem the poaaivbility of changing its focus. The socio-
paychological approach, or tha change needed to implement che

1ntagration of special aducation. can be started without

.artactins diractly the poliucal systen or the cultura goal

. ~ .
. .
. N roa ’
N - : .

' aatting ot society. . .

i m m gggcial edugggigg

" r‘” L &
o 'I'bo Qﬁnitida of axcepuona}.ity that wab darived
'3
from tha discgaion of ongn-aﬂem man and or his naaQa, S

growth process and special education doaa not difr r from 1}

This developnantal process is ﬂ!oaitiva and haa no place fer
$

rocuaing on a:captionalitiaa as diafnnctiom. Educat:ion .d_;

W"
should aaphaaua tha davalepnaut of the person, op as Raynolda

0

‘kand 5310w ( 1971) iﬂtoam ¢

B | L - ,
‘The, acucator mvanta raadau failure aot by

buuuu an:;bouaa but by taachtn‘ nmn.w _
ua \ _ y .

172
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The nature of apocial education prount:ed here 1is
derived from the qunolds and Bq.ow (1971) "1nstructiona1
system" model as dtecussed in Chapter II. 'rhoy dof‘ud the
term "1natructiona1 system" in mfcrence’to "integrated sets ~.

’ or pro“ceduru, cu;-ricula, and materials that may be ulod to
achiove certain m*or learning goall with children". They

identify sevoral, already known 1natructiom1 ly:tm likc

.several systems tﬁat can be used to ding (some being
oral-phonetic others monoral, som d orthography N
'as tntr;ductory teachi ', etg.)._ g m be true for

| mathtu;iea,ﬁ t-or : tudies, for the arts, etc... Pre- e

sumably, the schy _d offer all {yﬂ;m that nl-d:t ‘be
. ‘ o i . ' ’ _ *
needc‘d' by any pupi¥iPor R'eynold‘: 4nd Balow, the field of

:pccial Qducation may be defined in terms of 11:- responsidility

-

to help, devolop and 1nsuu highly dirtorcneutod lcho'bl

programs (uny 1nsbructiontl _tom) and to see that the ‘
"‘ jAH ' . ) .
" -related plcm and dociai,ona about childr'en are mede T t

effectively. }

Fhe S , The muulu- -ntm. M whtch stncul Qduoauon
- garries prum responatblity,’ lndudo sany 1n the, '
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£~ In ordor to tonaw Roynolda't and Balow'o logioe,
atwntion 18 diroqud to the MIMM Quotation frow Mr

o ‘g
discuuon of the relation between npccidnpm regular

L] »

uluc‘tion. _‘Ihu mlyua 1s the center ot thc 1mtmctiom1

Pa': & v_“'

tylto- con«pt as 1ntomuon oruneqd practicu.

S S . A -
> o ¢ °
. 'l‘o the maximum extent pouiblo » of oom . £y
(w 8peginl edudqtorsfheck te develdp the uum- N T
Y. and ekille néesssary to scoommbdate Pupll usual B T ,g
' . needs within t{e regular framework. 'When it is - SO e
not posmidle to schieve the necessyry olimate Ty

+afd individualiszation of instrudtioh.ia regular
L classrooms taught by regu teachers, then the

special educator sees ’ &8 a resource for -
his entire 480l and not 1y as who takes
- his own little group to s isolated room. * '
. (Reynolds and Balow, 1‘911 » 361).

At thio ltm, tm duthors tcnd io vipv thc cbud's
needs as hm which uoll. to bo a d&ffc‘ sonception of
. 's«ds than the one dov.lopod _1n this -tw '!hon are no
-uoh th:.nga as mgul vays; chat 1- a very uttohxﬁ pcr- S '

spective. Imtvuctioml oy-m lhoulct not b

qmm but on the un-rumn of umqm o"‘ ot T ont2e
has donlapod ummn). n‘a ot uu\bftm m M lu' |
spectal odmt«ou wb«m: Sow Wive palger -




Reynolds and Balow also .!d;,.uut .

»

oo, 1n this framework, {(Instructional oyotll).
one 6am think of- spetial’ ogucation J m aggregite

term covering all specia nltmtio‘n
that ordinarily cannot b4 ssisted
oua and Bal,ow.

-

N rocuhr muroon teachers

 The rcution of .ociil and fwﬂ oducluon is schematically
' nom.atod 1h Pigure 14, "m nlutinly large circh (1) 4

.,&onzn tbo tuching cmeiu possessed b’ ro:ular

vt

)
. A\~
clauroou tcachers. COlpotﬂpinhm of couru. but the e

e «
symbol 1- useful boclmt ﬂm tucht”rs rall fnto 1 kind . ."' ~

- N o
rof nodal pattern wi’ tnpect to W ru;n or thelr tuchiu

ruourqotumu. The dotted portion (2) of tlu t:l.wc ccndn
h Oﬁu‘u tbo firss circlo (1) and roprounto tho ctroru
that should be made to extend the lpccunm abilities ‘hnd‘

umi.tivitin of um tuchcrt. Tho dotted confunration

Omttnuing consultasion with and -
assistance by spoomun. A1l ot tho remaining oult
,circlu (3, ﬁ s ...N) are umnud to npnmt tpociu
mtmtioml oysm tm& mt otm m ottmd by a’uuuy
| emmc pmonn-l These mmmunu
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Figure 14

_ ce §
The Relation of Specisl Instructional’
System to Regular KEducation (Reynolds and Balow, 1972)

-,

@ "o O
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‘#bilities /-

Toadhm‘
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, .
Teachers mfght also carry the label in some cases as, for

y N :
example, the "orientation and -obiutJ instructor” or the

p ) :
"preschool language tuchor".' , !

Anothor koy comidoration according to the. authou

}n come’o.uum ppboul education as the aggregate of
highly -po‘c;annd instructional ont‘q‘u is m predliem of*

llocating, speeifie childien to the various .,g'.aﬁ;

& \s
x In nunco, the placmnt doc:.sion involves ’
)’axililin‘ the "pay-off" for individuals withim R
an institution in which severel alternative . - »
treatments are avatlable (assuming that all
individuals are to be returned, or that no deci- : ;
sion fgr rejection is mads). The traditional - - ;
prediotive model of the achool is not useful‘in a8
saking she placemsent or allocation decision anda =,
aeither i8¢ simple categorisation by handicepe; ~ . , '
rnho:’utm must lsarn to interprst n!u- , .
bles thil§ produse intefsotion.erfeess ‘wi M "
rohndm | e

Anstructieonal systems. ‘In other fn

should de placed in special progs# on the
basis of demonstrated aptitude by treatment
1nt;‘u§tiam Q17T). (Roynolds and lllow. 1971,
p. 362). !

Y

- e" et

. :““. -

3

ror the .uthon thc 1o¢1c or tmr app!ouh 19 q\nn :
utrcnut rm m om:.y used- ’roouw nhio&* m u ,‘
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. ! ) '
Again it 1s nocon‘u-y Lo add more data to the instrue-

tional model in order to uculn pouiuo org:nintion of an

-

A.T.I. placement process.: &n are uvonl conditions or

fasilitators of such a process to bde implemented in the lchool
. -

»

system.

“ .

. At t.ho rime hnl.. & non-graded school format
should be emphesised, and therefore.individuslisstigp of
education as a prereguisite to thg 31'1 (nptit\'u.hwby treataent
ut;‘ﬂeuon’ procou. The only way to npdoiry the aptitude
level by erutuut 1nton¢tuh is to be well cquhcd with
lndiﬁAul un. An oduo.‘ul process based on the Mﬂdﬂl, f
\llkc the nou-crmc uhool ndnl “’%y llurrqy and
Wilhour (1971).-M ) :muu- mem for mm . Bt
thc varied n«(l ahd cmum of the mdzv}w. —BDO e ey ot Q)

aon-cudcd approsch according to th«c spthors 1s buut ‘wpon

the t'ollov!ng mnon o o | | f

W,

¥

An» cmw W prqron at mar m
personal ueo orm m*b &




179

4, Nore instructional time could be glvengto each
child when the whildren are grouped in the skill aub:octc
'having & narrower rangi of reading and mathematics ;gilitios.
5. Dirtorontiatxon of natcrials for mooting thc

interest and nch*pvon-nt levels of children should notﬁvato

the learner to want to learn.

il

6. Plexidle grouping arrangements of children

should allow for large group, small group, and individual
' T

instruction. ~ ‘

7. The involvement of admir

strators, telchers,

parontl, and chzliron in the planninzﬁj'd implementation

‘y-

should bririg abo@h ‘Detter understanding of all concerned.

L

8. !valhation appropriate to the ability of the
_1ndividntl child should cause better locial adjustment, thus

better bchnvior. ' ‘ * . T~

AN b - R .
9.7 Flexible buildings aid equipment should make 1t
ehsier to p.ilpﬂliigo imstruction. ‘ -

/e

m ‘-nd mzn of caudrcn should |
prqvida oppcvtlntttnl Qll Ghlllrnn to sort and plﬂt po.nehqr.?';;{ ﬂ§h
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w»
All thoio.aslunpcionl are compatible with the & natfué- y .
tional model. Thnrotoro dovgloping a non-grcdcd ochool app"teg

n
could facilitate the 1ntc¢ration of lpqeial oducation as

"fnltruccional -yltcl" 1nto Ghn oducational aylton. In
ciple the 1nltructional lynto- cnd the "A.T.I." prpce
to be very powerful tools of intogrntion, although thi‘
'ncnts that are to be known as.the fundamental lppro
thc toachdb-pupil developmental. procoasj.grc not ver

identified. An effort should be made td

dontify'ppoeifi-‘_

cally what are these treatments, to devellop "insSructional

systems® by determining specialized tre
B,

poslth‘o intersction. According to the

innﬁ and thcir
';pcn-nyoto-'lnn"
appronch and the -olr—raclisation goal o oducation. thio
::conrch lhonld be basod on two dil.nlio of troctn-ltz

“first, 1t i’hould be bésed on the notion pf unutﬂzn o
terms of the capacisies-information app qah.to nag@_gazil{pc-,
tion. diaouluod in the \first part of thil‘chnptgr. ~"flao-‘ri'il't .

‘level of treatmest and "instruetional "; tom® ucnummxcu

should fosus oa pnttoru- of noo& s fn S;gn.lal bc\ﬁiiil'ca:
the four ;iz.anienl oflti. ' o | .




(197&) 'Cataiyot proovﬂ by the unbn.hnom.' qt a plttom of"
1nfbrlaticn -Hhring "In such a nodgl of -pocial education
the clulcl will tend to 'ptrt of an ontin ochoolﬁ not only

'

leociﬂp group and teachers will also open thair actigh to

cho ochool level. The ucon‘iconnquonce of thil model 1is
»to shift the eontroveray ot Lntcgrltod versus segregated )
‘cltura tnacnnt ,to another conceptual hnl. Ac udl\
diocunion ;bout 1nto‘ruion. as the placement of oxcoptioml

cbildrcn in regular cluoroou, w111 lose, its’ simificmco.

Provisions for individualised noeds ror univqrul "{nstruc- w

tional nntm" for urtonntutod pattom of ;rouping wnl

result in a natural participation pattern for all childm.~

thus éhanging cc-plctoly the utm of thc actul contromny
about integration. Intmltion uu be firlt miomcq at

the entire odmtioml lntu 10.} m«cm ‘everyone .

Therefore "1natrucnom1 -" 88 & mode of ulr-mnuuoa
- 'will not only bo used fox‘ o#coptlonu quuna but tor u.:. .;

children. . ." L,

-

Speatal muuuhnntdruw m«n

182
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Int;ractkons" approach. his should l*ad to specialized and .

. .

adapted action or learning experiences 1n specific "instruc-

tional systems". Finally, actual special education components
\] ’ ' - . \d
should be charged with pﬂb task of constantly monitoring the
s - o

educational system to discover how“appFopriately-the specific.
"instructional system" and advocated practices serve each

child. Therefore, special education finds its nature and
. : ¢
place in the gldbal educational s&stem rathep than at the’

-

speclalized treatment of exceptional children level as

developed graphically in Figure 14.

H
A place for everyone - .
s

After specify{ng the nature of special education,)it
is possible}to establish 1n more detail’the roles of ‘the human
components of‘the educational system in terms of the instruc-
tional system model and also in accordance with‘thé;ph;iosoph-
ical premfbes‘developed in this chapter. What are the impli-
cations of the previous discussions about the roies and
participatidh of the components in the self-realization
process? ‘Without being exhaﬁstive this analysis can provide

the guldelines for the establishment of a set of inmfteractions

within the educational system.

The child. According to the open-system view of man, the

child 1is 1qyo}ved in a developmental process that keeps him



Lgrowing in terms of thq.four dimentiéns or qualisies of man.
fhe child 1s'dévetbp1ng goals, acquiraﬂk mééns ror achieving
these goals, developing a sense of reality and attempting to
respond to normative aspects of society. This process 1is ‘
activated and enlarged by the development of capacfzies and

by the gathering Qf information of an environmental nature.
Develoﬁgent has been active since birth; th;rerore, when the
child reachesigchool age he has already been involved in the
developmental processes and has expanded his environment }rom
self to the coﬁmunity level. However, the maturation process
is- underway and theéefope-school serves as another devéloping
agent. When the child enters school he‘is confronted for the
first time by developmental agents (educators) who are socially
responsible for his development, since educatign s an
organized public‘service.' The schoéling process should then

be for the child an 1nvoivemgnt in a sequential pattern of
grdwth. Growth implies ddjustmept, learning, deveiopment,

" and shouid be based on actualization of capacities, informa-
tion qiﬁuisition, and Aﬁjustment in the need 1ntefaction
pattérn. When the cﬂild comeg to school he becomes a member

of a collectivity that is ofiented toward developing the self- '
peglizaﬁion of its members. As such the child should be first
* perceived as a member of a_group and not merely as an individual
student. Secondly, he should be perceived aﬁ a learnef, Just

_ L
like all other members, but with individualized conditions of

184
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learning. In this sense there is no place for special member-
ship -like special education but universal membership. There -

are no such things as special provisions for special children;

h )

there are' only provisions adapted for each-child in a universal

individualized set of provisions. All exceptional children

that actually are the responsibility os . fhe public eQucatiénal .

system would fall within such a model of\school pArticipation.
‘No child would need to be labeled as exceptional. Every child
would have access to a specially determined instructional

system.

Parents{ Since the open-system model of man 1s not only
an educational "professional” tool in the sense that it can be
used by anyone in evq%y day 1life, parents as other human
beings could also use such a stfategy. Just like children
or teachers, parents are seen as having'needs to satisfy,
and‘basically they are the saﬁb needs. Much has been written
about parental participation in school affairs. The question
is tgen "to what extent the educational systém has tried eilb
activate their partigipation in a growth process?" Most often
parents are strangers to the school social syséem.’ However,
they have ; very 'small i1dea of what is going on there, and
finally they are asked to coﬁﬁribute more in terms of tﬁeir \
child adjustment than the child's'growth. In the model of
education discuased.in this study, parents'bught not to be

‘-
confronted with school in this way. Parents' particip;tion
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in school {ﬁouid be compulsory since the first entry of thei;

child at pre-school level. They are presented with informa-

tion on the -educational process and on the nature of ltarning
activities. The§ are regularly informed of the learning
activitieg. TRhey are trained to pro;lde continu{ty between
home and school, and they take p!rt in thg decision making
process. According to Beery's (197u)‘Catal&st/mbdel this "
practice is 1ndiv1du;lized in terms of both fhg parent end the
child. Parents are perceived like other ‘members of the learn-f
"ing systems, as being involved in a developmental process.

An example from the author's experilience can well 1llustrate

this process.

In a school for mongoloid children, parents were
accused of overprotecting their children and the effects of '
teachers practices with the students was reduced by such
attitude. A plan was elaborated to study the motives of the
overprotectivglﬁébavior of pargnts. It was found that
par;nts of mongoloid children were confronted with soclial
pressures in terms of depreciation of their parental roles.
Self-respect in these families was threatened by the presence
éf'such a child. As a result the parents had developgd a
protective role that tended to be more philanthropi¢ than
developmgntal. Suchjbehavior was 8 compromise,‘and_an easier ?/

way to gain social approval from relatives and neighbors.
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P A plan was established Yy the school to enhance the,
self-perception of parents of a,mongoloid child. Activities
were organized to help parehts‘to chinge their protective
behavior into a developmental strategy. The focus of such
action was to build self-respect and & peed satisfaction
pattern for ﬁarents in acting as devplopment agents for the
child. The plan, when implemented, was successful due to the .
individualization of the brocess§ eacq family was helpe¢ od
the basis of its specific conditions. .This program was based
on parent-child-teacher interaction in a\nqllgctivity oriented
‘toward self-realization of all members of the c lIectivity;
There are many different ways to operati nali;; such a process
but any plans that have potential for acS;Q

,

should recognize the following factors:

\!_/g such a goal

»

1. Paafnts are, like all other members of the

educational system, individuals with needs to satisfy.

2. Parents are agents of growth for the child and
as such should be part of the information network of the

educational system.

3. The school should be physically and develop-

A

mentally open to parents for their own needs,

4, Parents should be part of the decision-making
process not only on the basis of domocrntic values but also

~5
on the basis of growth strategles.
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5. Curriculum should take into achunt parental

participétion in the learning process.

Teachers. Teach?f roles are different }roﬁ children and
parent roles: They are paid workers in the.educatIOAal
syséem. " This ;d¢§ a factor of responsibility and of need for
adherénce t§ their role defi:}tions. Like children and
parents they are members of a learning community. iyt as
paid workers, they ar; urged to productivity and 0;:2ptive-.
ness. In the soclo-psychological approach to education, as
defined earlier, the criteria for effectivéness shift from

academic achievement to the enhancement of self-réalization

v ’

,Of all involved members. This does not abolish control over
producti ity in the school nor fhe maintenance function, but
does tend to decentralize them. Even more, the processes
that tend to limit teachers' actions to_ official programs

and sequﬁpce of the academic Subject, will be changed to

)
-

anothef approach. ‘Such "progr;ms" can be’seen as depgrsonal-
izing the educdtional process. Most often teache!ﬂ'haye
nothing to say abod% the development of these "programs". On
the contrary,-selr-realization goals and a community of
learpers view are highly personalized, and individualized.

The pérticipation in the "instructional system" nocéssitatcs

a good knowledge of péraonal growth processes for teachers.
Therefore, such a personalized-systnn is hypothesized to result

in greater security for teachers.
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\-\ é’ f .

Teachers"tdsks should be centered on five factors:

interaction with children, working with parents, information

++ 10

‘sharing and planning akdTALE 61 level, self-preparation,

all, teachgps are assigned

~¥:‘ «
as members of the instructid al system an might not be the
1 1 B

only persons to work with a specific grouﬁ of childten. The
transmigsion of information at the school level is very
important, and a‘élah feaching approacg should be used. All
these factors ckll for a very hpeéittc cooperative organiza-
tional climate ahd commensurate attitude éhanges among
teachers. Also, teachers should be well aware of’ﬁhe nature
of the social'enﬁironment of the scﬁool. Finally: teacher
training should focus on the coopenative'nature of Jearning
and emphasize the perﬁonal growth of all members of the

system.

H .
v °

Prihc;pal. As has been indicated there i1s a need for

control and maintenance in the educational system even if the
criteéia for achievement or productivity are changed.. In
additioh,,an’additional demand results from the "1nqtru¢tional
s&stems" approach, namely, complex sets of learning situations
to be organized and supervised. The school principal 1is at
the center of the supervisory process.. Thg principal ougﬁt
B0 be the contioller of the instructional system, the super-

visor of the needs-orjiented curriculum, the principal agent

in the catalyst process, an agent of attitude chang® a\d

TN
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organizational growth, and, fihall}, &c is at the middle of
A ! ~

the relationships between the Jchool'board and the community.

5,

\ \ L)
All of these practices are to be pursued in a decentraljzed

way leaving room for partlcipation by chldren, parents and
teachers 1in decision;making. The principal is first a mem-

- ¢ .
ber‘%f the community of learners, and as such his relations

with faculty and students are marked ed interest

the learning process. He 1s responsible for his specif*
school, and should be assisted with technical tasks that

ould take time away from th; interpersonal rélationship role
which he should assume. Such help could be of an administra-

tive nature leaezng the principal to emphasize the task of
supervision and human relationships. The :;ricacy of princi-

pals should be evaluated on sélf—realization criteria and have
nothing to do directly with the academic achievement of the

students of his school; this subgoal should be left as an

outcome of the growth proéess.

Resource persons. According to the "instructional systems"

model there are resource persons to be found in the schools.
In fact, 1t is'possible to identify four levels of resource

L4

personnel.

The first level - resource for children and teachers -
s implied in the‘"instructional syétem” model. All teachers

of the "instructional systems" are resource persons for other
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teachers; there must be an erreétive resource sharing process
at the root of the "1nstfuctional system" model. At a sccpnd
}evel, there 1is Qsaistance in the school for helping the |
teﬁchers‘with specific prerequisite lfarnings. These are
teachers half-involved: in an "1ns§fuctional system" and half-
1nv6&ved in ;e;cher assistance. The need for such resource
persons is defined by the specific needs of teachers in
;pecifié schools.. At'a.third level‘%ierg are, at the school ’
b;ard levél,.itatr members who are specialized in curricygjum
developmenf. These persons hhve the résponsibility‘to
integrate academic subjeets &ith a need satisfaction oriented
curriculum. lThey should be well-equipped to work with
teachers and principals in local cirriculum development. Since
they are specialized agents in each discipline in th: instruc-
ional system, they are resource persons for 1mproving thg
mé&Chodology of teaching and curriculum development. Finally,
at the fourth level, there are the commﬁnity services personnel. -
They are not related directly to the school but to other fields
of public sgrvice such as welfare, health, labor, Justice,
leisure and ;;Zrts. A set of relationships has to be estab-
lished with these persons€since they can become facilitators
of the growth proce:;. The relationships with these resource
- personnel should not be left to chance but should be well-

planned and articulated. These four types of fesource persons

will be very g;erul if not essential in the highly specialized
y ° e




"instrucgional system", in the "Aptitude Treatment Interaction”
allocation process and also in ﬂoth developing and arranging

]
the various learning experiences. ~ *

mhii functional analysis ;ould have been done 1in
greater detall; however,\it was intended to leave this dis-
\
cussion at the school lev;)~ggp not to try to be exhaustive.
The various aspects presented in this analysis are detailed
tonthe extent that they give a good overview of an integrated
educational process.
OTHER ELEMENTS OF THE
EDUCATIONAL PROCESS
In this final part of Chapter IV, discussion focuses
on three major functions that can affect the process of ed-
ucation. ngeral conditions ought to be met at these func-
tional levels in order to institute the approach defined in

this chapter. 'These functions are curriculum development,

budgeting and control.

>

Curriculum development

\ In previous sections of this chapter the importance
° o -

of a need-oriented currlculum has been presented. The actual

state of curriculum development in North American education is

centered on sequence types of acquisition of knowledge by the

child. Even if this perspective did emphasize children's

-
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physical, psychological d 'social realities, the aim has
Aot been self-realization bul acquisition of Rnowledge as an

«

‘end product. A need oriented curriculum is seen to be very
different from that perspectéﬁe. The final o:tput of this
curriculum as an educational strategy, is the self-realization
of the persdon. Curriculum development under this goal
- emphasizes the process and cannot predict a universal type
of self-realized outﬁtts. s not the purBose of this

X

thesis to elaborate an opem nal version of a curriculum.

)
>

The interest here is in the development process of a need-
orlented cirriculum that will emphasize self-realization rather
than academic achievement as a primary goal. The discussion

that follows gp only indicative of the type of premises or

framework that should be used in curriculum development.

Goldstein (1969), in following his identification

of needs, has developed a social learning curriéulum for
educable mentally retarded children. This curriculum was

based on a model of fourteen needs and the four levels of

the expanding enéironment. Figure iS represents the elements

of curriculum under the fourteen needs at the level of self.

Each of the fourteen needs is identified in terms of compe- -

~ . .
tencies to acquire, and presented in partial capacities

o

development. For example; the need for emotional stability or

becoming emotionally secure as a competence, is divided into
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three levels of capacities development:

Knowledge of emotions - competence - Recognizing and
T . reacting to emotions

Sources of reactions - competence - Perceiving causes

Harmony - cpmpetence - Adapting emotions.

Since the aim of education i8 centered on the self-realization
process, curriculum should emphasize the prevention of internal
and external marginality. Therefore, two fundamental premises
ought to prevail in curriculfm development: (1) curMeulum
should be developed on the "needs" model and (2) should fécul
on the develppqcnt of the four dimensions of tﬁo "open-system

man” model by involvemerit in capacities development and #//
Ctrapsmission of information. Goldstein's curricu%um'seems

to be specifically oriented toward such action;; hip work was

further developed by Heliss and Mischio (1971)3 These authors
—che gone further in processing Goldstein's curriculum to
show the integration of academic learning in a need-oriented ’
approach. Pigure 16 which i1s derived from the. Heiss andv
Mischio study, 1s a tﬁ#&{ dimensional model, incorporating

. | ) ,

the four levels of expanding environment (social pohavior‘
cdntexts) with curricular activities areas (social learning,
communfcation arts, quantitative thinking, other) and psycho-
educational'broc“nos (cbnceptunli:ation, language, imagery,
perception). In this figure there is a cell selected for
further analflis. This cell 1s lghtl‘tiea}ly represented in

Pigure 17. In this cell the three dimensions of Pigure 16
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Figure 16

Model of Total Ewrriculum
(Heiss and Mischio, 1971)
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\

Figure 17

Schematic Relationship of the Component
of a Total Educational Program

(Heiss and Mischio, 1971)

225{ \»
AR /

%

(XY

iy
o\\mm\\\\m»/w

ALAILDY

\W&!&:-??
1777777777

mmmmmmwm




e

198

are divided into more specific elements.v The soclal be-
havior context 1s specifiéd in terms\of needs hspects
(Goldstein's model) at the community level. The curriculum
activity dimension is specified at the quantitative thinking
level as a set of concepts,'rules and skills. Finally the
psycho-educational processes in language are specified 1in

E J
terms of inner, receptive and expressive pfocesses. As
indicated by Heiss and Mischlo, the model is one of curriculum
development, not a curriculum in itself. Finally, the authors
have developed a graphical representation of the relationship
of the components of a total educatlional program based on
such a model. Figure 18 shows this relationship and the
authors explain it as follows:

From a behavioral reductionist view, the best
concepts are taught at the SLC (social learning
curriculum) level, more speciflic concepts and skills
developed through the QTP (Quantitative thinking
program) and the basic readiness skills and pro-
cesses are presented at the BIPP (Basal inter-
action process program) stage. If complex pro-
cessing difficulties emerge during the skills
programs, the teacher can shift over to the PEP i
(Psycho~education#l program) for remediation of
the disabilities. (Heiss and Mischio, 1971, p. 9).

It 1s possible to infer a high level of compatibllity

between the instructional systems model and this type of
relationship among program elements. The BIPP and PEP stage ’

are actualiy articulated in special classrooms. Theyonuld be

seen as instructional systems in the perspective of this study



Figure 18

Illustration Cell from General
Curriculum Development Model
(Heiss and Mischio, 1971)
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as well as-SLC, QTP and CAP. The work of Goldstein (1969)
and Heiss and Mischio (1971) was more specifically ;riented
toward the eduéation of educable mentally-;etarded students;
however, thelr contribution can be seen as'béing capable of
-expansion to an entire educa;ional program for all children.
~ The change 1in focué would be strictly in terms of the. curric-
uldm development. At this stage, research ghogld be encour-
'aged on the yse of this currliculum development model in ordef
to reorganize the educational prégram, integrating the premises

developed in this study. .

Control

s

An educational'system-that would be highly related
to the cooperative>and collective nature of learning and
which would focus on the school as a social habitat and
growth milieu,‘should emphasize decentralization of control.
At the higher level, the state level, decentraiization implies
greater autonomy of the local or regional educational structures.
Norms for cbngrql'should be locally determined; the state
agencies would act as facilitators and bring p:ofessional
assistance to such a process. The same pattern sgould be
applted locally. The nature of education as developed in
this study necessitgtes changes in attitudes, and éhe defini-
tion of what is valued in the eduqational sysﬁ?m. Furthermore

it calls for changes at the basic level.or“action.. Therefore
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more opportunities for control should be given to the basic
components of the system:,‘children, parents, teachers, and
principals. This deciftralization dpgs not imply the abolition
of any hierarchy in therystem. Levels of responsibilibx\fizi
to be 1dént1f1ed; but the natule of the relationship and the
norms to be implemented Qgguld emphasize shared values as
determined by the field agents at the school level. Again,

this is not an exhaustive analysis of the control function in -

the educational,system but only examines premises correspond-

ing to the nature of the framework of this study. N

Budgeting ‘ -

' E8}

~ One can think of instructional systems as specific
programs which are locally-determined according to specific
needs. In some way, this perception suggests a budgeting
process which is dependeﬁ; on local realities. Therefore,_
decentralization\should also be applied in the budgeting
process. Local program budgeting should be emphasizéd in
preference to state-determined norms of financing or subsid-
1zing. Fundﬁpg e&ucation by the state is ﬁhrorm of tax

allocation and should not be left solely to the support of

resources.available to local educational governments. Planming-

Programming-Budgeting Systemalfan be ticulated at local levels
2
as the mode of determining local f{nancial needs. This type

of planning appears to be more con nt with the "instructional
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system" and decehtr#lized approach. Nevertheless, assistance
should be given to loeal agencies to help fheir planning and
financing activities under such an appronh. It appears that
local planning and programming for financial support is con-

' sistent with the effort'or developing local strength and
originality, and therefore local adaptation, of the school‘to
the.needs of its components. - Another important feature of the
P.P.B.S. as applisd fo the "1nstructiona1”system" model, is
the- possibility to‘establish a non-categorical (in terms of
exceptionalities) budgeting and financing process. "Instruc-
tional systems" are not éategorical and budgeting by

"Instructional system" follows the functional integration

pattern.
SUMMARY -

This chapter constitutes an attempt to integrate
several concepts and models into a systemic conceptual model
of qpecial education. The model being concebtuﬁl does not
pretend to give dperationalized propositions but'ip rather
derted to a certain conceptual order under a specific
ideological premise. Such a model is congruent with the
socip-paycholgkical approach to special education facilitating
the 1ntesrition of special education into the educational
system. It 1s also congruent with the gfbvéﬁflon 1deology
as being an attempt to avoid any socialg;;;fotation pattern,

generators of exceptionality, and also by being more responsive
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to individual needs. The conceptual model developed in this
chapter is not to be transformed in the 1imit of this study
into an operat}qnal model. Nevertheless the next chapter will

-

focus on a. mode 1 ﬁo“t\Planning in an effort to detef'min.e a mode
of implementation-af the model. It is possible to think of a
conceptual {.j:\ the canvas for the el#boration of an
operational model,. The‘next chapter will‘bg‘oriented toward

&

the development of an educational planning strategy that

-

could facilitate the transitiqn’from the conceptual model to

operational propositions.
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Chapter V

THE-MOCEL: ITS IMPLEMENTATION
‘BY A PLANNING STRATEGY
What has been described in the preceding chapter is a set of
tactics or conditions which ought to be actualized in an educational
system 1n\ order to achieve the integration of special education. This
analysis was presenked as the conceptual framework of an integrated
special education delivery system. As such, it can be e:en as the set of

elements constituting a "model of smci%education".

This chapter will be oriented toward the identification of 4
possible use of a planning model for the implementation of the ;on-
ceptual model of specilal education. It is not enough for action purposes
«to establish conceptual integration 1nt<$ a model; there is also a need )

for strategles of i:rplemntation. This need can be seen as the
necessity to articulate the mode} of speclal education into an effective
and sequential process of change. Since the concepfual framework, as'
developed in the previous chapter, 1s derived. fram an effort to integrate
several conceptsrof diversified origins, a plaming model ought to facili-
tate the 1np1;nentation of such conceptual elements. Therefore, the
plaming model to be used should be evalusted on the basis of its potential
for organizing the conceptual model of special education into an integrat-
ed set of conditions to be met in the educational delivery system.

-
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This chapter will be diwided into two discussions: the first, on the
need of a general planning model at the global educational system level’,
the other, ofRhe specificity of the partial process of spe'cial educa-

tion plaming as mlated,to the general model.
THE GENERAL MOLEL

Since integration was defined in this report as having a _
wiiversal nature rather than a strict special education implication,
integration of special education ought to lead to a common or universal
(special and regular educatio:) planning process. As has been discussed,
special educatlor ought to be found at every functional level of the
System wather than being a structurally separated element in the system,
Every plamning effort ln the system, should relate to special education
8s part of the educational function rather than as a separate or special
unit or structural component with its own planning criteria. One factor
in the discussion on the philosophical perspectives {n the previous
chapters that can be identified is the need for a long range implement-
ation process. The changes in the education;l system, called for by such
a definition of special education, cannot be accamplished in short time .
periods but must be onaprosrmd long tennbasis A plamning model,

based on such changes, should provide for long range plarnirg and evalua-
tion. Also, such a model ought to be camprehensive enough to include all

identified elements or areas of changes, integrating all poesible canponents

) s
discussed in previous chapters of this thesis. Another important - feature

of the model for plam:ug lie-‘:l.n its sjntmtintion of the implementation
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process as discussed earlier. Systematization and coordination should .=

3
prevail in the complex integration of diversified elements as prescribed .\
by the nature of the model of special education. Pinally, two other :
factors should be considered for such a model, namely, the decentralization
of the planning task and the intersystem nature of planning. Decentrgl-

ization of the planning task refers to effective intrasystem relatiomships

14

to assure the copenetration of th( planning and the operationdl camponents
of the system. The intersystem na of pllmning on the other hand
refers to the possible coordination of 1ndividual catpb_nenta related to

education while maintainimg their autonamy.

-

In sumary, the planning model that should be used in the

education system should:

1. pravide for long range planning;

2. 'be highly comprehensive;

3. be systema in implementation;

effective intrasystem relationship favoring

the decentralization of planning; and, ’

5. achieve mteriystan coordination.

L 4
-

Perhaps another characteristic which could be added to the list is the

use of a system conceptual framework in order to facilitate the conceptual
integration of the planning model and the model of special education
developed in this study. Bell, Fagans, Harper and Seger (1971) have-



developed a planmning model that precisely corresponds to such characteris-
tics. Their model is based on three components of planning (Figure 19).
. They also identify a planning cycle with elements corresponding to the

specific components (Figﬁre 20). The model is presented in Figure 21.

The three camponents of plarming‘are described by the suthors.
Strategy is concerned with identification of problems, definition of
policy objeétives and assigmment of institutional roles and resources.
The tactics then translate the policy objectives and general allocation
of resources into specific designs for action; while control is a manage-
ment responsibility ard assure5 that performance proceeds ‘according to
plans. The discharge of this responsibility provides for execution and

revision of plans.

- For these authors, the functions of a pla.m.ir_g cycle presented
in Figufe'20 qare organized into a model with f‘ive‘activity clusters which
are diagrammed in Figure 21. There 1s provision for overall interaction,
or system recycling, betwegn activity clusters, and constant carminicétion
through the use of the information system is particulariy important and
allows the model to be entered at any point. 'Ihege qualities provide
maximm flexibility, consistency, constant evaluatiori and checking for
acc@cy. Ultimately, such a system avoids waste and confusion by maidng
explicit the operational processes as well as the expectations and values
on which they are based. This characteristic of‘;the model follows the
logic of ideologlcal awareness defined in Chapter III of this study.

Ideological awareness refers to the knowledge of values and expectations

207 -



Figure 19

Planning Design
(Bell, Hagans, Harper and Seger, 1971)

$7047061C PLARNNING
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Mgure 20
v’

The Planning Cycle
(Bell, Hagans, Harper and Seger, 1971)
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of a system as related to possible consequenceéz of action. This model
tends to relate ideologles and operations by discriminating the camponents
that are the premises of action. Figure 22 presents the purpose and out-
put of each activity cluster; the output fram one cluster becames the

input for the next.

For the authors, the Informgtion System J}Q‘the major data base
of the model which articulates the particular clusters; whe}\xever an
activity cluster utilizes extermal information, the information beccames
relevant to the entire planning system by entering the Information System.

In subsequent plarning cycles, any cluster may use aryy stored information.

A subset of the Information System is the Long-Range Planning
Register (L.R.P.R.). 'I'klxis register contains: (1) groups of explicit
statement; of general long-range motivating factors, i.e., the factors
which determine the ultimate purpose of the system, and (2) the I‘é.cts,
policies and values organized by the planning system. The Long-Range
Planning Register 1is applied at various points in the model. Also
providing input to the Information System are the Assoclated Management
Information System (A.M.I.S.). The mnaganmt‘systetns are the specialized
province of the decision makers in a particular educational situation, and
include information pertaining to their institutional operation. Their
imput to the planning Information System 1s the primary means for incorpo-
rating feedback about operational programs, (Bell, Hagans, Harper and
Seger, 1971, p. 7-8).
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From initial pre.f;ent.ation of their model, Bell et al. g further
into a detailed analysis of each cluster. As has been discussed, such a
model could be the basic planning model used in the educational system.

As described by the authors, it can be applied at different levels of‘_the

system which can corr;sider the camunicability of-the process throughout

the system. The use of such a,planning model could change the pattern -
| of crisis management so familiar to educators and administrators. . The

need for long-range planning has been well expressed in the literature.

Therefore, assuming that this model with its useful characteristics can

be an answer to such a need, it should be further studied on the basis of
f_its potentialities a;:cording to the implementation of a new model of

special education.

The different cqxponents' of the model for planning can ke
ciassified according to their cantribution to ,the process. 'IBre are
direct input camponents, indirect input coamponents, throughout camponents,
indirect output camponents and direct output camponents. Ftlg.xre' 23 sume-
rizes this classification and is an attempt to explain the ‘importarice of
the camponents in the plaming process. The important feature of this
classification 1s the differentiation of direct and indirect inputs, and
within the first type of inputs, the discrimination of internal and
extermal inputs. Internal direct inputs refer to the Long-Range Planning
Register an)d the Associated Management Information System. These two °
camponents are the basic source of organizational data, they are related to

statements of long-range motivating norms (A.M.I.S.). They are direct

-
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Figure 23

Classification of the Camponents
“ of the Planning Model

TYPE OF COMPONENTS COMPONENTS

DIRECT INPUT INTERNAL - Central information syg-
tem with .
Long-range plaming re-
gister (L.R.P.R.)

- Associated Manag. Inf.
System (A.M.I.S.)

EXTERNAL - Needs identification

INDIRECT INPUT - All clusters from the "
preceding cludter

- Priority list of needs

~ Problem~Policy transfor-
mation
THROUGH PUT
- Policy objectives as-

sigment

- Policy-program transfor-
mation °

- Candidate programs se-
*  lection .

-~ Tactical program design

INDIRECT OUTPUT . ~ All clusters for the
next®cluster

DIRECT OUTPUT - Action program designed
-~ Implemantation
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inputs because it 1s in the nature of organization to relate their plans

to established criteria or norms derived from past actions. They can be
ciassif‘ied as internal due tc; their specificity to the institution's

'. operation. L.R.P.R. and A.M.I.S. are both to be formulated in an operation-
al way. In education L.R.P.R. refers to the area of goals and A.M.I.S.

to prevailing administretive rules. External direct imputs are to be

found in the process of needs identification. Again the model takes these
data as direct inputs but they are data derived fram outside of L.R.P.R.

and A.M.I.S. They can be feedback data on the evaluation of actions or
programs or new data (change in fbe envirorment) from outside of the;

system. ggeither 1ntema’l or external inputs are static; they both }fxave
levels of change due to monitoring devices within or outside the system.

The other elements in Fim.__23 are derived directly fram the authors'
interpretation of their model. Indirect input - throughput - indirect -
output - are related to 1r3?;emal relationships 1n\the modei. The action
program designed cluster is seen as a direct output as it goes further

than the mo;'lel itself and affects dir'ectly the educational system as

actions to be implemented.

It 1s assumed that, in a simplified way, the challenge of any
ongoing plarning process is to relate external direct irputs to intermal
direct irputs. In other tems a relation should exist between needs
‘ 1dent;.r1cation data and organizational goals and administrative rules.
This relationship is directly related to the adaptive property of the

system. If great discrepancy exists between exterml‘data (needs) and

-



organizational goals and rules, the system 1s confronted with needs for
wider changes and needs for greater adaptive potentialities to cope with
these needs. This discrepancy factor is at the center of any type of
change within a system where such sophisticated planmning processes are

* applied. The point to be developed here is the necesaity to establish
cammnication and flow of data from external and internal sources to

pursue plaming processes., This brings the need for structured irputs.

The classir‘icatign of planning components can be thought of ‘as
glving the premises for the specit‘ication of the planning processes to
be developed in order to facilitate the inplementation of the model of
speclal education elaborated in this study. In other words, the
differentiation of types of inputs and their significance 1llustrates
the brocess of change which is at the moot of the mdel of special

education. The actualization of the model should start at the input level

of the planning model; a strategy of input description should be developed.

The model of special education elaborated in this theais is thought to be
conprehensive enough to determine the framework of needs 1dentit‘1cation

whether the inputs are internal or external.
X

Assuming that a planning model, such as the one developed by
Bell, Hagans, Harper ard Seéer, is used in the educational system, the
strategy for implementing our model of special education should focus on
a clﬁster of direct-input-identification to be related to the general

model. -The basic assumption of the approach is that the plamming process
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will be direcfly affected by the presence of specific irnputs based on the
model of special education developed in this study; that 1is ,'the entire
process of planning (All clustexjs) will be affected and determined by

the new nature of the information at the L.R.P.R. and A.M.I.S. level and
also by a specific way of identifying external needs. In some ways this
is a deliberate attempt to bias the process by identifying the input that
should prevail in plaming. Nevertheless, the mtenfion is to show that
the faster way to implement the new model of special education .is not to
implement new programs or actions. Ixrplémentation should be the output
of a planning process that has the charé.cteristic of intrasystem and |
intersystem cohesiveness. Therefore changes that should be initiated

ought to be at the input level and freedom of throughput should be

assumed by the system.

The‘process that ought to be developed follows the same logic as
Beery's (1974) Catalyst model presented in Chapter IV. The beginning of
all actions (planning for example) should be based on the sharing of
data; therefore, the data for special e@cation to be shared could be

. established by a cluster of input detemmtion. The processing of these

mts'am determination of output should be left to the agents in ‘1

field which participate in the planning task.

- 4

To summarize, special education plarming should not

regular education plamning. The functional integration of special educatian

and general education should be achieved first at the plaming level.

. Therefore the planning model presented here, with its speéiﬁc characteris-
. o

tica,ummlg‘tammmdnlﬂhtsmﬁdbomd. The process
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of chande that is needed for the implementdtion of the new model of
spgcial education should be totally related to the plannim; model. This
relation lies ih the specification of the inputs that should generate
the process. Therefore, the next part of this chapter will be devoted
to the specif‘i.catio‘n of a cluster to be added to the planning model for

inputs determination.
THE INPUTS DETERMINATION CLUSTER

In the plai‘ming model, the first cluster - Needs Identification -
can be regulated or determined in part by the system's long-range goals
that are part of the L.R.P.R. Educational goals can be regarded as
derivations of social expectations. 'I‘he information involved in the
L.R.P.R. 1s related to societal factors that influence the evolution of
education. T?memfom,.acco;'dirg to the model, the need identification
process 1s affected, in the screen;ng of expectations, by the nature of
the long-range goals and values included in the L.R.P.R. This relation
establishes the modes of questioning practices in order to gather needs
" information; that is, needs are identlfied on a certain typology includ-

ed in the value system of the L.R.P.R.

It is assumed that the planning model relies on data that are
related to the three inputs identified as direct inputs for the system.
These irputs contain the important type of information with which the
system 1s to proceed to plamirg ‘These inputs are direct intermal in-
puts (L.R.P.R. and A.M.I.S.) and direct external inputs (needs)., As

has been described, there is a regulating relationship betWween L.R.P.R. .
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‘and needs 1dentification. On the other hand, A.l(ﬂ/.‘I.S. is more direétly
related to the processing of data derived from needs identification and
can be seen as stability maintenance data t‘rom within the institutional
framework. Data included in the A.M.I.S. are relateci to organizational
patterns, rules or to some extent to institutional technologlr. They
mpm;ent the current state of expertise in the system, in terms of its
modes of operationalizing organizational goals.' If data from L.R.P.R.
'and need identification are elaborated in a "shall" statement of develop-

ment, A.M.I.S. data are related to the "should" statement in the process.

It appears fram this analysis of the three types of inputs that
a specification of the model of special education, in terms of data to
be 1ncluded in the L.R.P.R. and A.M.I.S. and also certain information on
needs identification, could constitute a basic change orientation. This
specification dr inputs constitutes the cluster to be included in the
planning nbdel in order to generate the process of change in the
educational system for achieving the inplemnt:ation of integrated
special educatidn. This cluster relies on the differentiation of goals
discussed in Chapter IV. There are two types of goals corresponding to
L.R.P.R. and A.M.I.S. type of data. Official goals can be related to
L.R.P.R. information. They are global statements of the system goals
and values; A.M.I.S. is concerned with operative data and procedures
and can be related to operative goals. Therefore, the cluster will be
constituted of an exhaustive list of official goals to be included in the
L.R.P.R. and by related operative goals to be :l‘:ncx'ibed in the A.M.I.S.
Finally, projection of needs identification nt'atqnnts as derivates from



¢
both L.R.P.R. and AM.I.S. will be presented. It is assumed that such

an exhaustive list includes the vital mgwedient\s of the conceptual model
of special education. Starting with such organized inputs, needs
identification ‘a.nd further planning process shall be determined in such

a way that favorable change should occur in the educational system. -

Figure 24 represents the cluster for inputs determination. This
model illustrates the prerequisite of need identification which leads to
the structuring of the infomation system and the éla!;omtion of L.R.P.R.
(officlal goals) as well as A.M.I.S. (operative goals) data. It is
important tp remember that this cluster is elaborated on the base of
the general pla.mi'ng model of Bell, Hagans, Harper and Seger (1971). The
top part of Figure 24 constitute the \specificity of the cluster. It 1is
followed by the sequence of the general model in order to enlighten the
pre-planning or prerequisite nature of the cluster. Any educational
system that\mter)ds to start the planning process in order to integrate
special education shoulﬁ in the first step go through the two stages of
information \gystem determination of data that constitute the cluster.

In essence the cluster is a two level goals analysis in order to feed the
information system with pre-organized data. The first step is to study
fhe discrepancies between actual L.R.P.R. dats or official goals and
proposed official goals presented in this study. This analyais should
generate a list of adapted or translated official goals statements that
are st’ored as,L.R.P.R. in the information system and used at every step

of the planning processes. Alsoc these statements are the inputs for the

-
Q
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second step of the cluster - the operative goals analysis. At this stage
actual operative goals are analysed in their relation to official goals
statements derived from the first stage. This analysis relies on the
‘study of the discrepancy between actual Ooperative goals and proposed
Operative goals. Finally, the output of this analysis 1s a set of
operative goal statements to be stored in the infomation system as the
AM.I.S. data. @h, these data should be referred to'in every stage

or clusters of the planning .model.

-

The use of-such a clustér of goal-related inputs prior to the
planning process, is’ thought to be related to the development of a pre-
requisite set of data to be referred to in the deterymination of action
programs output. It does not predetermine the nature of such programs
but facilitates their integration into’a I‘ramework based on the premises
of an integrated special education delivery system within the educational

“ system. At the outset of such a purpose 1s the perspective of a better
educ‘a}iona.l system while at the center of the plariru./r\;g process there will

tend to be facilitation: of participation and intrasystem cohesiveness.
>

The cluster is conceived to be an exercise in adaptation of the

/

\officisfl and operative goals of an educational system to a set of related
goals ba;ed on the conceptual n::del of special edm/a}im, in order to .
elaborate a constant set of information to be refarred to in the planning
process. The list of goals that follows repx"esents_ a comprehensive check
list for such adaptation. It 1s WUvided in terms of official goals to
be analysed to determine the L.R.P.R. part of the.information system and

in terms of operative goa.ls' for A.M.I.R. elaboration. Table 9 -represents

ro

rJ
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the list of proposed official &als and the related operative goals.
All operative goals can be directly translated in terms of administrative
rules. Fi:uliy, for the purpose of 11}ustmtir@ the entire process of

L)

the cluster as affecting the first step of the general model, examples of

~

needs identification are shown in the last part of the table.

L

'I'l;’e specification of all ﬁhe goals statements and needs
propositions included in Table 9 are to be found in the preceding chaptesss
of this study. As they are presented they oonstitute very general sfate—
ments, and 1t is important to specify their meaning by a comprehensive
reading of the preceding text. Nevertheless,. the content of Table 9
should be seen as a check 1ist for the ;nalysis of actual gpals of an
educational system in tems of their discrepanoies with goals that follow
the concveptual model of special education. The p'r;actice of suech anaiysis

will be 1llustrated in Chapter VI by the use of the check 1ist for the

study of sevgal educational systems.

R )
As a final rete to this chapter, it could be very significam:
to-quote the authors of the geneffal plaming model on their view concern-

ing the implementation of their model,

»

»

AThe following suggestions for inplementation of the
mode]l are based on a view of educatiomal systems which assumes
thatambalamemtbe;tmckbemirdepernmceot
particular educational Systems, or components of systems,
and interdeperndence between components and systems. Initial-
Iy, there must be a sufficient degree of autonomy to permit
local control of intrasystem processes ard relatioriship.
Curriculum must be effective, and the needs of* each student’
within the institution or the district mst be met as complet-
ely as possible. Murther, erfectiye intersystem relationships -



must be maintained similtaneously.  That is, at the same time
that each school and district has enough autonony to assure
a flexible arnd organic program for its clients, it must be
well enough integrated into the larger educational system to
achleve overall (e.g., province wide) educational objec-
tives. Various subsystems and strata of educational insti-
tutions must cooperaté for the attainment of common goals.

The institdtion and functioning of the planning model
also is predicated uppn open, as opposed to closed or self:
sufTiclent educationml systems. Participating educatiomal
Systems must respond to pressures, both direct and indirect,
fram the wider social, political and econamic enviroriment.
They must adapt to those pressures, constantly checking to
be sure their operation 1is appropriate for the soclety and
the political systems they serve. .

Inplementation assumes that those operating the model
are committed to the participation of individuals and
camponent agencies of the system in decision-maldng. This
requires a commonly understood vocabulary, and in addition,
implies the need for training to provide plamers with a
cammon semantic background. The plamning system itself is
designed to be organic, flexible and acceptable.” (Bell,
Hagans , Harper and Seger, 1971, p. 27-28). v

This view of the implementation of the model could also be seen
as basic goals in the information system of the general model. They are
ver'&‘simiar to the inputs detemurxation cluster, prerequisite n&tune
of goals analysis. If the goals related by the authors, to the imple-
| mentation of the model are not to be strived for by the edmatiérm system,
there; should not be an attempt to use such a model. 'Ehis point is
esseﬁtially the basis for the use of the general model for planning with
the cluster elaborated in this chapter, that is the intention of the

educational system to proceed to long-range planming of its development.

N
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Chapter VI

THE USE OF THE MODEL
FOR THE ANALYSIS OF DIFFERENT
EDUCATIONAL SYSTEMS
This chapter 1is concerned with the analysis of different
educational systems and their special education delivery systems. It
constitutes also an example of the use of the inputs determination cluster
and of the proposed goals developed in chapter V in order to organize the
analysls. The conceptual model of special education cannot be subjected
to experimentation without affecting a camplete ‘educational system, such
an experimentation being far beyond the iixaits of this study. The atm of
this chapter 1is to use the proposed goals of Table 9 developed in chapter
IV as derived from the conceptual model of special education in order to
analyse, with the use of the inputs determination cluster, the degree of
discrepanc% between several educationgrl systems and the model of special
e&uc;i n. This mml-;:zs does not pretend to validate the model but to
11lustrate \some divergence between actual practices amd’ the concep
model of spetial education ?order to show the degree of change
necessary for the implementation and experimentation of the model. It is
also assumed that the use of the list of proposed goals and of the irputs
Aetennination cluster will show the level of integrative orientation of
the educatioml\syst;em under study. If the cluster 1s designed to

generate a process of change for the integration of special education as

226



) 227

2 regular functional part of the school, it should also permit the

evaluation of the degree of integration achieved in the system.

development. Therefore it appears of mtem;t to verify the degree of
integration achieved in several educational systems in comparison with
their level of discrepancy with the model of special education. A more
‘rigorous study could be done in order to verify the kwpothesis that
educational systems that show a high level of discrepancy at the goals
level such as analysed with the inputs determination cluster are systems
with a low degree of integrative prz;ctices. No é.ttenpt is made to verily
this hypothesis inut;his report. The aim of chapter VI being more related
to 1llustrating the use of the 1list of proposed goals and of the inputs jo
- determination cluster. Therefore the anﬂ'bt‘ several educational
Systems' official ard Speratiwe #oels in terms of their relations with

i
the goals of Table 9, will constitute the basic tool to be used in this

chapter.

The methodology used in this analysis is simple, the data
collected fram each educational system are analysed in terms of their *
discrepancies with each proposed goal (Table 9) derived frim the model of
special education. The discrepancy analysis is canducted according to
the inputs determination cluster. The data collected from the educational
syq‘as were related to the official and operative goals of these systems
and to the practices in their special education delivery system. The
educationel systems that will be studied are from Sweden, Holland, F‘g‘ance ’
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and the Provincg of bec.. The collection of data fram these systems

was made in differen sprveys. The three European countries were sfudied

"in two field trips; o:\e' in France (i97U) fot three weeks, and a second .
one in Sweden, Holland and France (1976) for three weeks also. The®

Province of Quebec system was studied on a lorger time span (1973~76),

since the resegrckxer's residence and work experience in the field was

in that Province. Table 10 shows the nature of the visits and interview

or disculision that constituted the sx&veys made in Europe. A total of

61 visits or meeting;were held in order to study these systems. In

addition to these meetings, a collection of written material was acquired

and reviewed.

The purpose <;f‘ this chapter is not to give a camprehensive view
of the dl_f'femt educational systems nor compare them with one another.
Where general inférmation on the system is relevant this will be integrated
in the analysis. The amalysis will rely heavily on quotations from and
interpretations of official d§cunmts gathered in the surveys. In
addition to official statements, there will be scome comments derived
from meetings and fieldwork experience. The analysis will be based on
the study of the system goels fram the list of goals in Table 9. There-
fore, it will be lixﬁted to observation on the elements of Table 9.

Finally there is no quantitative camparison made between educational

systems. No attenpts are mq;e to measure or score these systems, the

analysis being strictly qualitative.
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Table 10

o

Nature of the Europeari Survey

—_
-

Type of visit or meeting Sweden Holland France

- Regular Schools (with 7 3
integrated individuals) .

- Regular schools (with 3 1
identified special class)

AN i
~ Special schools o 2 2 Institution: 2
Day schools: 2

- State or local education 2 1 2
administrators or '
inspectors

~ = Social affairs . 1 1

administrators

~ Headmaster . 5 2 [

- Teachers 4y 1 2

- Specialist in supervision, 5 1 i
special education -

" Researchers i 1 1 2

- Social, medical or : 1 2 4
psychological specialists

-~ Teacher trainers 1 2 1

TOTAL ‘28 1 2
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SWEDEN

The organization ér the Swedish educational system is presented
in Figure 25 while Figure 26 indicates the school administration structure
of that contry. The fundamental elements of the Swedish achool system
are the comprehensive elementary 9-year school and the gymasium secondary
school.

’ }

The school reforms introduced over the last 25 years
have given all children and young peaple the f1ght to an
education for at least nine years. They are also formally

. required to camplete the 9-year campulsory camprehensive,
"Basic School".: All pupils also have the right to contirue
their education at the gymasium-level school for one or

. Dore years. This right is currently exploited by about 90%

v of the anmual cohort of 16-years-olds. Adults wishing to
camplement theit schooling can do so within the municipal
adult education system (studies following the Basic School
and gymasium level curricula), unless they prefer the free
forms of study provided by the popular education associations
and study circles. At the same time as the right to study
hasbeenexterﬂed,amviewhasdevelopedasm@xﬂsthe
organization of studies. All children, it is thought, should
be allowed to attend ordinary classes in ordinary schools. |
Pupils with educational difficulties and different types of
handicap previously attended special classes (remedial
classes), or special schools for the handicapped or retarded.
Now they are helped to camplete their schooling at a Basic
School or gymasium-level school, together with pupils with
no special difficulties or handic . (Stenholm, 1975).

Table 11 gives some statistics on this integration of a very
large number of special education students in the regular schools. The
regular school system accounts for the educatigp of 97.8 per cent of the

mihofw!ﬁchl?ﬁpwcmtmedxmtedinapécialcluuswithinthe

ordinary school. ‘mmz.zmcmortmmihmmtin‘m
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Adult
education

Figure 25
)
Diagram of the School System
in Sweden
Age  school year
a b
» c
integrate
15 13 campulsory
secondary
18 12 school
17 11
16 10
15 9 e
senior level
14 8 ,
13 7
D
12 6 'y
B
11 5 d campulsory
middle level comprehensive
10 by scool
9 3
8 T2
c
7 1l Jjunior level
6 A
kindergarten

volurntary
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Figure 26

School Administration in Sweden

Goverrment - Ministry of Education and
Cultural Affairs

National Board} Education

S C

County Boards of Education

y

Local School Boards

TOTC

1- folk high school
'. .
2- upper secondary school

3 coupre!'mive school

4 mmnicipal adult edueationw
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Table 11

\

Distribution Special Education Pupils
in the sh School System in
Percentages (1973-74)
(Campulsory School, Grades 1-9)
(Wessman, 1970-1974)

ORDINARY SCHOOL SPECIAL SCHOOL

plass class

_ " Special E;
Special Separate clagy
liary | special . ‘

aching teaching

E
E

1
PGP

ArTeuotjouy

psprejau ATTejuay

80.2 . 176 ) p.08} 0.12 | 0.15p.25] 1.6
97.8 ' 2.2
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schools. Thereforey over 80% of the special education students are in

ordinary classes.

1- Self-realization of all -

The first section of the Swedish Education Act defines the goals

of comprehensive school as follows:

- To impart knowledge . - .
- To develop skills '
- In collaboration with their families, to promote the
development of the pupils intd happy individuals and campetent
and responsible members of society.
The pupil is to be given the greatest possible help at
school in developing according to his ilgmdividml capacity and
in motivating his own interests within a framework of cooper-
ation. (National Swedish Board of Education, 1975).

The main feature of the Swedish system may be expressed
in a pedagogical slogan, "Pupil first!" Thus the aim is to
give each pupil individual instruction which encourages his
all-round development, and which is adapted to his aptitudes.
This means that methods of work in the ordinary school are
becoming mor'e like those formerly considered characteristic
of special instruction. It can no longer be said, therefore,
that a pupil cannot satisfy the®demands made by the school.
On the contrary it is the school that shall satisfy the
demands of the pupil. (Wiseman, 1974).

1.1 Individualized instruction. Perhaps the most important feature of the

Swedish education system is its orientation toward individualized

§
instruction. i

One of the main goals of "the new school" is a type of o
instruction so arranged that it makes possible a strongly
individualized development of the pupils with regard to their N
naturel abilities, needs and interests. The realization of
this goal requires, mm,awmuwmwpeor
instruction, supported by strong pedagogical and psychological
assistance and by a rich suply of learning aids. (Lund, 1968).



. . ) .

Individualization within the framework of the class, and
access to special teaching, are important aspects of the
effort to create the right conditions for a course of study
suitable to the circumstances needs of these pupils. By '
individualized teaching in the ordindry class it is possible
to reach the “individual pupil, even if he has to struggle with
certain difficulties by reason of his handicap. Even so this
presupposes that the regular training of the teacher should

4 impart a basic lnowledge of how to deal with the difficulties
of the individual pupil (National Swedish Board of Education\,
1973).

The comprehensive school timetable has now been made to
include what are known as extra periods during which larger -
or smaller groups can be assembled than 1s normally the
case, the camposition and size of each grouwp depending on
the degree of {adividual guidance needed and the nature of
the teaching situation generally. In keeping with this prin-
ciple, it is recommended that the size of such a group should
not be fixed on a long-term basis.

Pupils who cannot obtain sufficient help during these
periods can be offered some form of special teaching.
(National Swedish Board of Educatfon, 1973).

Individualization of education is also reflected in special
education in Sweden by a wide variety of strategies of intervention based

on the child’'s needs

. Camme toute l'activité scdlaire repose- sur la notion

. d'individu, sur les dispositions individuelles de 1'&ldve,
1'enseignement spécial sous ses différentes formes constitue
tout natur€llement une composante tréds importante de 1'en-
seignement en génfral. Les &ldves qui pour diverses’
raisons ont des difficultés scolaires bénfficient de plus
d'aide et de direction qu'autrefois.

Cet enseignement peut avoir lieu pour un ou plusieurs

él3ves et mfme Stre coordonnf avec la classe ordinaire.

Ou bien fe professeur spécial viendra en classe et aidera

1'é perndiant certaines heywes, ou bien 1'éla3ve ira dans
une ¢ scolaire ol on lui dispensere un enseignement ‘
de sou: Cela s'appelle enseignement spécial coordonnf, (]

cemm&m&mnsw‘mmmwmmmm
tomehmdupouiblell'élbvedocontmlmé-

quenter sd propre classes

-
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Mafs pour ceux qui comnaissent des difficultés plus
sérieuses, le placement en classe spéciale, dont le nombre
d'éldves est moindre, pourra se révéler nfcessaire. Il y
a différentes sortes de classes spéciales: classe d'assis-
tance, classe pour les handicapés de la vue, classe pour
les handicapés de 1'oufe, classe d'observation, classe pour
les dyslexiques et classe pour les handicapés moteurs. [Les .
&ladves ayant des difficultés scolaires complexes peuvent
bérficier de plusieurs de ces enseignements spéclaux.

Pour faciliter 1'individualisation du travail scolaire,
1'école se voit accorder des ressources accrues par le
moyen de” ce Qqu'on appelle les heures supplémentaires. En
d'autres mots, les professeurs auront davantage d'hesures
dans cdrtaines matidres que les S1dves. Ces heures excé-
dentaires leur permettent d'enseigner en petits groupes

" ou de guider des &ldves seuls. Ces heures sypplémentaires
avalent surtout été utilisées précédemment pour 1"ensei-
genement par semi-classes. Dorénavant, le professeur peut
diviser la classe en groupes de grandeur variable, selon
les besoins particuliers des &ldves. Ceci vaut surtout pour
le cours &lémentaire et le cours moyen. Dans le cours
supérieur, 1'école a maintenant plus de liberté pour utiliset
de différentes maniédres les heures suypplémentaires, par
exemple en vue d'un enseignement auquel participent plusieurs
experts ou assistants-professeurs. (Forsslund-Ljunhill, 1971).

This new way of looking at things is manifested directly
in the ordinary school by the abolition of the pass-fail
concept, and by the rule that pupils shall, as a rule, be ~
promoted to higher classes. (Wessman, 197“)

)

1.2 Curriculum design. There i{s in Sweden a tendency to create uniformity

in subjects and courses but also a respect for children's progression rate

of leaming.

- Teaching in Sweden follows odftrally compiled curricula
for the Basic and Oymnasium-level schools. A necessary
condition for integration is that the objectives, general
instructions, and main phases laid down for the different
subjects should be so drafted that they can be applied to
all pupils, regardless of their physical and mental capa-
bilities. By the terws of these instructions, work at the .
school shall be based on principles of individualization
and pupil activity. Matter should be presented in a con-
crete marmner, and ‘the pupils stimulated to cooperate, so
that all can take part according to their persoml
aptitudes and interests. (Stenholm, 1975).

« <,



At the secondary level, pupils who find it difficult to
cope with all subjects at once can terporarily drop one or
two subjects to leave more time for their other work. If
they wish, they can then, on campletion of the gymasiumn-
level school, read the subjects they missed. A note is
made on their certifiicate that they have taken an
"abbreviated study course'. A

Pupils who have been 111, or need extra help in their
school-work for same other reason, can obtain auxiliary
instruction for a shorter.or longer period. Such instruc-
tion 1s intended to make 1t easier for the pwil to manage
the entire gymasiun-level co.xzu. :

"< By the terms of the Education Act, a special quota of
teaching hours is aITocated at the gymnasium level for the
special teaching of ehildren with physical handicaps.
Special measures can also be taken for pupils intellec-
tual handicaps. PFollowing a concession made in 1974, pupils
who have difficulty in following instruction can be exermpted

fram certain of subfects laid down by the curriculum for
a given line, te increased t to other subjects.

_ Suu;: 1974, s accordance with a specially designed
¢ culum are on an experimental basis for pupfls
on the vocati lines who by reason of a physical

handicap have ty in availing themselves of scme of
the instruction given. (Stenholm, 1975).

It is argued that 8chooling in Sweden 1s heavily anchored
in a mechanistic yiew of development. The basic goals far
caffidsory educgtion however, are more representative of an

smic way of thinidng. This causes a conflict, which -,

" makes it practically impossible to fulfill the aim of giving
a stimulating and enriching milieu for individual development .
Special difficulties are caused by a maridng system, which :
tends to create uniformity in subjects and courses (curricula).
What is needed is greater freedom for each individual to
form his own education in cooperation with people in his
neighborhood. Given such possibilities, school should be
more successful in helping the so-called educatiomslly
disadvantagsd. (Emanuelsson, 1974).

1.3 Organizational growth. Two elements were cbserved in thé Swedish

educational system that can be related to m:nuoml growth process

1—mscm61m1mmst{ioalochoolbou'dmnrnm'

have to teach several periocds a week to studsnts..c Therefore, most of the
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admm.s'cmt::rs are in permanent contact with children and other teachers.

+

2- High level cooperation between teachers. It was not possible.
to observe an organized and operationalized process ot‘mor@nizational
growth as defined in Beery's (1974) Catalyst model One factor that

can be confirmed by the meetings and intervieg of the survey is the

preoccupation.or the system.t'o increasingly define teachers as mmbers

-

of a collectivity of learners.

1.4 Definition of exeeptionality. In the widest sense of the

term, the word %capped“ is used to designate those

pupils who experience difficulties .of varying nature and

‘extent in their schooling, as the result of envirorfhental

or hereditary, physical or mental circumstances. Every .

_ teacher can encounter in his class one or several such

pupils, and should therefare know something about the

existence of such difficulties, their background and v

symptoms. A development in accdrdance with the principle

of integration even in respect of pupils with relatively

severe handicaps makes this absolutely necessary; every

teacher must be equipped, in the ordinary classroom <
situation, to meet the special problems involved in the v
handicap of such a child. (Natlional Swedish Board of

Education, 1973). . N )

1.5 Competence based intervention. ‘Since the principle of normalization
has its origin in Sweden, the intervention s&étem for nenta!.]y retarded
persons_ tends to follow the basic competence approach rather than to »
focus on deficiencies. Although the campetence approach is not entarell, ¢
prevalent in the educaticml system the Snedl#dduca onal system is 2
directly and profoundly marked by experience with the education of the

m retarded. [The tramrer of the campetence based intervention

approach 1s on 18 way for all types of special education.
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Remaris: This analysis of the first type of official goal and related
operative goals shows tﬁat Sweden has gone far in the implementation of .
the j.nd:lvidu:a.lizat1or1~ of education. 'rAlso, according to several speclalists
in education of this country the mndamental aim of the Saoedish system
appears to follow an organismic model and are related to self-wtu#linutim
principles. Although the self-actualization aim seems to be, applied
almost exclusively to children, there are actions being taken to expand
the concept to all members of the educational system. Or@nizat';iorwal
growth has to be worked out. On another basis, curriculum and evaluation
(marks ) are in many ways subject to revj.sion in-Sweden. It appears that
the state level rules for evaluation or marking are controversia} and
highly discussed as indicated by Emanuelsson's study. There seems to be
a fundamental respect of the individual child in the Swedish ech.nca.ﬁona.l
system, 'a.lthougu it is not possible tp find a well-articulated det‘initiop

of exceptionality based on a need approach.

A

2- Equality of opportunity

* “

"’Ihe two basic types of schools in Sweden, the elementary schoo

(Grundskolan) and the secondary school (Gymnasieskolan) are both

/

integrative types of school. All students are physically, and as much

«

as possible pedagogically integrated; in the same school. The basic aim

of such schools 1s the equality of learning experience ,' T &ll Asl

_ g -~
Marklund (1970) indicated in a camprehensive study of “of

the Swedish system, "The pedagogical ditferentutztn‘, often o
individualization, was to be can'ied:u far as possible, while the

organizational differentiation was to begin as late as pduib]e". There-

[



fore, the schools ought to integrate all children in a basic individualized

pattem avoiding early ‘group segregation and social inequality of

opportunity as pointed out by Lund:

The modern Swedish-&chool aims at such a method of work
that each student can obtain what he requires in respect of
teaching, upbringing and care. This means an epoch of education-
al reform, characterized by new thinking as regards, for
instance, the creation of greater opportunities in the system
asawrnlealsofbrchildrmarnympeoplewithm fm
of special difficulty or handicap.

The philosophy that has constituted the driving force
behind the expansion of the public school system, and which
has came to be accepted by more and more pedagogues as well
as parents, is that of an equal education for all children.

By the 1962 decree of the Riksday authorizing a general, ,
camprehensive and obligatory nine-year schooling, the earlier
differentiation between the kinds of education pupils should
receive (according to their intellectual ability) was moved
Yp to a point where the young people, themselves, are better
able to meke a decision about continued education. (Lund,
1968).

Le grand objectif pourrait se résumer en une phrase: par
une éducation ol chacun a toutes ses chiinces et tous ses choix,

former un &tre épanoui, ayant la meilleure qualification et

" la meilleure capacité d'adaptation possible au changement,
citoyen au Plein sens du terme au sein d'une société Juste.
(Richard 1971)

-

2.1 Ins tional system roach. Working methods in-comprehensive

Vzn in full class, half class, indpendent
3&0 in groups led by the teacher, and individual work.
t&ms instruction predominates. 'The element of group work can

Vary from one school to another.

The content of the curriculum gives teachers considerable
scope for initiatives of their own in deaigﬁ.rx and carrying
out théir teaching.

Cambined work can be armrusd larser pupil groupings,

with teams of teachers guiding ils. Prolonged lessons,
e.g., 2 X 40 minutes, are a cammon prectice at middle and
aeniorlevels

Periodic atﬁdies of consecytive subjects are a common
practice where orientational subjects are concerned. Another
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practical woridng method is that of collective teaching in
the form of projects or spheres of interest of an inter-
disciplinary nature. -9

Most school work is done during school hours. Training
in study technique helps to achieve good study results.
Pupils are also given hamework, but the curriculum recommends
that this be organized as far as possible on a voluntary
basis. (Nationa.:t Swedish Board of Education, 1975).

Spectfal SENNMEE; and the different types of special
- BN i zat ional and pedagogical arrangements
hea#it the work of pupil welfare and individ-
ualization, when the resources of the ordinary class or
school prove inadequate. The series of measures available
must be flexible; it must offer opportunities of choice and.
combination, and it must be capable of adjustment to suit;./ the
individual. Ultimately, every single measure taken must be
based on careful deliberation as to the needs of the 1ndiv1d-
ual child and gssessment of the child's own capacity. ,
(National Swedish Board of Education, 1973). *

In Sweden, as in many other countries, it has become
increasingly difficult to giww any clear definition of
special teaching. The best definition at present would
seem to be the actual scale of resources available, i.e.,
0.4 hours per week per pupil, or 30 hpw per 100 pupils,' for
the reinforcement of teaching, over arxd above the weekly
hours provided by the timetable for each particular grade,
level and type of school. (Stenholm, 1975).

te or co-ordinated special » (remedial
teaching), is utilized when the child's own capacity is
found to be inadequate in the ordinary classroom situation,
i.e., when the functioma] disturbance is such that it clearly
affects the pupil's overall performunce (while remaining
only moderately severe). Separate special teaching should
.not involve a buyrden over and above the pupil's regular
work in the school, but should be given Jlel to his
regular working routine. Separate spe% is
provided sometimes in the fotm of "¢ teaching. "When
a teacher works entirely or largely in providing separate
special instruction to individual pupils, he is said to
be working 'in a clinic'." This is a question of training
fyncgions and skills under expert guidance for certain
periods,  while for the rest of the time the pupil takes
part in regular instruction in the class. ,

s Misnawatmxdtaﬁdaupu‘tomcmmmtim
teﬂuaww, or in place of, teaching in a special .
*< class; the Netional Board of Educatian cons that this
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trend should be encouraged in every way, since it means
less interference with the child's school situation than
transfer to a special class’ A . T,

The new curriculum now permits the utilizing of specially
trained teachers in a variety of ways, not just in special
classes and clinics. In some municipalities, special teachers
take both "clinic" teaching (with individual pupils) and go
into the regular classroom during certain periods, with | the
regular teacher, to assist handicapped pupils in their work.
Such a teacher then functions as an assistant both to the °
teacher and to handicapped pupils (1nd1v1dua.11y or in small
groups) .

When a pupil cannot hardle 'his situation with the help
of individualization or separate special instruction, then
it 1s important both far the child and far the school thag
it should be possible to place him in a special class, which
offers specially sdjusted study schedules and special func-
tional training, and where the pupil's total school situation
can be considered and modified, both®pedagogically and
socially.

In the case of*handicapped pupils suffering from severe
functional disturbances, which decisively affect their total
performance and ssitate as a rule modification to the

extermal e nt, and a concentration of resources of
staff and technical alds, then a wider range of possible
action is req 3 here there is a need for the facilities

available in special schools r@the blind or deaf
students. (National Swedish Board of Education, 1973)¢

Evaluation of children. A special form of support, and

one that constitutes at the same time a period for diagnosis,

is the running-in or "familiarization" period incorporated

in the Basic School following entry from the preschool.

During the first weeks of the term, children are taught in

smaller groups than the regular whole class or half-class,

which gives the tfacher an opportunity to concern herself

a great deal with"each pupil, and observe them all in

detail at their school-work. A medical examination, and *

& psychological examination, are made in conjunction with

this period. The familiarization period is hardled in ’

collaboration with the pre-school) and with parents.
Corresponding familiarization periods are arranged on

the trensition fram the Lower to Middle and fram the

Middle to Upper Level. They have a dual purpose, namely

to make the trensition between levels easier for the pupil,

and to give the teachsr an opportunity to study his indi-

vidual pupils, in order to be able to plan their school-

'mmm,uummswpwtinmttntm

bemcesury
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At the end of the familiarization period in Grade 1, a
conference, known as”a pupil welfare conference, is held
between the teachers of the Basic School and the pre-school,
the school psychologist, the school doctor, the school rurse
and the administrative staff (head-master or director of
studies), together with the parents of certain children ir
they wish to attend. This conference plans, for example,
the necessary supportive measures for children who have .
shown themselves to have some iind of educational difficulty,
e.g., assigmment to a "familiarization" clinic, or same form
of co~ordinated special teaching in an ordinary class. All
proposals of this kind are discussed with the parents.

- During the academic year, a pupil welfare conference is
held at least once a month. The effect of the measures taken
is assessed, and new measures proposed as necessary. In that
the pupil welfare conference, and not simply the teacher, the
parents, and the head-master, discuss the pupils' educational
difficulties, the pupils are ensured an assessment alike by
educational, medical, psychological and social experts; at
the same time, the parents have a decisive influence. In
this way, the pupils also receive individually structured
help. A decision on the measures proposed is made formally
by the head-master, after the matter has been discussed at
the pupll welfare conference, '

The pupil welfare confererice deals with problems relating
to pupils throughout their time at the Basic School. The mm-
ber of persons taking part will depend on the Questions dis-
cussed, and the particular groups of pupils dealt with.
Normally, those taking part will be the head-master/director
of studies, the pupils' class teacher, the school psychologist,
the social worker, the school rnurse and the school doctor,
Plus in same cases pupils and parents. (Stenholm, 1975).

Pre-school services. Four pre-school consultants for the
(wholly or partially) blind (two nurses and two kindergarten
teachers) co-operate with all the ophthalmological dey
ments at the regilomal hospitals, with opticians, and wi,
child care centres through the country.

Apart from the period around birth (preventive mat ty
and child care), all children are given the opportunity
a medical check-up at the age of four. By cooperation on
infants suffering from visual defects, they then es
contact with the family and offer advice, informat
service; this offer is usually positively received,
work of the consultant consists in guiding the parents’
work with the child, instruction gn how to treat

advice on further medical céntacts, and placing in
kindergarten and subsequently in school.
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The cooperation with parents started in the early years
is later taken up by the school. Every year, a-Parents' Week
is organized at the special school receiving byind beginners.
(National Swedish Board of Education, 1973).

This 1s an example of the pre-school services offered in Sweden.

Similar developmental services are offered to all children and their

families. There are medical and welfare services for pre-school

children.

2.4

*

Special teaching is always concerned with individual
pupils. It tries,.by means of special measures to support
the pupil's school-work, to overcame his or her individual
difficulties, and make it possible even for the severely
handicapped to attend brdinary schools, so that they will
later be able to assume their places as equal members of
the camunity. Only in recent years has the school
begun to develop other types of supportive measure ’
designed, for example, to prevent the occurrence of -
difficulties, by means of envirormental improvements.

The greatest effort of this type made to date is the expan-
sion of the pre-school, and the early stimulation thus
given to children fram less favourable envirorments. Local
authorities are now required to provide for children Jutged
to be in need of special stimulation, and to arrange places
for them in pre-schools from the age of four or even three;
otherwise the farmal right to enter a pre-school is acquired
only at the age of six. (Compulsory schooling starts the
year in which the child reaches the age of seven.) In many
areas, however, even the majority of five-year-olds can -
attend pre-school if the flrents wish. (Stenholm, 1975).

ted deve services. It is considered that

- teachers providing special teaching need to maintain con-

tact, more than other s th the pupils' hames, with
the organization for the | carg of children and young
people, and with other caring for the pupils
or members of their fami teaching duties of those
woridng with special teaching are thus Jess than for other
teachers at the corresponding level. A teecher in an
ordinary class, for instance, is required to teach 30 hours
a week in Grades 1 - 6, while a special teacher has only
26 hours.

’



The integration of different kinds of special teaching
in the Basic School and &Tmnasium-level school makes con-
Siderable demands on the actual physical plaming of premises.
Schools mustr be equipped with special arrangements so that .
pupils with orthopedic handicaps, the blind, the deaf, and
those with other physical handicaps, and those with various
types of intellectual handicap, can all use the premises with
minimm dAifficulty. “They must be able to take part in the
work of the school, and in activities during breaks and
free hours. At the same time they must be able to obtain

kuta.uatiomontmm In new schools, it is
. amdmtmhmm;mwhlnnvebeenmnmme
beginning

More important than the equipment of scho’ol premises
for use by handicappéd pupils is the plaming of these
Premises in a way that will prevent the occurrence of such .
educational difficulties as necessitate any. extraordinary
provisions. Only now are people becaming generally aware
of the importance of the school enviromment for the ability
of pupils to adjust to their work and take a pleasure in it.
It i1s impossible as yet to say what consequences differently
plarmed schools and a more freely structured school day can
have for beacM‘_u.a whole. But great hopes are set on the
school % Bore outward-going ctmmunity institution
than it has’ tionally heen. '

Other measures of a preventive nature include leisure
activities during free periods and lorg breaks, afternoon
activities far the younger schoolchildren at free-time
centres and neighborhood recreation centres, amd support
to youth clubs, etc. This entire development is based on
a view of the individual as a whole within the camunity,
and presypposes extended cooperation between the school,
the local recreation committee, and the social services
admnistration. It also presupposes a more self-evident

* and relaxed collaboretion between the school and the
rmttnnielﬁve;otrsmceedodinachieving, for the
most part, in Sweden. (Stenholm, 1975). .

2.5 Free ﬂmm services. In &ndc,;:lmtuy arnd Secondary
education are free. Social welfare services are highly developed and
free; the same is true for medical services. Education, health and

‘Welfare are free public services. 4
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Remaris: In Sweden a strong movement toward social integration was
observed; the school system is part of this trerd. Intey'atioq is
articulated in education as the equality of opportunity for 1eahﬁng
experienées. Special edugation y even 1f integration is the goal,
follows a student-—centered integration pattern. The special “education
model of equality of opportunity does not refer to an "1nstruct19na1
system" model but more to a Pyramid model like Reynolds's (1971) model.
There is a strorg 1n§olvemmt in the relation between schools and
community for educationel purposes. Finally access to developmental

services is facilitated by the free provision by the State.

.

3~ Functional integration
The structure of public services in Sweden can be one that

facilitates to a certain extent the functional integration of deve'lopunntal
education‘. The wide jurisdiction of camunity Council (education,

health, welfare) at the localA level can facilitate cooperative inter-
ventions. From interviews with several agents in the local commmnity
councils, it appears that cooperation does exist to a greater extent than -

isolation between and within different agencies of public services.

3.1 Intrasystem integration. The special educational model followed

in Sweden 1s based on the ordinary school as the milieu of intervention.
Therefore, it was possible to find cohesim between the different
agents in the school in terms of their roles and actions toward children.
There are however, difficulties in terms of role pemeptions in many cases

mmmkofmlodpofmg\narclustmwfsofttnspeciﬁcity
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of certain special educatimllntc_rvmtim. Nevertheless, there 1s a 4
tendency toward in-service training for all teachers in order to change

these perceptions and facilitate functional integration of intervention. ’ A

A great deal of effort is devoted to pupil welfare in the
camprehensive school. One of the fundamental principles of
pupil Welfare is that it must include all the pupils in a
school. It is designed wherever possible to prevent individual
pupils and groups of pupils encountering difficulties in

. 8chool. All members of the individual school should be jointly
responsible in this c ction. (NSBE, 1973).

L.

3.2 Intersystem integration. The structure of public services juris-

diction and governance as indicated in point 3, does facilitate functional
intersystem integration. Sweden, with its widely organized public
services, does suffer from a lack of specialists that scmetimes generate

difficulties in attempts to respond to demands. v

4- Openness to community

It was not possible, in the survey made in Sweden, to study
carefully the relation of the school with the camunity. Yet, from
previous quotations, it appears that the opemness of the educational

| system to the commumnity is a very important feature of that system.
Egucational interventions are very much related to community affairs.

In fact, the cammunity is. often the source or center of action for
development of students. In general the schools in Sweden follow closely

the social evolution and are related to local realities.

4.1 Integration with comunity. As has been indicated, tne of the goals

ofthesndiahedmtianlsysmntopmmmwof
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competent and responsible members of society. This goal is articulated
in the administr‘ative structure of the educational system. The local
authority of schools is in the hards o—t cann:mity municipal councils
that have responsibilities Hx all fields of public services. These
councils do relate education affairs to other social priorities. At

another level, strong relations with parents is built into the system,

' Parents' meetings, class meetings and open days provide
parents with an opportunity of experiencing the everyday life 4
of school, increasing their familiarity with the school system,
asking questions and obtaining answers.

Comprehensive schools in Sweden cooperate with the parents'
assoclations through the medium of the National Federation of
Parent-Teacher Associations, which is active at central,
regional and local levels and receive public financial support.

The responsibility of parents and guardians for the up-
bringing and care of their childrerf is affirmed by the compre-
hensive school curriculum, (Lgr 69), which also emphasizes that
the individual pupil constitutes the focal point of school
activities. (NSBE, 1973).

\

4.2 Permanent educational services. It has taken 20 years to
develop educational facilities for teenagers. This means that
most Swedish people and by far the greater proportion of gain- *
fully employed have much less educational attairment than the
young people who are now joining the labor force. In order
to keep this generation gap from widening and to help older
persons compete for jobs on more equal terms, the system of
adult education is being expanded. It has been cast into new
molds alongside the large scale programs that the educational
associations have long operated on a voluntary basis. The
mmnicipalities have been made responsible for ensuring that
any adults who 8o desire are enabled to take courses, mostly
part-time, at the upper-basic and secondary levels. (Swedish
Institute, 1974). o

®
5- Decent god ted long-:

mmpluﬂrgmais,ducribedmmebuiaoftm
e;dmtary school reform by Serge Richard (1971) as being established on

four stages: «



-

Research (Pedagogical)

= Experimentation in selected areas
Cammission’ work !
Public debate ' .
Discussion and. decision by the Goverrment

’
~

]

Pourquol cette création de 1'école de base? C'est 1'ay-
plication concréte que les Sufdoils ont voulu faire de la |\
philosophie égalitariste qui est la leur, pour 1l'école \ﬂ}ﬁne'
pour d'autres institutions.

A 1'aube de notre période 1940-1970, les trois préalables
d'une réforme sont donc en place: 1le besoin de la collecti-
vité (demande d'éducation, et d'une éducation démocratisée),
la volonté politique (la démocratie socialiste se veut égali-
tariste) et le projet (1'école unifiée jusqu's 16 ans). Il
n'y a plus qu'd passer 3 la premiére vritable phase {celle
de la préparation) de toute réforme sufdoise. C'est-d-dire
d'une réforme "3 froild", &laborée sans hite, et dont les
étapes sont traditiormellement les suivantes: .

- Période de recherche (recherche pédagogique, en
1'occurence);

- Expérimentation dans des secteurs-pilotes,

- Travall de commission;

- Débat dans 1'opinion;

- Discussion et décision par le Parlement

(Richard, 1971).

Decentralization is another factor, since the structure of

governance tends toward decentralization and the planning process

follows the same patterm.

5.1 Local long-range planning. Planning is one of the functions of the
local municipal education authorities since they control their own

development. According to Richard (1971) the pattern of long-range

plaming is a fundamental characteristic of the Swedish system.

5.2 Agents' participation. Even 1f the school decision-making and
planning tend to be decentralized there is, according to the interviews

-
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with teachers, a need for gmﬁter participation of parents and teachers

in continuous decision-making. One elmnﬁ v;hich does facilitate \
participation is the level of det‘omlization. of hierarchical relationship .
in the Swedish s{stan. The egalitarian goal & that society facilitates

the participation of all on the basis of the collective nature of the

delivery system and simplified relationships.

g

5.3 Securing control. Part of the school reform in Sweden 1s the
depmsa\.xrlzirg of the educational system. Control in the schools 1s

in the hards of part-time teachers and part-time administrators that are
closer to teaching realities; mrthemdé, school inspectors are not
evaluators but. facilitators .or a source of assistapce to schools for
resources support. The pressure for academic achievement 1s being
replaced by the goal of self-realization; therefore, competition 1is

lowered in the schools and between the schools. These factors affect
= ¢

MY V. L J .
greatly and positively the security of teachers in tﬂtﬁr wﬂh‘ % '%"E‘
. ) ) PR Y ¢ - %

s LN ey “ : < .

~ . . . Ty ) . v‘ B o .
5.4 Funding. Sweden's egalitarian ideology is'refjedtéd.in 4 "ng«%\:éﬁ fﬁ,i
. . @ e %, 2 ' ;
of education. The state terds to assx* Qleiﬁy »oi'wg,éf'vi‘.ces“,gn‘tm "% *

country but leaves the greater part of th: f'im.nci&lbm‘den of‘emw:ﬁ‘,?
to local authorities. Therefore, nmicipa.lf}i" rough thatr tagstich
power finance education, with the exceptionybgz s;hriesmich
are pald by the state. Special education ig:ﬂ.p‘m:edon the basis of a

‘& t"--‘
y{per studenty; this 13

speciai ‘education



program. It was not possible to determine to what extent progrem
budgeting was developee but the non—categorical budgeting and financing

. - . .
of special education can be a possible application of that progess.

Comments. It appem from this analysis that Sweden ’13 v;:ry Cclose to ,
the premises of the special education model. In fact special education »
in Sweden 1s very integrated with the regular school lystun However,
several areas remain to be developed in order to achieve camplete -
integration. There should be same work done on curriculum design and
organizational growth process. The "instructional system" model could be
more oft'iq_al]y implemented to bring student evaluation to a process based
on Aptitude Treatment Interaction. Finally, all elements of the Swedish

model as analysed according to the inputs determiniation cluster could’

be articulated and integrated 1f a global framewcrk were applied such h ‘

the proposed model of this }hesis. "

b |
HOLLAND \

Q

The second educatiomal system that will be analysed 13. the
Dutch system. The research conducted in Holland did not yield as much
data as was expected. The Dutch educational system is in the midst of a
profourd reor@ﬁzation and the amalysis of the tvaila-ble ;nterul was
of value. Same of the elembnts of Table 9 are not reviewed due to the
lack of information brought back from the field m;tiption 'Ihe I
analysis will again be made on the basis of qm!audm from official

documents ard fileld observations. ‘ e
i
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The structure of the educational system in Holland, as shown in

Figure 27, 1s based on an early orgp.rumtioml differentiation of programs.

\mrfereptiated program averues has been a constant factor in the .Dut:.ch
educational systém. | Speciﬁl’ educatioh theref‘orqappe&rs as one sepa.zﬁte
unit. of the .syatem with slixteen. types of special schools. The ent;reﬂ
special education delivery system in Holland relies on separated special ’

scbools 'I‘able 12 gives the 1list of"the sixteen types of special schools.

‘Thé data collection in Holland consisted exclusively of visits
and meetings in special schools. The time spent in Holland and the plans
set up by the Ministry of Education and Science for the visit, restricted

er other type of meetirgs with \other’ sources of information.

‘Another important feature of the Dutch educational system is the

-

diff'erehée in the dependence of schools. Public and private schools are .

financed totally and a.ccordi.ng to the same criteria by the State. In~
fact, there are three Eeneral types of school organization: pubiic
schools, private cont‘essioml schools, and private non-confessional

) .schools. The analysis that follows uses two types of information: the

actual situation as described in official texts and the proposed changes
) ,

made by a comissibn that had the responsibility to elaborate the frame- ‘

work of the Dutch educational system for the year 2000. Figure 28 shows

the mture of the educatiom.l structure in Holland as roposed by this
ccmniasion In camparison with Figure 27, it appears t}‘m: the D.ttch
syqtup will be oriented toward an trtl.ividml difte:j‘mtiation approach, as
is the case‘in the Swedfsh mdsl, rether than the early orginizational

' ™~
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Table 12

Types ofSchoo(ls

Children

AL

254

for Exceptional
in Hollarnd

School for deaf children

Schools for children who
are hard of hearing

Schools for children

with serious speech imped-
iments who do not belong
in categories 1 or 2

Schools for blind children
4

Schools for children
with impaired sight

. Schools for physically

handicapped -

Recupq:gtl’o;i Len’tre_s for
chl1ldrén suffering fram
chronic diseases

Schools for "delicate
children

Séhools for children .
suffering from fits

10.

11.

12.

13.
14.
15.

16.

. referred to in Article S of

Schools for mentally retarded

| children

Schools for imbeciles

Schools attached to homes as
referred to in Article 7 of

the Act of 27 April 1948

(Bulletin of Acts, Orders and
Decrees 96) and intended for
children with subnormal -
intelligence

Schools for.maladjusted
children

-

Schools attached to homes as ¢
the Children Act _ '

Schools attached to
pedagogical homes
U

Schools for children with
complex educational and
psychological problems,




© 23 4

22 4

21 <

19 o

18

12 4

18

18 -

14 4

134

12 A

11+

104

Pigure 28

The New Structure of
Teaching in the Netherlands

- T R tevcisge

-—-—-—— e — e - - ———— e e o o p
|
]
. l ,
. [ S
) ' r"‘"""‘"‘"‘
| de te deuxibme
A :oiou
ENSEIGNEMENT PERIEUR ! cols
/ : deuxiéme “
|
A
| ———
}
, |
HAUTE ECOLE !
’ |
u , , [
=
1
| .
| ECOLE MOYENNE B
. -]
? |
= | :
y ! *
| P
. |
|
| "
|. .
: ;" - _
A ..
L ECOLE DE BASE
, ;
' A
| -
]
|
i
]
| o
1

.
‘e
50?&
S




AR

U

differentiation.

1- Self-realization for all
The Dutch educational system 1s based on the aim of acquisition

of knowledge and professioral competence. /

A

D'une manidre génfrale, 1l'enseignement primaire vise 2
faire acquérir 2 l'enfant diverses connaissarces et capacités
fondamentales, jugfes nécessaires ou amhaitables pour son
développement ultérieur.

L'enseignement primaire traditionnel tend A offrir aux

.« €18ves’ un ensemble relativement complet de connaissances et
b ﬁe capacités, ensemble considéré 2 tout le moins comme
” nécessaire pour l'avenir d'un grand groupe d'enfants.
Certes, le programme des annfes d'&tudes successives peut
varier d'une école 3 1'autre. Il est cependant toujours
caractérisé par le fait qu'on exige de 1'élave un minimum
de comaissances: chaque armée, 11 doit atteindre un niveau-
déterming, notamment dans sa manidre de lire, d'écrire et
de calculer, pour pouvoir passer dans la classe supérieure.
D'od une sélectjon sévire: de nombreux &ldvet doivent re--
-doubler leur classe. Les chiffres sont d'ailleurs &lo-
quents: deux tiers seulement des &ldves entrés en premjire
ammée de 1'école primaire se retrouvent sur les bancs l'un
établissement d'enseignement postprimaire six ans plus
tard; aux autres, i1 faut un ou deux ans de plus.

L'enseignement primaire moderne, ou 1'enseignement de
base, doit, Jui, servir de fondement 3 1'enseignement post-
primaire. Pour aucun ant, 11 ne doit constituer le
point final de la f ionsdolaine Ce n'est pas la
matidre enseignfe mais 1'enfant qui doit &tre au centre
des préoccupations. Il faut d3s lors que 1'enseignement
de base tieghe compte des sptitudes individuelles de
chaque éldve. Pour cela, une nouvelle organisation est
nécessaire: 11 faut mettre fin aux redoublements en '
renoncant 3 imposer tel programme fixe pour telle’ annfe
d'études; 11 faut aussi abandonner le systdme des classes
et réduire au strict minimm la subdivision de 1'enseigne-
ment en matidres. (Min. Ens. et Sciences, Pays Bas, 1976).

’l

1.1 Individualized instruction. On the basis of the reform proposed by

the' three menbers of the commission, one of the basic elamnta‘to be
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generated in Dutch education 13 the umdividmlization of instruction and

v

the development of the person.

'

Les trois signataires énumdrent quelques &léments du
systéme actuel qui militent en faveur de la nouvelle &cole
de base:

- Le passage de 1'enseignement préprimim i 1'enseigne~
ment primaire ordinaire n'est dfterminé que par 1'8ge de
1l'enfant, ce qui entrava le processus de développement
continu.

- Le systéme des programmes déterminfs cérrespondant 3
des annfes d'études dfterminfes ne peut tenir campte des
différences individuelles quant aux poasibilités de dévelop-
penent

- La formation dans le domaine des sentiments, de 1l'ex- -
pression, de la création et de la maftrise des "aptitudes
sociales" fait figure de parent pauvre.

‘ - la nette subdivision en matidres ne cadre pas avec
le mode de pensée des enfants de l'école préprimaire ou
de 1'école primaire.

- L'école est insuffisamment ataptée au langesge, au
mode de camportement et au mode de vie des &ldves.

- Les stagnations dans le processus de développement
‘ne regoivent pas toute l'attention voulue. Il arrive que
les enfants doient dirigés trop vite vers 1l'enseignement
spécial.

- L'étude obligatoire d'une langue &trangére pou.r
tous les &ladves.

- L'Spancuissement de la persomalité de chacun en un
processus ininterrampu de formation, de développement . .
et {'apprentissage. v

- La création de chances &gales.

- L'octroi d'une attention suffisante 3 1l'identité de
l'enfant dans les phases successives de développement.

- Le dfpistage en temps opportun des stagnations dans
le processus de développement et d'apprentissege; 1la
recherche des causes de ces stagnations et 1'octroi d'
aide adéquate aux éléves individuels. .

- La création de situations d'enseignsment et 4'appren-
tissage adaptfes 4 la nature des éldves.

- Au nivea de 1'Scole moyerne, les &ldves suivent

emublemmem«mmm'ztpm-

égal & tous m‘lﬁu "d'xptelmc Lnﬂhcuu::lh
nmumwmmmnmm .

- . . - -
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"Les faibles échoueraient, les forts seralent freinfs et la
médiocrité prendrait rang de norme." Abattre les cloisons du
systime catégoriel actuel, ce n'est en aucun cas promouvoir
formité ni le nivellement: "Au contraire, une nouvelle
d'enseignement doit apparaftre, qui permette 3 chaque
d'épancuir sa persomnalité selon ses dispositions,

ses intéréts et ses ités.
: -~ Le choix. d'unet formation et d'une profession est reporté
3 plus tard.

- L'ocbjectif de h'école de base - offrir des chances |
"égales", c'est-3-dire optimles d'épanouissement - est .
maintema.

- La teneur de l'enseimt et de la formation dsstinés '
aux Sldves de 12 A 16 ans est élargle.

- Les &laves se volent placés dans des situations d'ensei-

gnement et d'apprentissage favorisant 1'&panocuissement indi-

viduel et la conscientisation sociale. (Ministdre de 1'Ensei-

g‘unent et deg Sciences des Pays Bas, 1976).
1.2 Curriculum design. In the operational system the curriculum iS based
on the acquisition of imowledge; therefore, it focuses more on the
organization of learmming than on the process of individual deyelopnentl
As shown'in the last section, éach year of the program has its minimm
level of learning goals. In special education the same pattern appears
to be applied. Also separate schools \.neo often justified on the basis
of curriculum integrity or the impossibility of providing regular learmn-
1;13 milieu with differentialized learners to the extent of satisfying:

individusl needs.

It was not possible to study in detail this

eiemntofth..w '. tian;sy;tan. 'Iheactmlpmoc : ‘o:r

tmmthemmnlmatoparucmtimofm Y
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indicated in Chapter II o’ this study, it is a "patient" typology of

exceptionality that prevails in the system.

L'enseignement spécial est destiné aux enfants qui,
pour 1'un ou l'autre motif, ne sont pas en mesure de suivre
1'enseignement ordinaire.

Ces enfants appartiement & deux catégories différentes:

1. Les enfants qui nécessitent une attention spéciale
delapartdn&acateura soit parce qu'ils souffrent d'un
nandicap sensérdie), physique ou mental, soit en raison de
leur comportement. Il s'agit notamment d'enfants atteints
de surdité totale ou partielle, souffrant de troubles de la

‘parole, atteints de ofcité totale ou partielle, placés en

maison de convalescence pour longues maladies, physiquement
ou mentalement handioapés, difficiles A &lever et 2 &duquer,
maladifs, $plleptiques, placés dans des institutions pour
délinquants ou dans des centres pédologiques.

2. Les enfants qui ne peuvent suivre l'enseignement
ordinaire en raison de leuwr situation sociale particulidre:
leurs parents mdnent une existence itinfrente. Ce sont les
enfants de bateliers, d'habitants de roulottes et de forains.

La premidre de ces catégories est de loin la plus vaste;
les enfants mentalement handicapés en constituent le groupe
le plus nombreux.

Les enfants relevant de cette catégorie peuvent &tre
admis 3 partir de 1'Sge de trois ans dans une des &coles
spécialement créées 3 leur intention. Ils doivent quitter
1'école 3 1'8ge de dix-sept ans ou, au plus tard, si 1'ins-
pecteur campétent leur accorde une prolongation, 3 1'dge
de vingt ans.

Toutes les &coles de cette catégorie comportent une sec-
tion centrale réservée i 1'enseignement primaire et ouverte
aux enfants 8gés de six ans au moins. .

Elles peuvent comprendre en outre une section spéciale
pour enfants trds Jeunss (de trois A sept ans) et une
section assurant une enseignement postprimaire.

Diverses cambinaisons sont possibles: par exemple,
une &cole pour enfants aveugles peut posséder une section
pour enfants atteints de surdité partielle.

L'enseignement spécial comprend 1'ensemble d'équipe-
ments pédagogiques destinfs aux enfants incapebles d'aller
3 1'6cole de base cu & 1'6cole moyenne parce qu'ils sont
handicepés mentalement, physiquament ou socislement.

Le Ministre ot les Secrétaires d'Etat plaident pour
que 1'6cole de base et 1'§cole moyenne solent amérmgés de
telle sorte qu'il faille dlriger moins d'$quipement d'en
fants vers 1l'enseignemant spécial. Un ensasble souple de
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mesures et d'équipement d'enseignement spfcial doit contri-
buer & ce que les enfants en difficulté ne perdent que dans '
des cas extrémes le contact avec 1'enseignement ordinaire. v
" Le nambre de types d'écoles - actuellement une vingtaine
- doit @tre trés sensiblement réduit. La distinction entre
. ces types repose en majeure partie sur des critdres médicaux.
I1 n'est pas teru suffisamment campte des besoins de 1'enfant
en matidre pédagogique.

Des critdills clairs devront étre formulés pour 1'orien-
tation et 1'admission des enfants voufs A cet’enseignement
spéclal. Les trois signataires n'estiment pas souhaitable
de séparer, au sein de l'enseignement spécial, 1'école de
base et 1'école moyerne. Ils songent A quatre sortes d'en- .
seignement spécial: ,

- 1'enseignement axé sur le mouvement, s'adressant aux
enfants qui, du fait de 1'insuffisance de leurs facultfs -
mentales, occuperont dans la®vie professionnelle des fonc-
.tions ol les performances motrices et manuelles 1'emporte-
rornt sur les performances intellectuelles;

- 1'enseignement orthopédagogique, visant 3 ramener les
intéressés au niveau de 1'enseignement de base;

- l'enseignement de campensation, s'attachant aux trou-
. bles fonctionnels de nature organique;

- = 1l'enseignement thérapeutique, se consacrant aux troubles N
psychiques. a

Ils pensent qu'i? faut, & long terms, tendre vers une
intégration de 1'enseignement ordinaire et de 1'enseignement
spécial, surtout au niveau pédagogique.

' Par ailleurs, ils entendent prendre les mesures

requises pour 1'élaboration des plans d'&tudes, la forma-

tion et le recyclage des instituteurs, la construction _

de bitiments scolaires et les moyens didactiques. Il 4o

faudra en outre renforcer le -persormel des services v

d'encadrement scolaire s'occupant de 1'enseignement spé-

clal

3

Les maftres de 1'enseignement spécial doivent sutwvre,
outre la formation requise pour l'enseignement de base,
une formation spéclalisée.

De surcroft, des formations B3 des soins trds
spécialisés doivent &tre organisées par g® 'pouveaux insti-
tuts nationaux. a3

A bref dflai, 11 fauira s'opposer 'augmentation des :
types d'écoles. On encouragera les : iations" de deux
ou plusieurs types d'écoles. - On encouragera aussi les inté&-
grations, si elles se dffendent du Point de vue pSdagogique. -
(MESPB, 1976). |

=
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1:5 Competence-based approach. A "patient" approach to exceptionality

is more related, as a rule, to the dericiméjr in the person than in his
cqrpetence. It wa# possible to verify that in Holland a very good
knéwledge of deficiency-based intervention has been achieved, although
it was not possible to sée a generally campetence-based approach in
their school system, even if, as a ‘comtant, there are many attempts to

develop competent individuals in the schools.

2- Equality of opportunity

The reform of the Dutch educational system implies the deirelop—
ment of ww'y and elementary education based on individual

differences and on the socio-cultural context of the school.

L'enseignement doit tendre 3 fournir 3 1'Slave - quels
que solert son arigine, son milieu de vie et son sexe - une
chance optimale de déceler et d'Spancuir ses aptitudes.
Chaque gargon, comme chaque fille, a le droit de faire des
&tudes, et 11 faut lul offrir les mémes possibilités qu'a
tous les autres jeunes gens ayant des capacités égales.

Les intéréts de 1'éldve coincident ici parfaitement avec
ceux de la société.

Les enseignements préprimaire et primaire doivent &tre
aménagés de manidre A pouvoir mieux s'adapter au niveeu de
développement et au contexte socio-culturel de chaque §ladve.
A cette fin, 1]l faut notssment supprimer la frontidre entre
enseignement préprimaire et enseignement primaire, abandormer
hmmahmhulmd'm
Aummwmﬁmmmmmu-
mtiqmpma&dmlummt&setlu_m

mmanm-whWa.m
croitre 1'infgalité sociale entre persormes i talents ou .
2 niveaux de formation Aifffrents: ™Toute modification

" du'systime’ §ducatif n'sboutissant qu'd renforcer 1'égnlité
des chances sur la vole d'une nouvelle infgelité sociale
résout certes 1'sctuslle infgalité des relatiors sociales,
mis risque d'engsndrer de nouvelles oppositions sociales,
. peut-$tre plus aignls.” ‘
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)|
C'est pourquol ils sont d'avis qu'une pplitique éduca-
tive visant A plus d'égalité ne peut simp offrir aux

divers individus et groupements des chances égales de parti-
cipation et 1l'enseignement: "Pareille politique doit en

outre améliorer les possibilités d'épancuissement d'individus
di fréremment doués et surtout renforcer le sens des droits

et des devoirs de tous, quels que soient leurs dons."

I1s précisent dans ce contexte que la politique &ducative
ne peut A elle seule empdcher 1'apparition d'une nouvelle
inkgalité sociale. Beaucoup dépend des reverus, de la puis-
sance et du prestige que la socifté attache A certaines perfor-
mances scolaires. (Ministdre Enseignement et des Sciences,
Pays Bas, 1976).

. 2.1 Instructional gx. stem. With the present organization of ’special
education in Hoi]and, 1t 1s not poeaibie to think in terms of! instruc-
tional systems. Nevertheless, as discussed in 1.4 there are provisions
to integrate Same of the special education interventions within the

° ’ : ~)

regular schools.

2.2 Evaluation of children. Again this element being related to 2.1
it 1s not possible to think in terms of A.T.I. evaluation. The actual
situation brings a deficiency identification process rather than

4

pedagogical practices based on a conpetence approach.

2.3 Pre-school services. No information justifying the analysis of

this item was obtained. ’

2.4 Integrated development services. No information justifying the
analysis of this item was available.

2.5 Pree develcmetal services. The only inforsation gathered for
educational services was as follows:
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Les frais de scolarité et les droits de participation
aux cours représentent les contributions par lesquelles
les parents (ou les &tudiants) palent les services rendus
par l'enseignement. C'est 13 un nouveau signe de la respon-
sabilité des parents quant 3 1'éducation de leurs enfants.

Dans 1'école maternelle, les parents paient un montant
fixe par enfant et par annfe. Toutefois, si ce palement
: leur impose une charge financidre excessive, 1ls peuvent

en étre exemptés partiellement ou campldtement.

Aucun droit n'est 4l pour les enfants en fge scolaire.
Les parents sont donc exemptés du paiement de frais de
scolarité pour les enfants qui suivent 1'enseignement
primaire et les deux premidres armfes de 1'enseignement
postprimaire.

Pour les annfes d'études suivantes, le montant des frais
de scolarité est &tabli, i l'aide d'un bareme spécial, par
1'inspecteur des contributions, qui se base pour ce faire
sur la samme globale dont les parents sont redevables au
titre des impdts sur le reveru et sur la fortune; 11 est
également tenu calpte du nambre d'enfants en &ge scolaire
appartenant 3 la méme famille. Les frais de scolarité ne
peuvent excéder un certain plafond.

Pour les enfants fréquentant une &cole publique, l'impec-
teur des contributions veille & la perception des frais de
scolarité. Quant aux écoles priv€es, le processus est le
méme 3 condition que la direction en fasse la demande, ce qui
est de régle.

- Pour fréquenter une université ou une grande école, 11l
faut payer des d&roits de participation aux cours. (MAEPB, 1971).

-~

3~ Functional integration

Being separated in special schools, special education in
Holland is not functionally integrated as proposed in the model in

e

Chapter IV. It is structurally integrated but operates as a separated
uwnit in the educational aysté. As discussed in part 1.4, there is a |

tendency, as proposed by the cammission, to bring same special education

into the rygular schools. .

3.1 W At this level the commission proposed
that stmmtspe.rticipatoinpmum thcir]auvﬁmupcrim

0
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L'école ne saurait &tre - par méme.au niwm u&unn tig . '
~ un systédme refermfé sur lui-méme: L' mgéxit de la ¢ té -

nationale, de méme que, surtout chns 1'enseignement privé, { Y . .o
celul des comunautés partielles, va au-deld de 1'«)@“1:&
direct de ceux qui travaillent et qui vivent l'l'école . : g
Les rédacteurs de la not:ge plaident pour une structy '
efficace des camunications au ‘sein de 1'école. L'influencéd
de 1'éldve sur le processus d'enseignement et A'spprentis-
sage et sa participation & 1'aménagement de 1'enseignement
doivent constitusr des §1éments tout naturels du plan sco-
laire intégral (qui renferme tous les aspects de l'enseigne-
ment scolaire) et de 1l'o tion scolaire. Deux facteurs
Jouent 1ci un réle: 1'&ge éldves et la nature du pre-
cessus d'enseignement et d'apprentissage.
L'apport des &ldves A 1'école de base et dans les pr-uéres .
amfes de 1'école moyenne portera syrtout sur le choix et sur
la teneur de nambreuses activités créatives et récréatrices.
Aux éléves plus fgés devra étre donnfe une plus grande
latitude de choix quant 4 la teneur de 1'enseignement et 2
ses méthodes. Ces élaves devront avoir.leur mot 3 dire en ce
qul concerne l'organisation de 1'école et la namination du
personnel, devront avoir la faculté d'assumer une responsa-
bilité propre pour la mise sur pled de nambre d'activités
organisées au sein de 1'école & leur intention.
La note se prononce pour la mise en place d'un conseil
des éldves dans chaque &cole. Ce conseil devra &tre entendu
pour les dfcisions concernant l'encadrement des &ldves, les
équipements matériels, la nomination du personnel et le choix
des moyens didactiques. (NESPB, 1976).

*

To this statement should be added the new organization of the participatory

process plarming as an aid to the decision-making of‘ section 5.2 It was

not possible to gather infoarmation on 1ntra-ey§tqn cohesiveness in the

schools to the extent required for a camprehensive overview of t:his |

element.

3.2 Intresystem integration, Holland, on this factor, follows the ssme

]

pattern as Sweden, namely, mmnicipal responsibility for nearly all public -

services. It follows a certain integration of services. Health ser{ices

¢



are also u‘mdex' puplic and private ng'iadiction a.nd financed by the State
%Y

and municipal go mnts.“me difference between Holland and Sweden :

is due to the existdnce of private instifutions (schools - health

ser‘gces - social services) that are not directly governed by the

4 s . B .

municipalities. Nevertheless, inspectors fram the govermment are employed

to provide coordination between these services. .

4- Openness to community -~ ’

v

The D.xfch school must be open to the interest of the nation:

. A ' L'école ne saurait étre - pas méme au niveau adminis-
' tratif - un systame refermé sir lui-méme: "L'intérét de la
" scoammunauté nationale, de méme que, surtout dans 1' enseignement
o Privé, celul des cammunautés partielles, va au-deld de 1'enga-
. gement diyect de ceux qui travaillent et qui vivent 3 1'école".

(MESFB, 1976) . .
’ 4.1 Integration with gommunity. The reform proposes closer interaction
. batween the school and the ‘famd 1y : S _ . 1

¢

S¥ 1'on veut répartir les chances d' épamussenent social,
on doity 3 long terme, rénover 1'enseignement en profondeur.
Podr ce faire, on doit, premidrement, rapprocher 1'école
- et le voisinage, l'ééole et les parents, bref le milieu
Scolaire et le milieu familfal. L'enseignemsnt, la formaw
tion et 1'éducatien doivent se renforcer mutusllement dans
tqute la mesure possible. (MESPB, 1976). - .

4.2 Permanent odacati.on services:. The mmiple of accdss to educ\atio'

alse;'vicea-thmwmtﬂnliroorthap-(-qnispartofﬂnmtchnrom;
| o - s
L'école cuverte est le dernier £lémsnt de la nouvelle .
structure Méive. Elle coordorme toutes les podsibilités

.
.

ro
N




. & tous, et qui, s'écheXonnant dans le temps et dans 1'espace,

. . %6

de formation succédant 3 ld premidre voie d'enseignement ;
elle en assure d'ailleurs certaines. '
Chacun doit pouvoir étudier toute sa vie durant, doit

. pouvoir se réorienter par 1'exercice, 1'étude, la discussl

et la réflexion. Il faut donc’'des possibilités accessibles’

répondent aux situations et aux besoins que connaissent das
leur vie et leur travail tous les adultes des Pays-Bas.

L'&cole ouverte doit assurer 1'arganisation systématique de
ces possibilités. Une des possibilités de formation offertes

-

- 8 la fin de la scolarité obligatoire sera 1'"enseignement de

la deuxidme vole!. Celui-ci devra se greffer -aussi &troite-
ment que possible sur la vie professionnelle des partici-
pants. (MESPB, 1976). '

5- Decentralized integrated lorg-range plamning

As expressed by the megPers of the cammission, plaming is a

" long-renge prréscription for development. The actual reform in the Dutch
o . >

educational system is a:lmed at organization for the year 2000. The
1 € ‘

menbers of the commission plan to ¢onsult many interested groups in the

planning process: . i

&

Le Ministre et les Secrétaires d'Etat insistent sur
le fait que la mise en ceuvre des idfes qu'ils avancent .-
n'a encore fait 1'cbjet d'aucune décision dSfinitive: ~
note ne prétend étre qu'ums contribution d ung discus- !
ative } la transformatliin du systidme d'enseigne- AT
ment dans les 20 & 25 armfes A wenir". - - : :
Les projets powrront #tre sensiblement modifiés aprds

|
|
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provigoire de 1la politique gouvernementale, le Conseil *
économique et social, le Conseil de l'enseignement, le
Conseil de la formation extra-scolaire de la jeunesse, le
Bureau central du plan, le Bureau de la planification socio-
culturelle et le Bureau de la planification de l'enseigne- .
ment, ce dernier en voie de crfation. Par ailleurs, les vastes
concertations ministérielles se poursuivront. Il sera tenu
compte des résultats de ces consultations et de ces con-
certations dans l‘élaboratim de la note définite. (
(MESPB, 1976). - . ¥

» '$ ._t‘ . ' .
, t J’ "‘ - —"
5.1 Local long-range planning. No information was aveifble on this *

aspect of planning.

. S I .
5.2 Agents of participation. The Dutch reform specifies some modalities

_of participation of parents, students, and teachers in decision-making.

J N
Les lois sant l'enseignement prévoient diverses
»institutions susceptibles d'influer sur les rapgorts entre
Iigcaie-es 1 s pabests. Elles fo *une distinction & cet ’

égard entre eig:ement public €t “1'enseignement privé.
En ce qui concerne 1'enseignement public, la création
d'une camission de parents est en principe obligatoire
pour toutes les écoles maternelles, primaires et post- g . ,
primaires; seuls les &tablissements d'enseignement post-
primaire peuvent &tre dispensés de cette obligation. La
comission de parents comprend & la fois les représentants
des parents et ceux du pérsomel enseignant, ces derniers
-n'ayant que voix consul
Une commune

~

plus d'une &école peut insti-
conseil scolaire. Au

les menbres des commissions de
parents deswdiverses . L& conseil scolaire a une

cemposition plus quihoam:ldtm ' ‘,
Ced organes ont un consultatif; '
. mmmmtmmmum hin.;?x -,,.b_
n'm;uammun.. '
Wlo&qﬂd*hlm '.‘ Q

th,lnﬁncﬁmﬁmmﬂumm”dn-
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Le besoin d'une colmission de parents sera plus ou moins
. het d'aprds la nature et la camposition de la direction de
1'établissement. Il est, en effet, possible que les parents
fassent d8J3 partie de 1'association. Si la direction de
1'école dfcide d'instituer une' commission de parents, elle .
. détermine aussi les compftences de celle-ci. Malgré 1'absence :
7‘.'# toute obligation légale, bon nambre d'€coles privées ont
“créé des cammissions de parents.
Quant 2 la démocratisation interne, elle vise, elle, 3
'mlm}ammm'd'wn "ecmmm-
nauté d'enseignement™ certains droits leur permettant d'exer-
cer quelque influence -sur la marche des affairés au sein de
cette camunauté. Tant les §ldves (des classes supérieures)
que les professeurs et le personnel non enseignant insistent
pour participer aux décisions ‘sur les questions administratives,
qui, 3 leurs yeux, concernent dans une mesure &gale toutes
les compoSantes de la communauté. La rechérche de la démo-
crakisation interne est une réaction - sensible surtout dans
le monde étudiant - comtre une administration autoritaire
et hifrarchisée, qui ne se sduclait gudre, génfralement, de
concertation ou d'échange d'idfes. ° , '
Par ailleurs, les rédacteurs de la note proposent que
les enseignants soient représertés au sein de la tion
de 1'école et qu'il soit créé un conseil des professeurs. Ce
conseil s'occupera des achats de matériel didactique dans
les limites d'un budget Gfterming, 11 établire des méthodes
d'appréclation des progrés scolaires, 11 définire des e
méthodes didactiques. Le conseil des professeurs devre J
également &tre entendu peur les décisions ,concernant la
mnumtior{ de personnel et 1'amfnagsment du bitiment -
scolaire, . ) ) T
Les trois signataires sont contre une autogestion
entidre exercée par les enseignants et per les &l3ves.
I1s considirent, en effet, qu'une telle solution ne tiex‘—
d&rait pas campte de la fonction sociale génfrale de
1'&cole. -
Ils éstiment que les parents et les erseignants .
doivent §tre représentés su sein de la direction de
1'école, mais aussi le persornel non enseignant, les £1dves

. Ge plus de 18 ans et les mambres. ds 18 ' ou des Co-

- commmautés partielles qus "demsert” 1l'eseignement.
Concritemsnt, 1ls pssment Ges ‘directioss #colaires .-
catigoris ot powrapltis de rapréesutants des quatre = r
oW I




269

v

direct avec l'enseignement: 1les pw:-nu pesuvent, par

w eXemple, aider les enseignants et lgs 6ldves A amfnager

le bitiment scolaire. ) e

La deuxidme forme de participation comprend les acti- -
vités de soutien direct 3 l'enseignement. On peut songer
3 des discussions entre parerts et enfants, dans un cadre
scolaire, sur les preglémes du quartier. '

La troisidme forme est la participation des parents
3 1'enseignement domné & leurs enfants. Ils collaborent
aux leqons sous la responsabilité des emseignants.

. - "les fondemsnts de la participation des patents sont
posés dds 1'enseignemerit préprimaire. C'est & ce niveau
dﬁJl qu'il doit &tre remfdié 2 d'eventuels retards &du-~
catifs dus au comtexte social."” (MESPB, 1976).

("% -

5.3 Sécuz_:tx_*g control,

Holland has a §ystem of irispectors for the control

manté.'qmmpmmtcepanmtporurattgiﬁf!h .
liberté dont Joult 1'enseignement. privé. ‘ *

‘ ' [a qualité de 1'enseignement primaire de formation
génfrale doit Stre Egalement garentie dans les écoles
publiques et dans les écoles privées financées entidre- -
ment per le trésar public, étant entendu que ces dernidres
_doivent étre libres de choisir leurs mayens didhotiques

et de dfsigner leurs instituteurs. (MAEPB, 19T1)

. \ . .Q . ,
It was rpt-gossible to cbserve whether the ifispector in Holland has more
a stimulating. and 'ru;muwg mlc than a strict evalustion role. There

']

is a very strong relationship between m.‘m; and inspec-’
tars. mm.@mmmwym'mm. '
5.4 ‘Aanding 33 on a st wwined §esis; reles eve giwm
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Par "financement"”, on ehténd ici le remboursement inté-

gral par l'Etat des frais entrainfs par l'enseignement

canmmunal et privé, conformément aux régles énoncées par les

lois régissant cette matidre. .
Peuvent &tre remboursés: les frais d'établissement
(terrains et bAtiments), les loyers, les fyais d'exploita-

tion (entretien des bftiments et de 1'&quipement, chauffage,

nettdyage, administration, atc.) et les salaires du per-

sgmel (y campris les primes légales).
Les riglements aysnt treit & 1'écols matermelle et 3

1'enseignement primaire présentent beaucoup d'anslogies Une
école publique d'un de ces deux types ne peut étre créfe que

" par la commmne, le cas vec le concours d'une com-

m_limitmphe; dans ces s irs de l'enseignement, 11
'existe pas d'écoles de¢ 1'Etat. I1 ineambe donc 3 chaque

cam!me de veiller 3 ce qu'il y ait un nombre suffisant

- @'écoles publiques accessibles A téus les enfants, quelles

' 'que 80 lnura croyances religieuses.
La des écoles maternelles ou primairdly privées

est laissfe 'initiative des institutions ou associgtions
intéressées, dovlhs de la pmnﬁ.n:é Juridique. Ces der-
nidres do prouver, \au od elles introduisent leur
'mwcoh qu'eljes. emuisagent de créer sere fré-

»
 quentée par un nambre d'effants cosres t & tout
moins aux normes &tablies par la loi, mes qui
selon le nonbre d'habitants de la cammme. :
Si la demande satisfait aux conditions légales,
cammne est terus de pridter concours, sur le plan
financier, 3 1'6tablissement ¥t 3 1'exploitation de 1'&co
privée. La somme anruelle-i allouer per la camnme est
calculée sur la base du montant moyen qua gelle-ci verse,
'l'éléve powr* le fonctionnement des &coles publifjues
établies sur son territoire. )
mmoaﬁ,l'mmeanmmm

Ekxquoaml'mwpam le
mimstre de 1'Emeignement et des Sciences Stablit
chaque arinfe un "plan de subwvention soclaire”. Ce plan -
qummmd'wwm ‘tant

qmu:lﬂu-qﬂ.Mmlﬂ“bm

des trals ambes civiles suivant 1'Stablisewsent .

270",
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&
plans de subvention scolaire visent 3 agencer les multiples
formes d'erseignement postprimaire en un ensemble Squijjibré
et cobfrent, s'étendant le plus efficacement possible sur
‘fout le pays. La fixation de normes numfriques garantit
qu'aucune demande légitime ne sera nfgligfe lors de 1'éta~
blissement du plan triemal. R
l'aﬂoimumnt postprimaire aussi, les pouvoiru
publics finandint les &coles publiques et les &coles privées
selon les critéres. D'une manidre génfrale, te sont
) des écoles de 1'Etat qui mamm

s
> siﬂe to spexq enough time in H}uand to
study 11'1 more detail the educational system of the country. "1he only
informn'tion on this system was presented by special education persormel.

Nevertheless, Holland could ‘be ‘i, as miich as the information gathered

can show, as an example ofhowamn-inumw systanmyn;bochnr@ed, . t
* ' .
Alleleumxtaof'l‘able9srouldbeamly in detail. This country 4

m has dcvclo;;ed a.gmat lmowledga on exceptiomality and speciL.l interven-

. tim teénnology . 'me évolution of special education in Holland will

rollcutrnproposodadaputimortm entire school system. - There is.

®

mmmmnmormmnmwwmu . |
mm‘acmunmmsamu e e \ o
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,aet of dirra'ent pmcram avenues to bc rollm-d in the schools. C'Mme 29
rgpresont; th- actual "orpnintion des mwa" in Prance,

\ ‘while Table 13 sunmariges the organization of apecia.l education in that

comtry If this 1nromtion 13 related to the actual state of the :

Fremhsysm 1tsm1dbcmt1andtruthorchmpmpood.¢~ | ~a
smmmorﬁmxflmmm amaclnolnruumé -
- initiated. In Marchy 1976 the first operationalized rules for the 1977 .
scnoolyeuuempmpoeedtommem of the sducationsl system. A
Therefore, the t'bllotmws am.lysip&(%hz Prench educatictnl system takes

into consideration the actual’as ﬂl as the pmposed stntea of French '

: educatioﬂ P i
- ‘, .
‘.'me s reform t was iptroduce the law of July 1975
' . _ .
is oriented equality of chances for students.

. *
-

B - <+
‘ Le projet de décret. réarganisant, i pertir de la rentrée
scolaire de 1977, la formatiomrdans les écoles patermelles’

- et élfmentaires a pour pbjectifs essentiels dd . - ‘
-mmwll'@m&m et @' .
permsttant & tous les
1 Jeunes Frangais de recevoir de bormes conditions une : o
formation secondaire. (Haby ). ' - "
. ; ) )

Omormmcnmnemummnmmnm

- A Y . »
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" Table 13

Special Educational Delivery
System in France |

(s) MNajmtien de 1'enfant eu slssee ordinaive
~ sous la surveillance et avec 1'side du “groupe d'aide ' '
"psychepldagegique” (psychelegue ot rélducateurs) :

- s6us ls surveillaace ot svee l‘l‘i‘o du “coentre wnfdice-
poychopldagegique” (neuro-psychistre, psycheloegue,
ré8ducsteurs, travailleurs ucup). "

. v %
4 (evee 1'wa ou 1'autre

Clissgs swesi peu ségrégatives que pessidle (hutﬂl- ,
nent dans une $cole do type ordinaire ot gyant dos sc- .
“tivités communes avec les classes ordinsires) deme les- AN
Iulln le séjour est 1imicé (manimam 2 ans) et destind _ o,
8 préparer le¢ retour en classe nermsle. . -

re

Blles sccuoillent les “cas 1imites”, les enfants présen-
tant des retaxds de maturation, rencentrant des predld.
nes<de langage, d'spprentissage, dos prebildmes relation-
nels. '

e . . L 4

(e) 'l’f“f“ i! ﬂFlg' !ltqgig annexée & wne $cole do type R
ordinaire A8 la perspictive d'un séjour »lus lomg
pour les enfants dont lo handigap ess plus duradle (sea-
seriels, moteurs, déficlienss intellectuels). *

(4) Etplﬂﬂ :: =;§!iﬁ (sroupt '#) elasses) M"T“ '
, d'emornat au nivesu de I'en- 't
seligaenent meoy o second dogrd (12 - 16; 16-18)

,' -~ pour los ddficioncy uuuoetuﬁ 18gers: sections
d'Gducation splciale do 90 Sldves, sanexbes aux Gco- /
les peyennes (eolldges d'onseignepent secondaire) ot
Assureat na cenplfment 4'enseignesent génfral sinsi
qu'une formatien prefessiennclle;

= pour les putres handicapés, des colldges d'emseigne-
ment secondsive spleialisés snnexés 3 des celld

i d'enseiggencat secondaire ovdinsires (120 2 ! .”lvu).
L'impertance deos offectifs regrowpés tieat I N e
té do donser sux $13ves 1§ pessidilité d'wae jation

vernaneate (professionmeile peur les déficients imtellec-
tuels, msslaire pour leg autres).

(o) J | dsii nunis 4'internats
col oy o8 peour capls ralenent au ai.
veau do 1'6esle meyenne 12-16 ans) ou du sessnd dogré
(16-19) pewr 1¢p onfsats des milicuxz rurswx dest 1s po-.
pulation est dispersée pour qu'wae desserte oa ox-
ternat sedt poveidile.

Coux qui pouvent llh“jti: s 6teblissenent ovdinaire
séut iavités 2 1¢ faize ot y regedvent los sides splei -
Y fiques alcossaiveg. . . .

©,

; A e R ' e
S3Svionr dedquele s ¢ 08 sPBsia-
.

- isetiouss ﬂm ot nbdtes-prefessicaneis — -
poue h-_. i onts 4 Sueds . -

. oe0s do o » tres do r68. )

~

. 5 S >
_ e . o ——y
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This statemsht characterizes the change 1n the French education-
al system relative to the equality” of opportunity. One can think of the
traditionsl French school as cne’ favorable to the most wealthy students,
gnd ombued on tradition of authoritfand importance of knowledge.

The eleltintaty school had as objectives: (a) first, to inculeate

" successfully, t:‘he three ﬁndamntal means of em: n.ding—. writing,
and ariotmuc, (b) secand, to arouse the natural curiosity of children .
about the world which tur'rdm' them, and (c) lastly, to develop in- them
the sense of belonging to a oalnni.t:y, as well as to'lﬁa thﬁnm of
the values which determ.ne its etfectimss nnd of the Auties hid upon
each of 1ts Senbers. - (Gapelle, 1967). . It 1s not surprising that the
F'mnch reformm tends to be directed toward the abolishment of an "Glitre'}'

type of educatim Many social pressures have motivated.this move; e . |
however, the meritocratic approach tends to;mintottnocrnolm *
values that cannot be seen as leadim to selr-m.uzation Merits are

mcr‘ibed in terms of the acquiaition of lmowledge t:ype thus creating

another type of "€lite" in ﬂ'n schools. ! French education has tried to

abolish the aristocratic "€lite" but seem to have replaced it by an

intellectual "€litism". This move can be ted to

The reform movemnt did not have the cbjectiwhof indt
realiztion as its Dbasic motivation. The actuai school reform, m,_ z
upugmmmwummmionormmm
m. Amuot.mrorwwotww:nm
u-mmmwmmwwmmmm

!
« . oL 2
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belief in self-realization as ﬁm aim to e pursued in Ssducation. At
arother level, French specialfpes’in pedagogy Pn:e been writing on a
Self-realization pedagogy. It seems that their contrdbution

tb the‘lcicnce of oducatién may have an impact on the school system in
future yegrs. | .

-

11 inSlidmlized ywtruction. It 1a possible to find gg the refom

4

these elements of such a trend 4n the elementary and pre-school level:

. & réforme crée un véritable cours £o
mesype (article 6), permettant de moguler 1a %ﬂn
&u rythme de l'enfant. Ce n'est plus l'enfant qui est
contraint de s'adapter A 1'école, mais 1'6cole qul s'adapte
3 l'enfant. . ~
Ainsi, bien loin d'opérer éldves
R les dirigeent vers des 111 tes, le projet .

donne e enfants, i 1a fin 4u C.P. 2.32__?‘&
POUX DOUVRIYT DX i-1a mdme vitesse, la & tcd.' :

le nouveeu systdme, 1'enfant trouve ie

bien spprendre avec un mattre qui n'est plus "le livre qui
parle” mais 1'éducateur attentif A son évolution et le .
canselller de sa famille. (Haby, 1976). ° '

-

At the secondary leve], institutional autonomy 1is se«i as an inportant
factor in Mumnnutim of education.

1.2 curiafndmim.

[ ‘

4
. &8 . . . -
4 . . o .

-~

A majoy, change 1s implled & Thts level in the
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L d Tout au “long de 1'école &lémentaire, la 'formation de
1'é13ve ne repose pas sur 1'absorption d'un "progremme"

mals sur la réaliggtion d'ob objectifs émcatirs précis.

(Haby, 1976).

The "programs" of subject matter as used will be chlmed to educational

‘ objectives. To t:hat point programs were centered on sequential

acquisition of inowledge. It can be hypothesized that .educational
objectives could teénd more toward a need-oriented curricplun than a
subJect-c;riented cux;riculm. Therefore, even 1£ no specific material

tended to specify the curriculum design modalities, the intention .

implied here represents potential for such a curriculum development. -

1.3 Mutioml'pg_w_th. It was not poesible to analyse or organize

a set of data on thi.s topic. Nevertheless, several elements that camot
be thought of as part of the logical framework of organizational growth,

such as the Catalyst model, can be identified in the French system.

> 4. Teachers have & ‘very high b security; there “ts~almost

guaranteed permanent enploymm:

2. Many teachers have access to other econamic benefiss such

as free or low-cost housing.

3. ‘nmuameomiwimpeemru.peonml I

> ' 4 -0

- : 0‘
. b, anmmsmnmmm"

’mmuummomm«m'wm L
mmmw anmnomm e

o
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orsam.zatioml‘powth is an obJectiv- of the French educational system.

1.4

deficiency type of definition qt‘ exceptionality and specilal

the actualization of such'a definition.

. alors par des Afficits de 1l'intelligence, des Afficil
- sensariels ou efcore des déficits physiques. La pl

Definition of exceptionality. The French system is based

La nature des difficultés de l'enfant peut étne ‘
carectériel ou d'ordre mantal ou physique, et se't

de ces handicaps ne permettent pas, mplm souvent, 1'ad-
mission dans une Glasse ordinaire, et plusieurs exigent
1'entrée dans un &tablissement spécialisé soit ent raison
des soins mfdicaux qu'ils nécessitent, soit en raison de
leur dispersion gfographique. B

Le terme "enseignement spécial” recouvre donc 1'éduca-

“tion scolaire de tout enfant en situation d'inadaptation,

quelle qu'en soit l'origine, dispensée dans des classes

ou des sections spécialisées annexées aux §tahlissements
scolaires, ou dans des établissements scolaires spécialisés,
ou encore dans des établisSements de caractdre médico-péda-
gogique.

.° Le dispositif Ad'&ducation spéciale est desting 2 1'ac-
cueil des enfarts et adolescents dont le handicap ou
1'inadaptation paraissent durables, et qui nBcessitent
un placement .dans ces classes ou établissements spécia-
lisés. Il comporte:
en ce qui concerne 1'éducation gscol_ggg et élémentaire:

- des classes spfciales, armexfes & des établissements
scolaires normaux, canfies 3 des enseignants spécialisés
et accueillant un nombre d'éldves relativement peu lmpor--
tant (8 3 25 sulvant les cas) regroupés par hamiicap - -
(aficients intellectuels, handicepés moteurs, amblyqpes,

tiques, troubles mdb.a-tiqm aiTricultés
relatiomelles...); -

- des ftablisgementd spScisux distinfs A 1'accueil
g ooy il
de rmuw),tm,uuu ou médiosles, ne peyvent
ter les classer ¥'sxternat évoqufes ci-dessus. Il s'agit:
du‘oolhmuﬁowhma].mcthm

| mmmum&m

»
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Y
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cumarade non handi , comme la nfcessité de donner au
déficient thtellgctull une farmation professionnelle
correspondant 3 ses aptitudss, c'est-d~dire, 1A aussi,

. une pquibinté-cmn#\dmt inévitable le recours non
plus A desiclasses mais & des groupes spécialisés relati-
vemen{ importants. : ‘

Pour les déficients intellectuels légers, afin de
permsttre leur scolarisation ssus une forme d4'extermat
non ségrégatif, des sections d'Sducation Spécialisée ont .
&8 amexfes 4 un certain nombre de colldges d'enseigne-
memt secondaire. Accueillant les €ldves d 12 ans, les.
comservant jusqu'd 18 ans s{ nfcessaire, elles leur
perwsttent 4'acquirir des campléments de formation géné-
rale et une formation professiomelle lss conduisant
3 un niveau professionnel convenable. Naturellement,

~  cette solution, qui consisté 4 rassembler 96 &ldves
des deux sexes, n'est utilisable que lorsqu'on a 3
desservir une population relativément agglomérée. ‘Reste
A faire la desserte des zones rurales, qui nfcessite la
mise en place d'intemats.

~ C'est pour faire face 3 ce besoin que sont construites

des écoles nationales de perfectionnement scit pour Adéfi-
clents intellectuels légers, soit pour aéficients intel-
lectuels moyens. Elles accueillent les Eldves 3 12 ans et
peuvent les conserver jusqu'd 18 ans, fge ayquel 1ls ont
génfralement acquis une qualification professiomelle suffi--
sante pour Qque leur placement pro!}uiomel se’ mu dans
de bonne comditions.

Les autres handicapés, dont l'intelligence est en prin-
cipe normale, reldvent au nivesu de secord degré de struc- ;
tures &ducatives ol 1ls surorit la formation intellectuslte '
et les poesibilités d'orientation qui sont donnfes l “1eurs

_ camarades non "handicapés.

Au niveau du premier cycle 1 accueil est assuré dans
des &tablissements spéclalisés Gont la structure pédegogique
est proche de celle des C.E.S. et qui fonctioment soit en

t dans les grandes villes (situfs sutant que possidble
d"tnbliumm normaux pour éviter la ségrégation)
" soit en interrat pour la desserte des sbrws dont I'hebitat
est plus Qispereé.

De miime, au nivesu du seoond cycle, . amumm- '
semarte dp types C.E.T. ou de typs Lyole qui sont -nfcessaires
pour 1'scousil dss adolescents Qui n'agunt pu intégrer i oe
nivesu une scolarité novwals. (Ministire Bdusation Nagiomal
m’ 1973)0 i :

., -, _
Purthermose, there 1s.an tabegrated delivery systen idntifigd as "le -

1



I]1 s'agit de me décritesparlacimulaire du 9
février 1970, 3 1'intention des enfants dent le handicap
paraft temporaire (&chec\gcolaire non 11& & un déficit intel-
lectuel irréversible, proglémes de camportement...)

Elles ont pour objet:

~ = d'une part, la mise en place au niveau préscolaire
et él&mentaire de "groupg d'alde psycho-pédagogique”, équipes
constitufes par un psychologue et deux rééducateurs, char-
gées d'apporter A 1l'enfant, aux maftres, aux fanilles les
moyens de résoudre les problémes d'adaptation rencontré;

- d'autre part, la mise en place au niveau préscolaire,
élémentaire et secondaire de "cla.sses d'adaptation" desti-
nfes & accueillir pendant un tesps relativement court des
enfants qui ont des difficuités & s'adapter 2 1'enseigne-
ment normal, afin de leur dopner, g:r&oe & un enseignement
individualisé, des réédycatidns approprifes et une observa-
tion continue multidisciplinaire, les moyens d'une meilleure
intégration scolaire. (MENF, 1973). .

1.5 Competence-based intervention. The progress toward individualization

of instruction can be an indication of the move+to a campetence-Hased
A
intervention in the French schools. Actually, teaching is based on a

deficiency approach as disc(ussed in 1.4,

2- Equality of learmiwg experiences

It appears that equalfty in the French system™s related to
greater access to the higher economic and social life. The abolishment
of social classes for a society is only one part of the egalitarian
concept. The French solution to social integration follows the same logic
as does the Swedish camprehensive schopl. ’I‘negone school t‘ozr all with

no early program diffgrentiatim‘is proposed:

Tous les &ldves recevront dfsormais, pendant les quatre

arnfes du co_'l.l;, le mSme type de formation.

Pour en unifier le cadre, un seul le d'établissement
accueillera les &ldves: le coﬂ, se substituant aux
C.E.G., C.E.S. et premiers cycles des lycfes.
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S'appuyant sur le savoir acquis 3 1'€cole é1émentaire,
le collédge offre A tous les &laves: .

- ital commun de cornaissances de bale et de
méthodes de travail, constituant une ormation génfrale

de type secondaire; '

- en plus, 2 partir de la troisidme annfe, des activités
camplémentaires optiormelles préparant les choix A venir et -
diversifiant la formation de base.

Le Collédge donne ainsi A tous les Sldves les mémes
chances, sans les orienter rématurément , mais prépare
les choix d'orientation qui seront a faire 3 1'issue du
collége. (Haby, 1976).

Since equality of learning experiences is a concep’t of cooperative learning, '
there seems to be a discre;ancy between its meaning and a mérit:oératie
system. It is coopejative learning as contrasted with the competitive
learning situations that are compared. One cammot think of equality

of opportunities, as expressed in the French reform, as being of the same
nature as equality of learning opportunities. The first one is related

to access to wealth (economic primarily) and is based on a campetitive
personal value ‘mar-ket. The second 1s based on cooperative learning a.nd
individual self-realizatior through m.intaining an open educational

system devoted to the non—campetitive uses of individual campetencies.

2.1 InStructional systems. It was not possible ‘to observe a direct

implication of the specific instructional system:'model defined in tm:s ‘

thesis; nevertheless, parts of the reform appear to be related to the

approach.
nouvelle tion plus souple regroupe les
€ldves selon ¢'action pSdagogique qui leur convient.
Si les &ldves t en effet répartit comme A présent

en classes, ils peuvent, en cas de besoin, &tre réunis en’




groupes restreints issus d'une ou plusieurs classes selon
* 1'action différenciée qui leur est nfcessaire.- Cette
" Souplesse permet en particulier d'apporter A 1'€lave qui
connait des difficultés un soutien par des actions pédago—
ueg spécifi . .
Ainsi, 11 sera pogpible ‘d'ajuster les conmaissances de N
1'ehifant, dans un ou plusieurs damaines, au niveau de sa
c

~. IS
Les &]1&ves ayant des difficultés graves peuvent, sur
prescription des commissions de 1'éducat spéciale,
bénéficier d'enseignements d'adaptatic s, soit par
des spécialistes extérieurs 3 1'école, soit par des maftres
spéclalisés, dans' des groupes d'adAptatioh dans lesquels
les &13ves sont réunis perdant tout ou partie de la
semaine scolailre. Une &ducation spéciale est dispensée
aux &léves dont la gravité du handicap remd indispensable,
au moins pour un temps, la mise en oeuvre de pratiques
pédagogiques et thérapeutiques exigeant des structures
d'accueil particuliéres.

Cette organisation plus efficace de 1'&cole &lémen-
taire ainsi que le renforcement du cycle préparatoire
doivent permettre & l'avenir de diminuer le nambre de
redoublements: 1l'enfant pour lequel un redoublement
s'avérerait malgré tout nfcessaire aura la possibilité
de recammencer son annfe. (Haby, 1976).

2.2 Evaluation. The quotation in part 2.1 indicated the need ;‘or evalu-
ation of student progress. It was not possible to study in depth the
evaluation ‘process in the French system. From bne set of the opinions
reported, it appears that evaluation relates to acquisition of lan.v(ledge

and 1s related to academic programs rather than to developmental ‘

factors.

2.3 Pre-school developmental services. In France there are pre-elemen-

tary education services for children of 2 to 6 years age. Pre-elemen-
tary education is not compulsory and free. Therefore, children can start

their educational system membership at the age of 2.

-

282




L

2.4 Integrated development. Not enough information was available on

this item.

4

2.5 Free developmental services. In France, education and special
education are almost free. In fact, public education is free. There are,
however, private schools or institutigns (for example schools for mentally
retarded), that belong to profit organization and therefore are not free.
Also, university level studies are not free, but bursaries are available

for students.

3- Functional integration

Even if most special education in France is not provided within
the regular schools there is a tendency to create a set ef relationships
between all specialists who are related to developmenta’.l intervention.

The réf'orm in progress terds to accentuate functional integration.

Dans la nouvelle &cole, 1'éldve est réellement le
centre de 1'action pédagogique. Ses parents, ses maftres, ‘
le psychologue scolaire, le médecin, 1'assistance sociale
et le directeur constituent, pour chaque &él2ve, une &quipe
éducative qui examine sa situation, .ou celle du groupe auquel
11 appartient, et définit. les moyens de sa progression.

(Haby, 1976).

A

3.1 Intrasystem integration. The focus on individualization of education

1s seen as facilitating the development of educational camunities that

are the basis of intrasystem integration.

-

La rmalisation de l'action sur
l'existence d'une véritable cammunauté &ducative regro pant ,
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3.2

~

pour chaque école, tous ceux que concerne 1'&ucation Je

l'enfant: maftres, parents et, éventuellement, psychologue,

médecin et assistante socia;y‘\(ﬂaby, 1976)‘.

Les familles, dont le réle dans la réadaptation des
hardicapés apparalt de plus en plus nettdment seront de .
Plus -en plus étroitement associées 3 1'effort collectif
entrepris en faveur de leurs enfants. °

Elles seront, grice A 1'intervention des groupes d'aide
psycho-pédagogique et des coamissions médico-pédagogique: -

- informfes avec soin sur la nature et le degré du
handicap, sur les aides spécifiques qu'il rend nécessaires,
sur les conséquences que peut entrafner pouwr son avenir
la situation de ]'enfant; ' S

- conseillées et consultées sur les mesures 3 prendre,
mesures auxquelles le plus souvent elles doivent, pour une
pleine efficacité, étre &troitement associées; : :

- aidées 3 résoudre les problames concrets (transport,
financement) que fait surgir le handicap; - o

Les maftres de classes ordinaires, appelés 2 recevoir,
avec 1'aide du groupe d'aide psycho-pédagogique, des
handicapés, recevront du groupe lul-méme ‘COnsells
et toute assistance nécessaires. - Il .va d¢ soi qu'ils
devront en outre recevolr, en particulier \au cours
des recyclages dont 1ls bénéficieront systématiquement ,
toutes informations utiles leur permettant de résoudre
eux-mémes de la meilleure maniére les' probldmes les plus
courants que de telles intégrations pourront faire surgip;

. Enfin, & 1'occasion de ces problémes, 1'équippe &du-
cative que constituent tous les enseignants de 1'école,
nﬁs du groupe d'aide psyeho-pédagogique et médecin
scdldire campris, sera amenfe 3 des échanges fréquents

" destinés & fonder une action concertfe au long de la

scolarité de l'enfant. (MENF, 1973).

P

Intersystem integration. S1 le Ministare de 1'Education
Nationale tient des textes organique une responsabilité qui
s'€tend A 1'ensembre des &tablissements accueillant des
enfants ou des adolescents d'Sge scolaire, handicapés ou
mon, d'aytres départements ministériels ont également des
responsabilités dans le domaine de 1'&ducation spécme.("
Cette répartition est li1ée A des causes historiques
Plus qu'ad une logique fonctionnelle, et les efforts de coor-
dination entre les ministdres concernfs sont utiles et effi-
caces dans la mesure ol 1l1s apportent une harmonisation et
tendent 4 donner 3 chaque dfpartement ministériel les respon~

sabllités que sa fonction génfrale Inclue normalement (&dus - -

cation, traitements, prévention ou surveillance des délin-
quants) . .
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Dans le casre du fonctionnement du Comité interministériel

crée par le dfcret du 9 septembre 1970, .qui a mis au point un
dfcret sur 1'éducation spéciale et un décret sur les centres
médico-psycho-pédagogiques, sont entreprises 3 1'heure actuelle:

- la coordination des formations de persormel (enseignants

spécialisés, &ducateurs, rééducateurs...) et la mise au point

d'une ¢ollabaration étroite de 1'Education nationale et de la

Santé publique dans certaines de ces formations (maftres pour
_ aveugles, pour sourds...); .

-.la coorgination des implantations d'établissements (pour-

suite des travaux des commissions de coordination régionale);

= la coordination des corntrles de fonctiornement campte

teru de la fonction principale de chaque ministare;

- la mise au point en commun de guides, répertoires

_ fichiers techniques;

- 1'étude des possibilités de mieux coordormer sinon Qe

fusionner les commissions chargées au niveau départemental

d'orienter les handicapés. -

Dans le méme temps, le Ministére de 1'Education Nationale

mes progressivement en place un nouveau dispositif d'adaptation.
(MENF, 1973). .

4- Openness to cdrmmity

It has not been possible to study this dimension of the French

educational system. Therefore, no discussion is made on items 4, 4.1

and 4.2.

5- Decentralized integrat®d plamning

Hall (1967) has given a point of view on the Fterx/cn approach to

reform as compared to that of Sweden:

¥

The Swedish measures, such a$ the intrpduction of a

comprehensive, unitary school, have been bésed on empirical
research 'mainly of a psychological ndture; although the

prime motivation for reform was social and even utilitarian.

In France the grounds far change were likewise social, al-
though to them was soon also added an instrumentalist dimension;
camparatively little empirical research was cArried out before
the promotion of reforms, except on a social basis. French
educators have terded to proceed from first principles, iden-
tifying problems and 1 ting the elements of them in true
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A

Cartesian fashion before resolving them and proceeding to -~

a new syntheses. In Sweden careful psychological investi-

gations appeared to ttle or no selection or

dif‘rerentiation sho B¢ in school before the age

e French, by logical '
’ common schoo}"; but

(Hall, 1967).

/, . <,

Long-range planning follows a centralizéd pattern ih F‘mnce

Reforms are logically determined and decided upon at the state level.
Since most educational realities are mscr;ibed in the laws of the nation,

reforms also come from the same contexts.

5.1 Local long-range planning. Even if the major moves in the French
. <

educational system are always generated at the state level, there are
some local jurisdictions in educatiof. Although some communities or -
departments are involved in educational s;Mces, there 1s a centralized
planning process at the state level. Decentralization in the French

System appears to be more of a control nature than one of a local

development type.

5.2 Participation'in decision-maiing. The reform proposes the elabora-
tion of participatory cammttees for parents and teachers.

Pour la premiére fois, les parents sont étroitement
associés 3 la vie de 1'école. Ils sont représentés le
comité des parents qui dorne son avis stmtouslesngihs\
de la vie scolaire. , .

Ce camité forme avec le conseil des maft 1'organe
qul donne vraiment sa persomnalité propre & 1'8cole et 3
ses actions &ducatives: 1le conseil de 1'école auquel par-

ticipent &également les persormels ms des fonctions
de psychologue scolaire et de rééducation, le médecin chargé

\

—N
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du contrdle médical scolaire et l'assi iale. le
conseil de 1'&cole est présids le dire qQqui anime
et coordomne toutes les activités scolaires. .

En instituant un comité des parents, &troitement associé
3 la concertation et aux décisioms, et un conseil d'école, -
la nouvelle organisation personnalise c cole et répond
au désir de participation des parents. (Haby, 1976). .

5.3 Se!uring control. One of the most criticized elements of the French~
school system is the nature of control by"onhip in the
schools. The inspectors afe responsible to thé sta e for all a*

affairs. They dre members of the "Conseil départemental de 1'enseigne-

~

ment primaire", for example, and this council exercises control in these

Jurisdictions:

Attributions pédagogiques: le Yonseil départemental
arréte 1'organisation pédagogique ded diverses catégories
d'écoles pybliques du département, les, ements relatifs
au régime des écoles £lémentaires, 11 veille A 1'applica-
tion des programmés, méthodes et réglements et dorme son
avis sur les réformes. .

Attributions administretives: 1le Conseil départemental
déldgue 3 un tiers de ses menbres le droit d'entrer dans les .
écoles publiques et privées du département. Il désigne les
délégués départementaux de 1'Education nationale. Il est
consulté pour ce qui concerne la carte scolaire des &coles
élémentaires. Il dresse la liste d'admissibilité aux
fonctions d'instituteur et d'institutrice titulaires.

.I1 délibére sur les rapports et propositions de 1'ins-
pecteur d'académie. Il discute le rapport anmuel de 1'ins-

pecteur 4' e,
Attributions contentieuses: 1le Conseil dfpartemental
Juge les oppositions & ocuverture d'école privée. Il statue

en demier ressort sur les contestations relatives & 1'ins-
scription d'un &ldve 3 1'école publique.

Attributions disciplinaires: 1le Conseil départemental
prononce 1'interdiction 4 temps ou absolue contré les mem-
bres des écoles publiques, 1'avertissement, la censure, la

suspension, l'interdiction contre lgs membres de 1'enseigne-
ment privé.
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Il ddqn un avis motivé sur le re d'avancement, la
censure, 1la rétrogradation, la suspensfon sans traitement,
la révocation des instfuteurs publics. \
» ) T
.-‘ \

“‘There 1s a strong pressure to change this type of relationship in the
\ 4

N

control process. ) \

5.4 Funding. In France, there are state level and local Jevel expendi-
tures for education as well as private orgamzatxion.s (nqp-pmrit) that
are involved in financing education. These associations are mainly
related to special education. They are groups of parents or friends of
the handicapped, for example, who open their own institution and assume
th¢ costs. These institutions are sei:arated fran the regular school

3

system and are identified by categories of exceptionality.

Caments: France has undertaken an educational reform in order to
bring equality of opportunity to its schools. According to the model of
special education d;veloped in this thesis, there is a different under-
standing of the concept of equality of opportunity in the two contexts.
Elements of the French reform are directly related to the proposed model
of this study but the global reform is not oriented toward the basic
self-actualization goal. In fact, it appears that this country is not
involved in a process of orgardzatioral growth rnor in a decentralized
plamning process. The state level is at the center of the reform and
will govern the new social order that will follow the actual school
reform. One remark that was often made in the visits to schools ard

interviews with education specialists was that the actual reform was
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Jbeliaved to be more politically oriented than mtivntad.by the well being
.Of the child and concern for his personal development. Even if this
statement 1s dnly a mttei' of opinion, 1t is nevertheless indicative of )
a need for great;ar decentralization of planning ard for éﬂ child-cen’ter'ed
educational system. In(relation to the diécnpancy a.ru{yais, France

oug';t to be involved in t\{a\mlysis of the mbuvnm ractors of its
reform in order to look back to other meanings of equality. Action should
also be initiated in order to develop an. organizational growth approach,
and following this, the decentralization ard Peormintion of

control in the schools.

-

' QUEBEC

The ‘la.st educational syste;l to be analysed in this chapter is
that of the Province of Quebec. The province of Quebec school system
is in its twelfth year of the educational reform initiated by the find-
ings of the Royal Cammission of Imquiry on Education (Camiission Parent).
The entire school system has been affected by the recommendations of
propositions and reactions to the reports published by the Commission.
The reform was based on principles published in the Rapport Parent (1964) .
Scme of the major guidelines for this reform at the elementary level

established that:
[}

L'enfant a besoin d'un enseignement concret et d'une
activité créatrice.

L'école doit faire en sorte que ce soit l'enfant lui-
méme qui explore son milieu et en tire la matiare de son
développement intellectuel. !
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L'école élémentaire doit tenir campte des différences
individuelles. L'intelligence, la santé, les aptitudes,
la préparation fournie au préalable par la famille et le
milieu social varient beaucoup 4'un enfant A 1'autre.

L*école él1émentaire doit dormer aux enfants yn bon
camencement de formation intellectuelle. Préparer
1'écolier A 1'erseignement secondaire c'est lul donner
la formation de base et l'entrafnement au travail
persornel bien plus que 1'informer un peu sur toutes
choses . ¢
L'&cole &l&mentaire doit favoriser 1'adaptation de

1l'enfant aux conditions de la vie moderne. L'enseigne-
ment, le régime disciplinaire, toute 1'orgamisation de la
vie scolaire doiven¥ en tenir campte. Ces attitudes
mentales et at‘f‘ecti}es lul viendront en bome partie des -’
- méthodes d'enseignement, de l'orientaté@p, de la
discipline, du climat général de 1l'école. (CREEQ, 1964).

At the secondary le‘;el an m;:egmted type of school was implemen-
ted, "L'école secondaire Polyvalente", which i a camprehensive secondary
school. College or post-secondary education wﬁs}created and resulted in
the organization of the C.E.G.E.P. (Collége d'enseignement gfnéral et
professiomnel). Figure 30 represents the actual state of the Quebec
educational system in terms of programs. Elementary and secondary and
even college level education are provided through integrated comprehensive

schools.

The organization of spec_;.a.l education was also affected by the
"Rapport Parent" but at the time the nature of the recommendations dealt

with a medical and categorical approach to the problem.

On peut classer les enfants exceptiomels en deux
catégories, selon le germre de soins et d'&lucation qu'ils
requidrent;.cette classification est beaucoup moins com-
plexe que celle qui se base sur les caractdres physique,
intellectuel, scolaire, affectif et social des divers

’
i
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handicaps. On a ainsi un premier groupe d'enfants souf-
* frent 4'un handicap temporaire, et donc curable si on y

' remédie A temps (mésadaptés, arribrés pédagogiques, cas
cliniques d'apprentissage): ces‘enfants ont besoin de
rééducation. Le deuxidme groupe camprend les enfants
souffrant ‘d'un handicap permanent et irréversible (aé-
ficients mentaux, aveugles, sourds, etc.); ni 1'école
ni la famille ne peuvent pourvoir A leur éducation;
leurs cas nécessitent une éducation spéciale.

Les solutions ) envisager au probldme de 1'enfance
exceptionnelle doivent tenir campte d'un certain nambre de
principes forndamentaux que nous terons A rappeler:

a) chacun ayant droit d 1'Sducation et 1'Ftat ayant
une importante responsabilité en ce domaine, notre systdme
d'éducation doit s'occuper de tous les enfants susceptidbles
de profiter de 1'éducation, non seulemsnt des enfants nor-

TRUX, mRis aussi des exoeptiomnels qui requidrent une ' v

éducation spéciale campldte ou des mesures temporaired ou
partielles de rééducation;

b) 1'éducation des exceptionnels doit, chaque fois que
la cordition de 1l'enfant le permet, se rapprocher le plus
possible de 1'&dlcation régulidre, et ne camporter que les
modalités spécilales vraiment indispensables, cela enfin de
faciliter 1'intégration de ces enfants parmi les autres
enfants et dans la soc1été;

c) les handicapés physiques possédant une intelligence .
normale ont droit A une &ducation campldte de mime niveau que
celle qu'on offre aux autres enfants mais tenant compte de
leur handicap particulier; 1ls ont droit de s "intégrer A la
soc1été pour tout ce qui concerne leur culture, leurs loisirs,
leur travail professiomel ;

d) 1'éducation des exceptionnels doit tenir compte de
1'unité de la personne et assurer aux enfants une &ducation
camplaté (formation génfrale et formation professiomelle)
harmonieusement agencée: enseignement régulier ou spécial,
complété par les soins médicaux, psychologiques ou pédagogiques
requis, ou par des mesures de rééducation physique ou intel-
lectuelle, préparation A la vie et A un travail utile; .

e) 1'6ducation des enfants exceptiomnels doit $tre aussi
gratulte - mutatis mutandis - que 1'6ducation offerte aux
enfants normaux. (CREEQ, 1964).

-

2970, the "Conseil supérieur de 1'é&ducation”, a consultative commis-
sion to the Minister of Education presented a critical amplysis of the

state of special education in Quebec. The recanmendations of the Council

9/
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,(presénted_ in Appendix‘l), directed the Mé#nister of Education to state
clearly the pol,icy cgnceminé fhe education of exceptional childyen.
To the Councii it appeared that very little had been made since the

"Rapport Parent". L

The general observation that can be made about the 1964-1970
period and also ak?put the last few years, is that special education in
the Province of‘-Quet.)ec hai;‘/not f‘ollowed; the rest of the edx.icatilanal
system in the general reform proposed t;y the Parept Commissien. Perhaps
one of the weaknesses of the Parent report, and of the action thz:t
followed, was related to the fact that the qualitative educational reform
only affected regular education while speclal education was pla‘ced on a
quantitative type of development. The reform had as a goal: to increase
the &mmt of educational services and also to ralse the quality of
education by focusing on E‘he child's needs. In special education, this
was translated merely into the expansion of r;nre Services o~r, in of:her
terms, the proliferation of special services (special schools and‘ciasses)
for exceptional children. The last three or four yea.rs, however, .have
marked a change of pace in that evolution. The changes to be made in both
regular and special education were becaning more and more inten-elaéed
and were the object of a common plamning effort. The actual state of this
relationship will be the basis of the analysis of the Quebec educational.

N
system. / \./

+

Finally, another important coﬁtributirg Sector has developed



294

between different mmmtal agencies that offer services fo excep-
tional children. For instance, while the welfare and health (Social
Affairs) department was developing the normalization approach for its
services, the education department was becaming involved in integration.
Both processes were based on reciprocal plarning as will be discussed in

the following section.

In accordance with the Parent Commission recamerdations, the
Department of Education published in 1966 a document on "L'école

coopérative, polyvalente et progréd continu' which proclaimed that:

que l'organisetion de l'enseignement 3 1'élémentaire
sera tout entiére axée sur l'enfant, f‘acilitant 1'adapta-
tion aux différences individuelles;

que 1'école élémentaire devra favoriser le dé loppe~
ment harmonieux de l'enfant aux point de vue intel ectuel,
affectlf, physique, social, moral et/ou religieux. (M.E.Q.,
1966, p. 16).

L'enseignement, au niveau élémentaire, tend 3 favoriser
le développement maximum, équilibré et intégral de chaque
enfant par une démarche de croissance et de développement
persormifiée, de plus en plus autoname et ce, comme parti-
cipant d'une société.

Cette forme d'organisation pédagogique répond également
aux exigences des deux principes fondamentaux qui inspirent
toute notre organisation scolaire:

assurer le développement &quilibré de I'Jléve;

_respecter les caractéristiques individuelles de chacun.
(M.E.Q., 1976, pp. 16-17).

N
These basic principles which identified the official objectives

of the Elementary school were developed into a list of operative goals
classified in three categories: (1) objectives related to the learner

(the student); (2) objectives related to theﬁearnirg enviroment (the
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school); and, (3) objJectives related to the cooperative agent (the
teacher). These objectives are presented in Table 14 with the proposed

goals to which they relate.
. \. M

1- Self realization

As presented ih Table 14, the elementary school activities should
favor the integrai development of the ohild focusing on intellectual,

emotive, social, physical, moral and religious factors.
[

1.1 Individualized instruction. Individualization 1s seen as related

to three factors of the teacher's tasks: the means, tb'e time spent and

the performance.

Favoriser 1'individualisation de l'enseignement, c'est
rechercher le développement de chaque enfant par le respect,
1'exploitation et le perfectionnement maximum de sa per-
sonnalité, sur les plans physique, affectif, intellectuel,
social, moral et/ou religieux.

En pratique, c'est s'assurer que l'enfant, dans la
poursuite des objectifs de l'enseignement élémentaire,
puisse vivre des expériences d'apprentissage significatives
qul tiennent compte de ses besoins, de ses intéréts et de
ses aptitudes, en prenant comme point d'appul son environ-
nement .

La réalisation de 1l'individualisation de l'enseig'lement
repose sur troils variables:

- sur le plan des moyens:

activités diversifiées & approches multiples, évalua-
tion intégrée au processus d'apprentissage, situations
d'apprentissage souples;

- sur le plan du temps:

durée de 1l'activité, non simultanéité des moments ol
tel objectif sera poursuivi;

- sur le plan de la performance:

les objectifs peuvent &tre atteints selon divers degrés
de perfectionnement. (MEQ, 1976).

Assoclated with this view of individualized instructlon 1is continuous

promotion: - .



Table 14

Province of Quebec Eletrxenﬁéry

Education Objectives

[ 4

Objectives by
categories

PAR RAPPORT AU S'EDUQUANT,.L'ELEVE
. L]

. Diversifier les activités de 1'éléve

de fagon & permettre son perfection-
nement sur tous les plans de la per-
sonnalité: intellectuel, affectif,
social, physique, moral et/ou religieux. .

.. Dormer une formation de base dans la

langue parlée et écrite, les mathématiques,
les sciences et les arts.

. Favoriser chez l'enfant une maftrise
suffisante de ses moyens d'expression
et de communication.

. Favoriser l'auto-apprentissage, c'est-a-
dire concevoir l'apprentissage comme un
processus de recherche et de découvertes
individuelles.

. Habituer 1'&léve au travail d'équipe et
i la vie en groupe.

. Rerndre 1'éléve capable de solutionner
des problémes divers par l'exploitation
de processus mentaux variés et le
développement d'habiletés mentales
transférables.

. Faire participer 1’€éléve 3 1'élabcration
de son programme individuel et au choix
de ses activités.

Related items from Table 9
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Table 14 (continued)

. Entralner 1'éléve au travail personnel.
. Exploiter et développer l'activité créatrice.

. Reconraitre 1'évaluation camme un processus
continu, intégré a 1'apprentissage.

- Favoriser le développement d'attitudes
‘mentales et affectives qui assureront
1'indépendance et 1'autonomie de 1'él8ve
dans la vie moderme.

PAR RAFPORT A L'ENVIRONNEMENT EDUCATIF,
L'ECOLE

. Maintenir un climat humain ol les inter-
relations personnelles sont empreintes
d'authenticité, de considération p&sitive
Jdncorditiomnelle et d'empathie.

. Coordonner les forces éducatives du milieu
et exploiter cette réalité qu'est 1'école

paralléle.

. Assurer 1l'information, l'appul et la col-
laboration des parents.

. Poursulvre des objectifs particuliers
d'exécution qui correspondent aux objectifs
des programmes-cadres.

. Exploiter l'environnement et le® ressources
du milieu.

. Organiser la vie sociale et disciplinaire
de fagon & inciter chaque &l23ve et chaque
groupe d'éléves 3 acquérir une conduite
autonome .

. Exploiter les aptitudes particuliéres de
chacun des professionnels de 1'enseignement'.

3 et 1.'5

29

”
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Table 14 (continued)

. Développer l'esprit d'équipe chez les profes-
sionnels de 1'enseignement. 1.3

. Intégrer l'enfant défavorisé i la vie commune ©“
de 1'école. ; ~ 2.4

»

. Répondre aux attentes du milieu sur les plans
spirituel et religieux. b1

. Intégrer 1'éducation physique, les activités -

récréatives et sportives 3 la vie pédagogique,
et communautaire de l'école. 2.4

PAR RAPPORT A L'AGENT COOPERATEUR,
L'ENSEIGNANT

. Donner un enseignement concret par la mise
en situation-probléme. < 1.1

. S'accepter camme ressource humaine de
premiére importance. ' 1.3 .

. Créer un environnement &ducatif stimulant
offrant des alternatives de travaill. 1.1

. Choisir les méthodes et les techniques
d'enseignement en fonction de 1'éléve. l.1 et 2.1

. Travailler en équipe et étre solidaire des

autres membres 1.3

. Tenir compte des caractéristiques individuelles
(talents) des éléves dans 1'organisation, la 1.1, 2.2 et ,
réalisation et 1l'évaluation des activités. 2.1

. Organiser les activités de 1'éléve en situation
d'apprentissage favorisant 1'intégration des
disciplines. ) 1.2
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Faciliter le progres continu d'un enfant, c'est s'assurer
Qu'il peut poursuivre des objectif's qul le développent et le
perfectionnent dans une démarche dirigée, mais souple, ol les
contraintes artificielles et extérieures 3 lui-méme. sont
rédultes au minimm, c'est-3-dire limitSes aux exigences du
fonctiormel.

a) L'enfant progressant est un étre qui se fait, qui se
construit de 1'intérieur par son activité éducative.

'b) Le progrés continu peut &tre faci1lité, non décidé
par d'autres que l'enfant.

c) Le progrés continu doit &tre facilité sur tous les
plans du comportement.

d) Le progrés n'est pas toujours mesurable.

e) Le progrés continu désigne un avancement qui se
poursuit dans 48 durée et dont 1'un des traits essentiels
est d'étre régulier et sans rupture.

f) Le progrés continu est rellé & 1*expérience d'ap-
prentissage. (MEQ, 1975).

1.2 Curriculum design. In the Province of Quebec, the Provincial

Department of education has Jurisdiction over the general objectives

a

of education. Each school, however, can establish an "institutional

program" or curriculum. -

Il appartient au Ministére de 1'Education de définir
les objectifs généraux de 1'enseignement dans les program-
mes officiels. Au plan pratique toutefois, le programme-
cadre officiel incite 1'école-institution & &laborer son
propre programme opératiormnel (programme institutionnel).

A ce titre, la préférence est accordée, dans bon nombre
d'endroits, 3 une programmation formulée en termes d'objec-
tifs de comportement. Ce choix veut répondre 3 un besoin
de viser des buts campréhensifs, réalisables et dont le
degré de succds dans leur réalisation serait mesurable,

L'école soucleuse de répondre aux Intéréts et aux
interrogations des &laves accepte également de faire réa-
liser par 1'éldve des activités qui ne poursuivent pas
d'objectifs spécifiques antérieurement souhaités dans un
progremme 1nstitutiornel, ou mieux des activités qui ne
visent pas nécessairement 3 amener des changements spéci-
fiques dans le camportement des &laves. '

La question qui se pose dans le choix de ces activités
est de savoir apprécier leur taleur pour l'enfant et pour
la société.
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' C'est une responsabilité au milieu, de 1'équipe—&cole,
“” de se donner des objectifs d'enseignement et d'éducation
(programme institutionnel) qui: .

- réalisent les objectifs généraux des programmes-
cadres officiels;

- tlemnent compte des possibilités réelles du milieu 13

- permettent la poursuite des objectifs généraux de
1'école élémentaire;

- sauvegardent 1'un des principes de 1'organisation
pédagogique proposée, soit le développement équilibré de
l'enfant;

- - acceptent de réexaminer les contenus des programmes
traditionnels; T

- solent formulés dans la mesure du possible en termes
d'objectifs qul incitent 3 dépasser la simple transmission
de connaissances;

- favorisent 1'intégration des discipltnes;

- permettent diverses alternatives pédagogiques.

Dans cette optique et dans 1'esprit d'une pédagogie
participative, soucieuse du respect de 1'él2ve et de son
progres continu, 1'individualisation de 1'enseignement
se réalise surtout par 1'organisation des activités a
proposer aux éléves. Les activités dont diversifiées,

d la mesure de 1'élave, c'est-a-dire adaptées 3 ses besoins
et & ses intéréts, 3 son style d'apprentissage; leur
réalisation est appréciée dams la perspective d'un
cheminement personnel et d'un développement équilibreé,
(MEQ, 1976). .

1.3 Organizational growth. The trerds to be developed according to the

document '"L'école élémentaire milieu de vie II" which 1s the latest

formulation of the reform, is to organize a school team.

Par équipe-école, i1 faut entendre le persormel de
direction, les professionnels enseignants et non enseignants
affectés 3 une &cole élémentaire, sans exclure le persornel
de soutien. _ '

L'importance de 1'équipe—&cole, A savoir, 1'engage-
ment individuel et colleotif des &ducateurs professionnels
d'une méme &cole, aux fins de réaliser uHe oeuvre commune,
repose d'abord et avant tout sur 1l'enfant lui-méme qui a
besoin d'un climat de constante sécurité. Il appartient
spéclalement 3 1'école &lémentaire de créer ce milieu de
vie ol chaque éducateur.se sent &galement responsable et
participant d'une méme ceuvre.
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Méme si le bien de l'enfant suffit 3 justifier 1'impor-
tance de 1'équipe-école, on ne peut négliger le point de vue
de l'efficacité. Alors que tous sont d'accord pour se renou-
veler, on peut se demander qu'est-ce qui ralentit le change-
ment. A cette fin, 11 devient utile d'identifier les raisons
qQui retardent la génfralisation de 1'organisation pédagogique
proposée.

La participation des membres et leur engagement au sein
de 1'équipe dépend en grande partie du type de relations
interpersonnelles existantes. ’

La persomne pour croftre, c'est-d—dire se développer,
s'actualiser, a besoin d'un contexte de relations humnaines
positives, Trois attitudes assureront ce climat de relations
interpersonnelles positives: 1'authenticité, la considération
positive inconditionnelle et 1'empathie. :

Le directeur d'école &lémentaire, en tant que leader et
premier responsable de la formation de 1'équipe dans une
école, se préoccupe de:

- établir de vraies relations humaires;

- créer un climat d'échange; ‘

~ inspirer une confiance telle que ses collaborateurs,
les enseignants, se sentent heureux, détendus. (MEQ, 1975).

1.4 Definition of exceptionality. There does not seem to be in the

latest reference on the reform any definition of exceptionality nor of

speclal education. One definition that was elaborated by the Inter-

Department Commission on Exceptional Children was presented as follows.

Nous assumons 1'unité psycho-somatique de 1'homme et
nous recormaissons 1l'interaction fondamentale de 1'individu
et de son milieu. Partant, tout obstacle sociologique
détermine chez 1'homme des camportements globaux d'adapta-
tion plus ou moins réussis; de méme la présence dans le
milieu d'un individu de constitution irrégulidre déclenche
des mécanismes instinctifs de défense qui, en retour,
déterminent les conduites du sujet impliqué lui-méme.

I1 peut s'ensuivre une inadaptation dont la cause n'est
plus dans 1'individu lui-méme ou dans le milieu mais plu-
tdt dans les rapports qui s'établissent entre 1'un et
1'autre.

Toute inadaptation, qu'elle tire son origine de 1'indi-
vidu ou du milieu revét globalement les mémes caractdres
généraux: impropriété des conduites psycho-somatiques face

¢




aux exigences normalisées du milieu; attitudes réactionnelles
de 1'individu irrégilier qui, instinctivement, recherche le
compromis qui préservera son intégrité persomnelle, méme
rudiment .

L'enfant inadapté au moment ol il prend conscience de
lui-méme se pergolt trés vite comme un étre différent, come
un étre d'exception. Cette autoperception trouble ce qu'il
pense de lul-méme, déclenche des attitudes et des conduites
qui compliquent davantage son existence et ses relations avec
1l'entourage.

Hormis certaines conditions pathologiques trés caracté-
ristiques, 1l'enfant inadapté souffre d'anxiété persistante
dont 1l'obJet n'est pas toujours défini. Il s'ensult des &tats
psychologiques perturbés auxquels le milieu immédiat ne réagit
pas toujours comme 11 convient. (G.Q., 1969).

The most significant appendix of the definition though 1s fourd in the
"Décret tenant lieu de convention collective" of December 1972 presented
in Appendix VI. These categorized definitions are the-,bas'is for class

organization and financing of special education activities.

1.5 Coampetence based intervention. As shown in Table 14, the pedagogi-

cal interventions in the school should be based on the "talent" of the
child. In the approach of the Department  of Social Affairs to this
factor, 1t 1s possible to find a strong intention of .actualizing the

normalization approach.

Le principe de 3'intégration familiale, scolaire et so-
clale oriente tout le processus d'intervention aupres de
1'individu inadapté vers la mise en valeur de la capacité
résiduelle de celui-ci plutdt que vers son handicap ou
les manifestations de son handicap.

Ce principe reconnaft de plus 3 1l'enfant inadapt§,
les mémes droits qu'3d tout autre enfant et préne 1'inté-
‘gration de 1'inadapté dans son milieu social au méme
titre_que l'enfant physiquement et mentalement sain.

(MASQ, 1971).
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major objectives:

»~

Le premier est d'assurer 3 chacun, jeune ou adulte
le maximm d'&ducation qu'il est capable d'acquérir e

qul corre
ambitions

spond & ses aptitudes en méme temps qu'ad s
» indépendamment de son niveau de fortune ou

du lieu de sa résidence. Ia deuxidme est de préparer

d'une fa

de telle
professio

on_adéquate les jeunes 3 la vie pour qu'ils par-

sorte qu'il puisse offyir 3 Chacun 1'enseignement
mel qui lul convient.

r 1'inadapté et prévoit pour lui, comme pour les

autres, une éducation aussi poussée que le permettent ses

aptitudes
de ses dé

et qui tient compte des exigences qui découlent
ficiences, temporaires oy permanentes, qu'elles

solent physiologiques, psychologiques, ou autres. (G.Q.,

1969).

2.1 Instructi

onal system. Again no clear statement of the reform of

special educat

without being

presents some Jﬂ)or'tant corresponding factors in terms of student grouping.

Le ¢
tive qui,
1'enseign

ion 1s available. However, the elementary school reform

involved directly in the instructional System model

lassement se transforme én une mesure administra-
par 1l'identification de chaque professiornnel de
ement, a pour but de répartir les élaves en groupes

d'4ge non hamogdnes sur d'autres plans et de déterminer quel
professeur ou quelle équipe de professeurs dirigera leur
développement au cours de l'annfe scolaire.

L'équipe-£cole en atelier convient de la politique génké-

rale du ¢

lassement. Le personnel de direction de 1'école

connalit la clientdle de son école et dStermine le nambre

d'élaves
école 1'a
groupes d
glques de

de chaque groupe d'Sge. Son travail avec 1'équipe-
informé des problames particuliers aux différents
'ge et 11 a pu identifier les qualités p&dago-
chacun de ses professiornels de 1'enseignement .

£y

“
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Aprés une consultation individudlle des maftres, 1l
appartient au persornel de direction de décider quel pro-
fesseur ou quelle équipe de professeurs aura la responsabi-
11té de tel groupe d'éldves au cours de la prochaine année
scolaire,

Le mattre est identifié 3 partir de:

- ses options pédagogiques

- ses intéréts '

- sa méthodologle

- ses aptitudes particuliéres

- son expérience

- ses relations interpersonnelles

... (MEQ, 1975).

Grouping can be at the center of the elaboration of work grouos.

Le groupe de travaill, c'est la réunion d'un certaln
nombre (plus ou moins grand, plus ou moins petit) d'éléves
susceptibles de pouvoir travailler ensemble & leur perfec-
tiormement réciproque dans la poursuite d'objectifs communs.

Compris de cette fagon, le groupe de travall a des
dimensions variées et son degré de permanence est imprévi-
sible. En principe, on ne peut former des groupes de travail
comprenant un nombre uniforme d'éléves, ni pour un temps
déterminé, non plus qu'on pulsse viser 3 former des groupes
homogeénes .

Cette conception du groupe de travall suppose la compréhen-
sion des objectifs de 1'école &lémentaire et la conception de
1'apprentissage comme un processus de recherche individuelle.

La fausse sécurité que donne aux enseignants 1'homogénéité
des "classes" telles qu'elles sont constituées aujourd'hul,
engendre le plus souvent la dépersormalisation de 1'enseigne-
ment. Enfin, 11 est dangereux pour un maitre, d'avoir le
sentiment d'8tre en présence d'enfants '"semblables", surtout
lorsque cette similitude se définit exclusivement en termes °
d'habiletés ou d'inaptitudes & 1'égard d'une discipline
dornée ou d'un groupe de disciplines déterminfes. (MEQ, 1975) .

2.2 Evaluation. Accarding 5o the pri}\éiples included in the reform,
evaluation is an individualized process and should also account for

envirormental factors.



De fagon formelle et périodiquement, 1'éldve fait 1'objet
d'une évaluation qualitative individuelle (&tablissement du
profil), sur le plan des camportements intellectuel, physique,
affectif et social. Son profil est &tabli A partir:

- des travaux réalisés par l'enfant

- des données consignées au bulletin scolaire et 3 la
"feullle de route" ,

~ de 1'évolution antérieure de son rendement.scolaire
et de son développement général

- des observations et de l'avis des professeurs non
enseignants en cause.

L'évaluation individuelle de 1'613ve a avantage 2
déborder le milieu scolaire proprement dit. La connais-
sance du milieu d'origine de 1'enfant, aux plans familial
et soclal, permet A 1'&cole de suppléer plus adéquatement
aux déficlences particulléres de certains milieux moins
bien munis culturellement, ou moralement ou #conomiquement.

Ce qui importe surtout dans le choix et l'utilisation
des critéres qui président & la formation des groupes de
travail, c'est 1'obJectif poursuivi, 3 savoir, permettre
de regrouper un certain nombre d'éléves susceptibles de ‘
pouvolr travailler ensemble et mutuellement i leur perfec-
tiomement persomnel sur les différents plans des comporte-
ments Intellectuel, physique, affectif, social et moral.

[J
®™ In relation to 2.1 this approach does not propose an exact application

InWa‘n}\

shared by both approaches.

of all the elements of the AptAtude by Trea

but again principles

2.3 Pre-sc 1l development services. Kindergarten attendance is

compulsory in Quebec. Any services before this level are not directly
related to the Department of Education. There 1s an agreed upon need for
early intervention in deprived areas or with cases of severe handieapped
1m1vidm1;. The actual services offered are by the Devartment of Social
Affairs (Health and Welfare), although there are experimental programs
developed by the Department of Education mainly in economically deprived

areas.
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2.4 Integrated development. Special education students, according to

the Department of Education, should be integrated in a regular environ-
mernt .

Le ministére doit donc organiser les cadres, les struc-
tures, les services pédagogiques et les aménagements phy-
siques de son réseau d'écoles publiques pour que 1'enfant
inadapté puisse y recevoir 1l'instruction et 1'&ducation
nécessaires. Aucune mesure discriminatolre ou inutilement
ségrégationniste ne devra s'exercer: le cadre le plus normal,
la classe régulidre, sera préféré A tout autre. Les services
et mesures techniques pédagogiques et parapédagogiques secon-
deront les maftres dans leur enseignement et contribueront 4
3 mieux les éclairer sur les problames de 1'inadapté.

Pour les cas plus graves d'inadaptation, on organisera
des classes et des programmes spéclaux: des maftres préparés
3 cette fin, se verront confier les Jeunes dont les déviations
physiques, intellectuelles ou affectives exigent de semblables
mesures. S1i 1'éducation, la rééducation ou la réadaptation
nécessitent exceptionnellement un milieu spécial de vie, exter- >
nat ou internat, c'est le ministére de 1'Education qui y
dispensera les services éducatifs. (G.Q., 1969). 7/

»

In Table 14, there was a declared oblective of coordination of the

education factors or agents in the community for developmental purposes.

2.5 Free developmental services. In the Province of Quebec, the clients

not pay directly for educational, health and welfare services; these

are free“services. University studies though have to be paid for by
the students.\There are other types of developmental services (sports,
leisure, etc.) tha charge
basis, although there-is one .important area of services that has
developed, namely, the post-school services for exceptional childreh

such as workshops ard residential assistarce.
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3- Functional integration

This following goverrmental statement established the importance
!

of the participation of cdﬁmﬂty groups and Iinterested assoclations in

the monitoring process of educational services.

Les groupes, institutions et agences cammunautaires
devront, par rapport aux problémes de 1'enfance inadaptée
comme par rapport 3 beaucoup d'autres problémes faire appel ‘
aux ressources de 1'Etat et coordonner leurs efforts avec
ceux de ce dernier.. Ils ont 3 remplir auprés des gouverne-
ments une fonction d'interprétation des besoins.

L'organisation sociale comporte aussi des groupes,
assoclations et fédérations dont 1l'intéreét est plus
sectpriel que territorial. Il en est alnsi des grandes

" organisations_syndicales, des corporations profession-
pelles, d'organismes comme les assoclations ou les
fédérations d'universités, de groupements religieux,
d'entreprises et d'employeurs, de chambres de commerce,
de services sociaux, de commissions scolaires, d'hopi-
taux et d'organismes congus pour l'étude et le dévelop-
pement de secteurs particullers de services comme le
Consell du Bien-étre de Québec ou le Conseil du Québec
de l'enfance exceptionnelle. Ces organismes ont aussl
des fonctions d'interprétation 8 1'Etat coamme aux orga-
nismes régionaux des proglémes de l'enfance inadaptée
en particulier et aspirent 3 bon droit i participer &
1'élaboration des politiques de 1'Etat. (G.Q., 1969).

3.1 Intrasystem integration. The reform established a school team that

should be at the center of decision-making on the pedagpgical organiza-

tion of the school.

L

La poursuite des objectifs de 1l'&cole &lémentaire
-par la mise en place d'une organisation pédagogique cen-
tére sur l'enfant reldve de la responsabilité des éduca-
teurs professiornels. Les expériences vécues au Québec
depuis la promulgation du Réglement no 1 confirment cepen-
dant qQu'une réforme pédagogique en profondeur, camme celle
proposée pour 1'&ole &lémentaire, ne peut étre le résultat
d'initiatives individuelles exclusivement. Méme si de
facon Rénérale les professiomels de l'enseignement du



cours élémentaire ont manifesté un enthousiasme tertain
pour se renouveler au plan pédagogique, il demeure que les
réalisations concrétes sont trop souvent des faits 1solés
et pas toujours coordonnés et planifiés, méme X 1'intérieur
d'une seule école. Un changement comme celui-13 qui touche
les enseignants, 2 la fols comme individus et comme membres
d'un groupe-école, nécessite une action collective qui soit
planifiée par les réalisateurs eux-mémes.

L'équipe de professeurs de chaque école devra prendre
d 1"égard du type d'organisation pédagogique qu'elle désire
recamander pour son école, une décision collective qui
tiendra campte de sa campétence, de son dynamisme et des
circonstances particuliéres qui prévalent dans son milieu.

Ilefaut accepter de partager ses responsabilités avec
d'autres et concevoir son rdle d'éducateur comme partie
composante d'une action collective humaine. L'aménagement
des programes, 1'individualisation de 1'enseignement,
l'organisation d'activités diversifiées, 1'influerce
de 1'école paralléle, comme toutes les autres exigences
du progrés continu, obligent 1l'enZ®ignant 3 étendre son ‘
champ d'action, & briser le cloisonnement ﬁu'érigea.it la
répartition des €ldves en classe-degré. (MEQ, 1976).

& .

t

3.2 Intersystem integration. An iriter'ciepart:rxental committee on "Enfance
Inadaptée" has developed a model of jurisdictional distribution among
different provincial “departments involved in speclal services for

.exceptional individuals.

Pour assurer une coordination effective de la politique
et des programmes de 1l'enfance inadaptée, 11 est nécessaire
de prévoir la mise en place de mécanismes qui répondent &
la préoccupation de coordination tant au niveau provincial
qu'au niveau régional. Les organes de coordination particu-
liers au domaine de l'enfance inadaptée devraient s'intégrer
dans le cadre des mécanismes plus gfnéraux de décisions et de
planification prévus dans 1l'appareil gouvernemental. Au plus
haut niveau, le conseil des ministres est responsable des

" ¥ décisions gouvernementales et de 1'orientation des programmes
de planification de 1'Etat. L'exécution des politiques reldve
. des ministdres ou des organes para-gouverrimentaux chargfs
d'une telle responsabilité. Quant & la planification, elle
est dy.ressort de 1'Office de planification qui vient d'étre
crée par une lol du gouvernement du Québec. T
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Les mécanismes de coordination & établir dans le damaine
de l'enfance inadaptée pourraient consister en un comité
interministériel de planification pour l'enfance inadaptée
et dans des conférences régionales pour l'enfance inadaptée
formées de fonctionnaires et de représentants des divers
services. Les conférences régionales devraient, suivant le
cas, transmettre des recommandations au comité interministériel
de planification aux responsables réglonaux des ministdres des
ressources humaines ou aux organismes et services cammunautaires.
Le comité interministériel lui-méme pourrait présenter ses
rapports d une sous—cammission interministérielle de planifi-
cation des ressources humaines dont feralent partie les sous-
ministres des ministéres concernés. Cette sous-commission
remplirait une fonction essentielle de liaison aupr'és des
ministéres eux-mémes grice 3 la présence des sous-ministres
et auprés de la cammission interministérielle créée en vertu
de la loi de 1'Office de planification. (G.Q., 1969).

Table 15 illustrates the responsibilities of different state departments

in services to exceptional individuals.

4- Openness to cammunity

The Quebec Educational system is based on public and elected
local and reglonal school boards which are responsible for the admin-
istration of the schools. One of the majom problems in the administra-
tion of education in Quebec is the weakneés of these boards to identify
themselves as the real goverrment of education. In fact, the level of
centralization of decision by the use Of very strict-rules at the
provincial level is high. This has been highly criticized by school
boards, and the Department of Education is proposing some decentralization.

The centralized situation has created a certain indifference at the local

level about educational affairs. In Quebec, educatioe’is more of an

issue in the provincial election than in the schapl board elections. . The
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Table 15

. Interdepartment Responsibility in Québec
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openness of the educational System to the camunity 1s not stimulated by
the comunity itself. The provincial level had to stimulate in some ways

such an involvement; this was the obJective of the Law 27.

La Loi 27 (1971) constitue, en un sens le pivot qui
permet de raccorder les objectifs de deux décermies. En
méme temps qu'elle contribue 3 parachever le mouvement de
restructuration scolaire, elle vise & rapprocher, de fagon
inédite, la structure et le milieu en institutionalisant
la présence des parents aupres de chaque &cole et de chaque
commission scolaire. (M.E.Q., 1972, p. 3).

The intention was to facilitate the participation of parents in planning

and decision-making as will be shown in section 5.2. o

4.1 Coamunity integration. Taking into consideration the previous dis-
cussion on openness of the school to the comunity, part of th; reform 1is .
also gffecting thts relationship. In some way Law-27 has introduced the
structural base for parent's participation. Experimental projects in

low socio-economic ervirorments have also shown the need fof a new
"camunity" defined school. In fact, thils item does not only refer to
parent's participation in educational decision-making but on a lax:gwer

scheme to integrative relations between the school and the cammunity

o

\
for cultural purposes. Such a view of a culturally integrated school was
broyght forward by the experiments in disadvantaged areas, but still no

genei*al models have been defined for 'the entire educational system.

4.2 Permenent educational ser.'vices. The Province of Quebec offers a
wide variety of permanent education programs, through every school board.
At the Department of Education level, there 1s general direction for adult

education with the following objectives.




- Assurer 3 tous les adultes du Québec, des condi-

tions de formation qui leur permettent de s'épanouir -

dans la totalité de leur devenir écongmique, social et
culturel, et de participer, de fagon active, 3 l'orienta-
tion et au développement de la soclété québécoise.

A 1'intérieur de cet objectif global et & long terme,
se situe une série de sous-objectifs:

- offrir une gamme d'activités et de projets de
formation (économique, sociale, culturelle) susceptibles
de convenir aux besoins des individus et de la collecti-
vité; )

—-rendre les services d'éducation accessibles 3 l'en-
semble de la population adulte d'un milieu donné ou d'une
région domée; ' :

- rejoindre les adultes des groupes défavorisés et
Jeur fournir les moyens de répondre 3 leurs besoins d'édu-
cation, sur les plans social, culturel, et économique;

- promouvolr, encourager, soutenir et coordomner tout
projet éducatif répondant aux besoins des adultes et sous-
crivant aux objectifs de développement et de pramotlon
collective; .

- promouvoir, au niveau des outlls pédagogiques, une
méthodologle de 1'apprentissage adaptée aux adultes;

- aider le personnel pédagogique des 1nstances décen-
tralisées du ministdre, 3 accroitre leurs compétences et a
développer une véritable "pédagogle des adultes";

- accorder une aide technique et financiére 3 certains
organismes qui partagent la responsabilité de 1'éducation
des adultes; @

- assurer la coordination des centres de formation ‘
administrés par les instances décentralisées du ministére
et des organismes extérieurs au gouvernement qui s'occupent

L d'éducation des adultes;

- engager et pramouvoir des recherches pour résoudre
les différents problames qui se posent en éducation des
adultes;

- implanter et mettre au point une stratégie de ré-
ponse aux problémes d'accueil, d'information, d'orienta-
tion et d'animation soulevés par la situation de formation.
(M.E.Q., 1972).

On another level, there 1s a developing trerd to offer to adults
of 65 or over educational services in order to assist them to organize in

their best interest their retirement years.

312



‘ ' . 313

5~ Decentralized integrated planning

As was discussed in 3.2, there is an effort in Quebec to inte-

-

grate the different servioes for exceptlonal individuals at the state
level. Intersystem integration has been articulated by the creation of
a "comité interministériel de planification". Although this committee

is working at the state level, there are provisions for regional activity.

Le comité interministériel de planification pour l'en-
fance inadaptée devrait exercer les responsabilités sui-
vantes: analyser les problémes de 1l'enfarce inadaptée et
faire des recamandations sur les politiques et la législa-
tion 3 ce sujet, faire des recommandations sur la programma-
tion du développement des services et la réalisation des
projets conjoints, étudier les normes des établissements et
des services, examiner les problames et politiques de forma-
tion de personnel aux fins des services 3 1'enfance inadap-
tée, effectuer de fagon périodique une évaluation des poli-
tiques conjointes dans ce domaine, examiner pour recommanda-
tions toutes les questions soumises par les ministédres des
ressources humaines et par les conférences réglonales pour
l'enfance inadaptée,

Les conférences consultatives réglonales pour 1'enfance
inadaptée auralent pour tches d'examiner les besoins de
ressources & coordonrer dans le damaine de 1'enfance inadap-
tée au niveau régional, de faire des recommandations sur .
1'organisation du réseau des établissements et des services, *
d'examiner pour fins de recommandations les projets
conjoints de développement, d'évaluer les résultats
de la coordination de 1l'action communautaire et d'as-
surer la consultation auprés des organismes réglonaux en
vue de faire des recammandations approprifes. :

Les mécanismes de coordination dont 1l a ét& fait men-
tion plus haut exerceraient leur influence aux diverses
étapes de la mise en place de la politique de 1'enfance
inadaptée. En effet, 11s se retrouveraient 2 1'&tape de
1'étude et de la préparation des politiques et des
activités, 3 celle de la décision ministérielle et,
finalement, leurs effets se feralent sentir au moment de
1'exécution des dfcisions dans chacun des ministares.
L'efficacité de ces mfcanismes dépendrait de la volonté
ferme des ministéres de les utiliser constamment et de les
faire fonctlonner adéquatement. (G.Q., 1969).
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The reorganization of health and welfare services into Integmted
local and regional centers has also been described in this coordination
process. However, the relationship of education or of school boards to
these centers has not been directly the object of integration. The
service for exceptional children by the Department of Education has
developed a "plan directeur" for sch®l boards which wish to organize an
Integrated planning of all public services in their areas. This last
type of action, even if it is primarily seen as a swrvey type of study,
is intended to facilitate the rationalization of resource used and to
facilitate a\dhxinistrative integration as well as the integration of

exceptional individuals into the regular process of public services.

5.1 Local long-range planning. The administration of the Quebec

educational system 1is a three levels structure: the provincial level with
the Department of Education and the regional and local levels with school
boards. Local school boards are responsible for the education in their

specific areas. The local boards are grouped in order to form a regional

school board for secondary education at the regional level. Planning,

therefore, 1s a process that tak;s place at local and regional U‘

lewels. However, the centralization of authority at the provincial

level has been for a long time a factor that has not moti loc
authorities to develop long-range plarming. The trend toward
ization a.nd' the progression toward a less specific funding process
included in the reform has the objective to increase local autonomy

and jurisdiction in order to Justify ard pramote local plaming. Long-




range planning is a new element in that evolution. Until recently most
school boards produced year-to-year plans for financial forecasts.

Current trends favor three or five year development forecasts. This

factor was motivated in part by the rapidly decreasing birth rate andv.the ¢
declining en:;olment in the schools. Also the increasing complexity and
extension of educational services have:.l called for long-range develqpmen‘c
planning at the local and reglonal level as previously was the case at

the provincial level. Finally, the need for a better knowledge of the
impact of the educational reform has motivated the elaboration of evalu-

ation studles as an aid to plamning. ’

5.2 Agent participation in plarmning. With the beginning of the reform

in Quebec, a new perspective on education has Introduced participation
by the learner in his own educational bla.ming. The principles of this

" reform, as discussed in previous sections, included the intention to
involve the child in the elaboration of his own educational life. The
creation of the "équipe d'école" has also had an impact on the participa-
tion by teachers in school-level plamning and decision-making. Parent
participation both at the school leveloand at the school board level was
introduced by Law 27. Finally, the school boards are elected educational
authorities; ﬁherefore, public participation is promoted at this level.
However, there 1s still a very low level of involvement in this demo-
cratic process. It seems that structures for participation are implemented
but the functional aspects of these structures have not been developed to

a point or stage where the motivation for participation i1s qualitatively
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related to the refinement of the proposed structures.

5.3 Securing control. Control in the Quebec education system 1s exercised
primarily’by the school principal. The reform has also affected the roles

of the principal.

Camme administrateur pédagogique et persorne-ressource,
le directeur de 1'école &lémentaire préside 3 1'organisation
de la vie pédagogique et disciplinaire de 1'école. Divers
facteurs concourent & la création de ce milieu de vie. |
Aussi, 11 convient de souligner, 3 titre de suggestion, {
quelques points particuliers qui doivent retenir son atten-
tion et qu s'inspirent, pour une borme part, d'une étude l
faite par le Conseil Supérieur- de 1'Education. : ~.

Au plan des ootions pé ues

. assurer le consensus de 1'équipe des enselgnants sur
la compréhension;

- des objectifs génfraux de 1'enselgnement élémentairs ; .

- de 1'individualisation de 1'enseignement;

- du progrés continu de 1'éléve;

- de l'autonomie 3 laisser 3 1'€13ve dans sa démarche
de développement de sa personnalité;

Au plan du travail d'é&quipe

- assurer la participation des enselgnants dans 1'élabo-
ration des politiques de 1'école;

- faviroser les prises de décision par consensus avec
1'équipe; '

- respecter la personnalité des individus, profession-
nels et éléves;

- organiser avec 1'équipe-£cole les contenus et 1'anima-
tion des Journées de travail des enseignants sans la présence
des éléves, dans le sens des obJectifs visés par le Riglement
no 7 (Article 5);

. assurer le re-sourcement du persomnel ;

- souligner les succes; :

. coordonner les initiatives individuelles;

- Planifier les moments de rencontre de 1'équipe;

Au plan de la didactique

- conseiller les maftres au plan de la didactique générale
et des objectifs des programmes :

. diriger 1'élaboration et 1'exploitation du programme
institutiomnel; '
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. superviser 1'évaluation des &ladves;

- assurer la disponibilité. de 1'instrumentation, du
matériel didactique et des &quipements;

. étre attentif au feedback de diverses provenances;

- encourager la recherche pratique;

- encourager le perfectionnement des mét et des
techniques d'enseignement;
- permettre des expérimentations proposée 'équipe;

Au plan de 1l'o sation de l'ensei nt

. répartir les tfches d'enseignement et autres et faire
les affectation;

- pramouvoir la création d'un environnement éducatif
engageant et humain; :

. participer et coordonner la planification des projets -
d'enseignement;

. assurer 1'évaluation périodique des projets, de la
démarche et du fonctionnement de 1'équipe;

. travalller 3 perfectionner les modes d'intervention
pédagoglique; .

. s'attribuer certaines tiches qui lul assurent des
contacts vrais avec les enfants;

. étudier avec les professiomnels enseignants et les
professiomels non enseignants le cas des enfants en dif-
ficulté d'apprentissage ou en trouble de camportement ;

. favoriser le travail d'équipe dans la tiche de

1'enseignement;

Au plan de l'organisation générale

. confler au secrétariat le maximum de ses tiches
administratives; R

. rendre les services de secrétariat disponibles aux
enseignants;

. partager l'administration du budget;

. favoriser et organiser 1'information et la participa-
tion des parents; '

- organiser 1'utilisation d'un dossier scolaire cumulatif;

. faire de 1'école un centre communautaire pour le milieu;

. organiser la consultation et la participation du person-~
nel-ressource extérieur 3 1'école (commissions scolaires,
ministdre et universités); .

. consulter les enseignants dans le choix des équipements, |

du matériel didactique et autyes;

- encourager l'exploitation des ressourcepfdu milieu;

. collaborer 3 1'élaboration des politiques de la com-
mission scolaipe;

. favoriser les &changes et la collaboration avec d'autres
écoles;
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. encourager la publication des succés des différentes
expérimentations pédagogiques de son é&cole;
(M.E.Q., 1976).

Such a wide variety of functions should be related, in the first
instance, to the human relations climate of the school. The changes in
the Quabec education system have placed emphasis on organizational
climate, starting in the classroom and\g;nvolving the entire school;
h’wever, transition to the new type of school has not been entirely achieved.
Personal attitudes which are at the base of the reform have still to
be adjusted to tk}e innovations proposed for the educational intervention.
There are still some attitudes which support authortarian control and
clos;ed schools with strict programs. Individualization of education,
child centered programs, open classrooms, non-graded schools and other
reform elements involve another type of relationship in the school which
calls for more personal participation in the life of the school and a
shared responsibility type of control rather than centralized, author-

itarian control.

5.4 Funding. Financing of education in Quebec is based on two sources
of revenues and on a standardized pattern of expenditure. Figure 31
represents t;hev sta.ndardiza.tion system of revenues and expenditures.

Urr;er the "dépenses admissibles" there e'e two categories of expenditures

that are directly related to special education. The first type of

experditure 1is to be found in the "décret tenant lieu de convention col-

- k}

lective". As shown in the "décret" (Appendix II), special education
¢
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Figure 31

The Educational Runding
Structure in Quebec
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teacher-student ratios are established by categories of handicaps. In
the budgeting system, expenditure provisions are established by cate-

gories of exceptionality.

This budgeting system is based totally on categories of
exceptionalities, as far as authorized expenditures are concermned. The
current trend in budgeting in uebec is to shift to a Pregram Plamning
Budgeting System. Therefore, same changes may result. The move t
P.P.B.S. should bring a moge comprehensive aducationa. or instmctidnal —

system program budget.

Comments. The Quebec educational system seems to be implementing an

ecucational reform that terx;é to establish a basic model of education.

This 1s highly congruent th some of the elements of the model devel-

oped in this study. gener‘ai coment that can be derived from field
experience and erviews 1s that this reform has provided the basls

for wxral/ changes and a new pattern of relationships in the schools
but has not been followed by a-Qarticlpatory type of operational strategy.
In some ways, the reform was dictated by the provincial department of
education in accordance with the recommendations of the Parent Cammis-
sion. The realizatien of the reform is declared to be a reality for the
educators themselves td carry on and to plan. Therefore, strategles that
go further than structural innovatiomrr, and which provide for long-range
development ought to be elaborated. On that basis, 'special education

education strategies for Quebec should focus on the current trerds in the
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entire school reform and also to Ia decentralized planmng process.
Elerrg'nts such as comonality of ob,jectives and programs should be
studied. Organizational growth as defined in this report should be
deve]:oped. Plans have been made for the individualization of: education;
~
this should lead to an analysis of the 1nstr'uctioml’ system model in
order to integrate special education with these plans. Funding systems
could be then modified according to this étr‘ateg. Finally, the major
interest in child development should be based on a child needs-oriented
approach rather than on a strategy of child regring based on mental
process development. Self-realization is based on a @lti—level develop-
mentalé approach not only on mental growth processes, therefore, efforts
sho% be made to avoid the possible dangers of using factors of
psycholagical or soclal development not only for the purpose of knowledge
‘acquisition but also for integral development. Then, the school reform

will not appear only as a new educational technique but as a real effort

to respect the child's need for self-actualization.

-~

CONCLUST@N

This chapter was an exploration in the use of the inputs
determination cluster for the analysis of the degree of discrepancy
bgtween the practices of several special education delivery systens and
the conceptual model of speclal education developed in this study. A
discrepancy analysis- of four educational systems (Sweden, Holland, France

and Quebec) was elaborated based on a list of proposed goals derived from

[ 4
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this model "It was possible to ldentify several possibilities in each

System for the implementation of the speclal education model developed
in this study even though several elements of the model are not directly
developed in the countries studled. Elements such as need-ceni:er'ed
curriculum, instru.gtional system model, organizational gf'owth and intra-
system functional integgation were very low in all systems. se
elements can be thought as belng the most important elements of the
special education model. Therefore, as a general observation, none of
these countries pr‘eser;t a high level of special education integration as
proposed by the model. Many factors studied in this analysis show that
same of the countriles ha\;e a more facilitating appm!ach“tfo education

than others; that 1s to say, potential elements exist in their educational
system for a further step toward the implementation of the proposed model

and few discrepancies are evident in the goals analysis.

The special edUciation mode.l developed in this study 1is campre-
hensive enough to take 1nto consideration all significant elements of
development that Should be considered in the integration of speclal ard
regular education. The discrepancy anaiysis can be thought of as a
prescriptive design for plarmned changes. In some ways, the analysis 1in
this chapter is suwperficial, and a more detailed study should be made of
" each system. Nevertheless, the aim of this chapter was to provilde an

example of‘fthe use of the cluster and list of proposed goals use, and it .

has shown some of the strategies focused on by each system.

-




Since the inputs determihation cluster is .a part of a‘general
planning. model that pertains to developing lmg—ranée plaming, decentral-
ized participation of agents in the planning process and openness of the
school, 1t has to be remembered that any strategles derived from the d.is—r
crepancy analysis should follow the same objectives. Therefore, tactics
should be developed by the educators themselves under the perspectives pr
shared general strategles of change in order to integrate special educa-
tion into the regular educational process. The cluster includes a set of
proposed goals inscribed in the information system of the planning
process; therefore, it represents a framework to be implemented by several
téctics based on local reglities and potentialities. In s&ne ways, it
is ass@ that equifinality should prevail in that fram a general frame-
work, diver‘gent“; tactics could be developed which résult “ir’l similar

outcomes.

As specified at the beginning of this chapter, the use of the
: %
cluster was not for the pifpose of "lidation; the }rue test for such a “
validation is far beyor:d the limits of this thesis. A lorg-rang;e plan-
ning experiment should be t’only real validation of the model of

special education.

Finally, one important factor has to be added to the discrepancy
analysis, name]iy, thesimportance of cultural variations of the different
societies. Since the model developed in this study was primarily focused

on the functional dimensions of special education and education in general,
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most of the functional determiners are inscribed in the cultural pattern
of the soclety under study. A comprehensive analysis .of‘ official goals
would also indicate t;he relations between educational goals and societal
goals. The theoretical relations between these two levels of goals has )
been discussed in a previous chapter, but it is important to articulate
this relationship in the use of the plaming nx;del. The exercise has

the purpose of enlightening the real intentions of educational planners
and the pattern of social evolution. At the outset of this analysis,
several hypotheses on the impact of rt;ciprocal_ socletal and educational
e\}olution could be "’established as far as the situation of the exceptional
individual is concerned. These observations would fulfill one of the

principal objectives of the study which is

awareness of educators of
the 1deologles underlying the system of 1nt!ntion with ;hich they are
involved. Furthermore, the use of a long-range develocpmental planning
process will also facilitate the adaptation of actions to an ideclogical
framework which is the critical issue of the elaporation of a systems

conceptual model of special education administration.




Chapter VII
SUMMARY , CONCLUSION AND IMPLICATIONS

A deductive approach was used in the elaboration of a system
conceptual model of special education. As a first step, a speciﬁcation
of historical trends and actual practices in the form of special education
organiz;ation ;:as developed. Ag a secohd step, General Systems Theory
concepts were analysed in terms of their interpretative potential for
tﬁe elaboration of a conceptual model of special education. This analysis
prescribed the logical framework from which the special education model
has been developed. From this analysis an attempt was made to integrate
the systems logical framework into a conceptual model of an intégr'ated
speclal education delivery system. New concepts were developed, and
relationships among concepts were discussed in the specification of the
model. A strategy of model implementation through the use of a planning
model was also proposed. Finally, an analysis was made of four differ-
ent educational systems (Sweden, Holland, France, Quebec) with reference

to the model and to a planning process.
CONCLUSION

The aim of this study was the elamoration of a systems conceptual
model of special education. Systems conceptualization was selected in

order to reorient the analysis of spec.i.al education from traditiong
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structural patterns to a different perspective. Even if a theoretical
approach was used in this study, there was no intention to pfesent the
conceptual model as a theory. For Rocher (1969), a conceptual model
has a descriptive function while a theoretical model has more an inter-
pretative and explanation function.
On\pourrait dire que le modéle conceptuel est un mode

de perception de la réalité, tandis que le modéle théorique

est un mode d'intelligence de la réalité, ...le modele

conceptuel répond plus particulidrement 3 1'intertion

globalisante, tandis que le modéle théorique répond 3

1l'intention d'abstraction logico-expérimentale. (Rocher

1969, p. 278-79). 0

A conceptual model can be seen as the first step toward the
elaboration of a theory. It is the first attempt to establish an
organization of concepts. Such a model has also an impact on applied
research and practice. A conceptual model can bring order to everyday
practice. It can be seen as a prerequisite for operational model develop-
ment. It was assumed in this study that a sound operational plan 1is

related to some conceptual integration or to a conceptual model. Some

writers identify this relation as the relation between theory and practice.

Practice should go further than being solely directed by common sense.
It should be based on theoretical rationales, it should then be directed

by an integrated perception of reality associated with conceptual rigor.

A conceptual model can also be viewed in some way as a philos-
ophical synthesis: To follow Ziegler's (1968) position on the need for

philosophies of educational administration, it should be noted that, the
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philosophic' methdd, -:Lnstea‘Ld of refining and delimiting, béccmes all-
inclusive by drawing from a wide variety of sources available in order to
effect the best possible philosophical synthesis. The theoretical back-
ground used in this study brought to that synthesis elements beyond a
mere common-sense approach. Same of the concepts were derived from well
stated theorles, w}';ile others were borrowed from coﬁceptual frameworks or

logical developments.

If a philosophical synthesis 1s a matter of personal develop-
ment, this study proved to be very utilitarian for thé writer; it was an
exercise in personal synthesis, a]:thoug'l the scope of the study went
beyond personal purposes. The model with its limitations' cannot be
described as a critically developed theoretical model. Nevertheless, it
does open a field of invg:stigation that is relatively new. The interest
1n an operatioral model also directed this study. The inputs determin-
ation cluster integrated in a general plamning model, was developed on
the basis of possible practical implementation of the special education

model.

This study can be described as a philosophical synthesis, an
attempt to bring a new corceptual order into the field of speclal educa-
tion organization, an elaboration of an operational model of special
education, the development of a strategy of implementation of the model
and an amalytical tool for camparative analysis of special education

systems.



The philosophical synthesis nature of the study 1s somewhat
related to its logico-deductive approach to model development, but this
characteristic 1s more implied in the ideological orientation of the > -
study. The study was ideologically oriented in the pursuit of a desegra-
gation-integration ideology. Such ideology has conducted the develop-
ment of a special education model. The model 1itself prescribes new
directions in education that could nourish a philosophical discussion on
th\e nature of education itself, although, the aim of the study did not

incluwde such a purpose.

The second and third descriptors of the study are related to
the development of a new conceptual order in special education. This
task was accomplished through the use of an interpretative model, of a
"modelb for" from which special education concepts were reviewed, oriented
and therefore ordered intc; a "model of" special education. The fourth
element is oriented toward the implementatipn of the model. It is
related to the need for a process of model implementation. The imple-
ment.:ation process is seen as part of a long range planning model which <
is somewhat different from a set of operational propositions. This
appr'oa:ch leads to possible operational differences under a unique con-

ceptual model and 1s thought of as being more respectful to individual

«
autonomy ard creativity. \

The last component of the study is related to the use of the

‘special education model as a tool for comparative analysis of different
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special education systems. The model can be used to show the level or

potential of different educational systems for the integration of excep-
tional children into regular education. This tool presents the advantage
of not being related to strict categorles of services or exceptionalities
but rather based on functional processes, which constitutes a new way to

compare special education delivery systems.

Finally, the systems perspective used in this study has also
indicated that special education could be organized in educatlonal
systems without reference to any categorical approach. Therefore, 1t was
seen as a powerful tool for social integration. By dolng so, this approach
has enabled the ordering and the identification of the nature of the
processes that constitutes an integrated speclal education dellvery {

system. That constituted the major problem pursued by this study.
IMPLICATIONS

There are many possible 1mpli§at10ns of this study. Among them
are possible research ‘areas that could be developed on several theoretical
and practical elements of the model. Even if many hypotheses can be
derived from this study, none of them should be seen in a causal relation-
ship with same proposition in the m:iel. The hypotheses and practical
propositions on developments should be seen as part of a set of components

that constitute the system as included in the special education model .

A new trend in special education. The model elaborated in this study

is part of the socio-psychological trerd in a prevention ideology. The
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contribution of this study in the field of special education could be
inscribed in the establishment of a better known new trend. As such
a careful study of other studies pert}tning to this trend could be made

in order to establish clearly the distinctiveness of the approach.

Systems conceptual model. As discussed in a past section of this

report the systems cornceptual perspective as applied to special education
constituted a unique chamcteristic‘of this study. Other studies in
speclal education following a systems perspective were devoted mainly

to operational levels and were based on a systems analysis approach. This
study opens the door to further efforts to '"conceptualize' specilal
education under a systems perspective. Sacial education systems con- -

ceptualization should follow the evolution of General Systems Theory itself.

Open system man developmental strategy. This study has also included

the discussion and integration‘of a vision of man as an open system.

This vislon borrowed from Thampson and Van Houten (1970) has to be

studied with greater consistency under a strategy of education. The
discussion presented in th_is report appears only as an exploration into
*that strategy. Further studies should be made in order to specify the
nature of energetic and information factors involved in the four dimensions
of open system man. Sequential developmental strategies shoulci be

derived from such studies and attempts should be made to translate these
strategies in curriculum development.

Nature of exceptionality. The theoretical proposition developed in

<
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this study on the nature of excebtionality based on the concept of

marginality of needs should be f\mr_xeu" pyrsued. There seems to be a

potential théor'y oig adépfation under fsuch a scheme.’ As shown in this

study there 1s a *eat impact of thi concep_tualization of exceptionality
in regards to the nature‘of special edu ‘103_}tself‘. Also there 1s a
possible integration of concepts between ?ppen system man scheme and

the marginality of needs perspective.

Self actualization and special education administration. The open

system man and marginality of needs perspectives have a major impact on
the nature of education armd of special educatidn. This 1mpact can be seen
on the definition of educational strategles at the developmental level for
the child. Also there is a major i_mpact on the type of human supervision
and management in the educational system. Experimentations should be
developed following camprehensive statements of hypotheses on the nature
of the managerial process based on s‘elf-actualization 61‘ all participants
in educational processes. Further investigations should be made on shared
goals and needs in the educational enterprise in order to test Jthe bases

for a theory of educational management based on the cammonallty of

personal needs and organizational needs under a self-actualization scheme.

Special education and regular education. The model of special education

developed in this study 1s oriented toward the integration of exceptional
children into regular education. The propositions developed by the model
are oriented toward the rearrangement of services rgtber than to new

location of children as in many previous models of integration. The



principle of integration is rather applied to the global education
delivery system where- “4nstructional systems" are integrated. The
Mffemncﬁ;y"ﬁ/ the fact that every educational process 1s known as an
"instr'uefigr;al system". There are no "special" ard "regu'lar" systems but
rather a set of "instructional systems", the model also includes proposi-
tions for non-categorization organi'zation of special education as related
to instructional systems. All these modes of organization and other
related means could not be tested since no educational system has
established 1its delivery system according to t:hes% propositions. Never-
theless the model could be somewhat tested on a continuum of implementation.
The model has been used for the analysis of several educational systems.
The discrepancy analysis between prac.tices in these systems and the model
can indicate the possibllity to test the model with the development of a
scale based on the propositions included in the model. Such a scale

could measure the potentiality of the propositions in terms of the preven-
t}on 1deoclogy and of the integration principle. The 'sca.le would measure
the impact of the variables included in the model under a statement like:
"If this 1is organized then what is the level of integration achieved in
the system?" This refers to model variables and the integration level

should be specified in terms of measurable indicators.

This discussion shows the development to be made in order to
achleve a certain level of validation for the model. This further develoo-
L}

ment could also directly serve the need for a quantitative tool for the

ccmparison of special education delivery s?{stam under a more and more



universally approved principle of integration or non-segregative practices.

The difficulty in testing the model is related to the na‘tune of
man and of exceptionality that have determined the elaboration of the
model. That 1s not to say that the model cannot be implemented without
the assumptions of the open-system man strategy, but rather that the
full impact of the model propositions can be achieved only if such strategy
1s adopted. Otherwise there 1s no vossibility for logical consistency in
a system model of special education in an educational system based on a

4

closed system view of man or even more of the education process itself.

Training of human resources. Even 1if there has not been a lor;g dis-

cussion in the report on the impact of the model on the training of human
resources there are several ccamments that should be brought forward on
that point in this conclusion. Undeqqthe verspective of an integrated
special education delivery system intoksuiér education, all educational

agents should be trained acccir)'ding to five major points.

1- The agent's own self-actualization !

2- Holdstic view of educatien and adaptation

3- The instructional system approach to education

L~ The cooperative, collectfve ga;.nirg and self actualizati‘on
view of education as an organization

5- The soclal and ideological impact of education.

These major points or dimension of human rescurces training can be seen
as. an impact for a néw fleld of scientific research, the fleld of global

education.

o
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( RECOMMANDATIONS
AN

NOUS RECOMMANDONS:

1. Que le ministére de 1'Education fasse 1'inventaire complet et sys-
tématique des besoins existants et des ressources disponibles dans le

secteur des Inadaptés.

2. Que le ministére de 1'Education, de concert avec les associations
spéclalisées en enfance inadaotée, rende officielle et oublique une clas-
sification des Inadaptés; que cette classification:

(a) soit 34 la fols souple et précise;
(b) évite les épithétes trop dévalorisantes;
(c) utilise les critéres de classification mentionnés dans le

Libre Blanc.

3. Que le ministére de 1'Education proclamme officiellement Ie droit
de tout enfant 3 1'éducation et cela en conformité avec la DECLARATION

DES DRODTS DE L'ENFANT adoptée par 1'Organisation des Nations-Unies.

L. Que le ministére de 1'Eddcation®définisse une philosophie de
1'Education des Inadaptés e Se les principes d'une politique 3 1'égard
de cette clientéle scolaire particuliére.

, o v “*v ™
5. Que le ministére de 1'Education fournisse une {dQn adém}b.te;

que cette information: #

336
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(a) renseigne tous les intéressés (éducateurs, parents, le
public en général) sur l'action menée par le Ministere
concernant les Inadaptés;

(b) soit susceptib'le de guider avec sireté tous ceux qui ont &

oeuvrer dans ce secteur.

6. Que le ministére de 1'Education généralise la formule de 1'examen
camplet de chaque enfant dés son entrée 3 la maternelle, examen incluant

"l'histoire de l'enfant par les parents”.

7. Que le ministére de 1'Educaglon rende obligatoire le dossier cumu-
latif qui suivra l'enfant tout au long de ses études. Ce dossier, en
plus de renseignements d'ordre purement scolaire - test d'aptitudes et
de rehdement, bulletins et fiches d'observation -, doit comporter des |
sections "ouvertes" 3 r'enplir' par qui de droit de fagon 3 ce que ce

dossier renseigne sur les plans médical, socﬁl, psychologique.

8. Que le mirflstdre de 1'Education &tablisse une politique 3 la fols

claire et tirconstanciée d'i?tégration des inadaptés dans la vie scolaire.

9. ﬁe le m}nisté.re ‘dé4l'Education accélére 1'implantation du R3glement

no ],.aoa ce qﬁi concerne surtout la différenciation des rythmes d'appren-

.

tissage.

10. Que le ministére de 1'Education @céde 3 1a régionalisation des

»

commissions scolaires locales en les intégrant aux structures administra-

tives des Régionales.
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11. Que l; ministére de 1'Education se mette immédiatement & la t&che
h%

pour 1'élaboration s d'étude spécifiques & 1'éducation des

- 9

enfants exceptionnels et 3 la présentation de guldes pédagogiques confor-

mes 3 ces programmes-—cadres‘

v

12. Que, le

rdre de 1'Education ait recours 3 la participation de

spécialistes Beration de ces programmes et de ces guides.

13. Que le ministére de 1'Education prenne legqesures sulvantes

concernant la recherche:

(a) procéder 3 1'inventaire des recherches déj3 effectuées dans
notre milieu concer'nantiles inadaptés; favoris*u.r
publication; ‘

(b) wutiliser dans la mesure du possible les résultats de ces
recherches pour améliorer 1'éducation des inadaptés;

(¢) encourager 1'Institut de Recherche pédagogique 3 poursuivre

des recherches dans 'ce secteur.

14, Que le ministére de 1'Education établisse des normes budgétaines
particuliéres pour les inadaptes, que ces normes portent entre autres

sur le ration maitre-€léve, le matériel didactique, 1'équipement, le A’

[ 4

transport, les services aux étudiants. /

15. Qu'aucune transférabilité ne puisse exister entre ces normes et

celles prévues pour l'enseignement régulier.

16. Qu'une politique de cas particuliers soit mainterme au-dell des
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normes minimales selon des projets particuliers recormus comme admissi-

bles pour parer 3 des situations jugées exceptionnelles.

’

17. Que dans l'octrol des brevets spécialisés d'enseignement pour
inadaptés, le ministére de 1'Education exige que soit complété le ler
cycle de niveau universitaire; que ces brevets solent décernés 13 oﬁ les
maisons de fonrﬁtion ont des formules de stage pratique dans les écoles

publiques. - ' ‘ -
) >

. 18. Que le ministére de l'.Educat'ion voit 3 la description de la clien-
tdle d'inadaptés de facon 3 ce que les universités conpalssent les besoins
4 combler dans la foqﬁtion de maltres ‘spécialisés.

: -
19. Que le minfSt2re de 1'Education ne permette 1'ouverture de classes
pour les inadaptés :qu'a la condition d;%voir pour ces classes des titu~

laires de formation spécialisée de niveau universitaire. ¢

20. Que le ministére de 1'Education préconise diverses formules de
recyclage et de perfectiomnement pour les enseignants oeuvrant dans le

secteur des inadaptés.
4

21. Que le ministére de 1'Education favorise la recherche sur la

psychologie des inadaptés et les modes d'approche psycho-pédagogique

requis.

22. Que le ministére d= 1l'Education favorise, par la voie du Conseil
des Universités, la coordination des facultés de 1'Education dans la

formation d'éducateurs spécialisés pour maqptés.



23. Que le ministére de 1'Education endosse officiellement l'orientation
d'une politique pour 1l'éducation des inadaptés telle qu'esquissé dans le

Livre B}anc .

24. Que le ministdre de 1'Education précise ses responsabilités propres

et définisse une politique éducationelle & 1'égard des inadaptés.
/

25. Que le ministére de 1'Education s'assure que le nouveau service
. chargé de l'enseignement aux inadaptés soit suffisamment bien structuré

et dynamique pour élaborer et appliquer une politique concernant 1'éduca-

tiQq des 1nadaptés.

26. Que le nouveau service des inadaptés se mette 3 la tache pour:

faire 1'inventaire des besoins et des ressources;

- élaborer des programmes et des guldes spécifiques;

dafinir des normes budgétalres spécifiques;

définir les besoins 3 1l'égard de la formation des maftres.

27. ‘Que le nouvel organigramme des structures administratives des
camissions scolaires prévole un service pour les inadaptés, service

relevant du directeur de l'enseignement.

28. Que la norme budgétaire pour 1l'administration pédagogique soit
ajustée de fagon 3 permettre effectivement 1'ergagement du personnel

nécessaire au maintien d'un service chargé des inadaptés.

29. Que chaque commission scolaire régionale ait une juridiction
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compléte dans son territoire sur tous les enfants nécessitant un
enseignement particulier; ce qui suppose qu'elle possdde les ressources
nécessaires pour aéswner ses responsabilités et qu'elle soit habilitée
a4 collaborer 3 1'établissement de services interrégionaux tels que des
centres de diagnostic et de référence de cas, des centres d'aide aux

délinquants, des services de relance et de placement.

+30. Que les commissions scolaires régionales alent les ressources
et toute l'autorité nécessaire pour assurer la prévention, le d8pistage,

1'évaluation, le traitement, la relance des inadaptés dés la matermelle

[ ]
et ce en collaboration avec les services des autres ministéres concernés.

31. Que le ministére de 1'Education décentralise ses pouvoirs en
nommant au niveau des zones administratives un responsable de 1l'enseigne-

ment aux inadaptés.

32. Que le ministére de 1'Education s'assure d'une participation
dynamique et organisée de la part de ses représentants au sein du Comité

interministériel et des Conférences régionales.
L
33. Que le ministére de 1'Education favorise 1l'établissement des
: N X

conférences r'égiomles au niveau des zones administratives et qu'il
participe au rdle de leader‘ae doit jouer le Comité interministériel

dans ce domaine.

34. Que le ministdre de 1'Education favorise, par la voie du Comité

interministériel et des Conférences régionales, 1'&tablissement de
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centres de diagnostic et de centres de référerces de cas spécilaux, de

centres d'étude aux délinqmnt':s, de services de relance, de placement.

35. Que des liens étroits solent établis entre les Conférences
‘réglonales et les responsables de Service aux inadaptés des commissions
.scolaires réglonales et qu'd cette fin chaque responsable de zone soit

nommé apreés consultation du milieu.

Extrait du procés-verbal de la 100e réunion du Conseil supérieur de

1'Education, tenue 3 Montréal les 9 et 10 julllet 1970.
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ENFANCE INADAPTEE

I- INTRODUCTION

Arrés une étude en pgofondeur des implications issues de la présence
d'enfants en dffficultés d'adaptation et d'apprentissage dans le systame
soolaire, le ministére de 1'Education adopte un processus permettant aux
cdrmissiors scolaires d'organiser les enseignements spécilaux requis par

l'une et 1l'autre des catégories d'inadaptations ci-aprés définies.

IT- DEFINITIONS
Pour les fins de 1l'application de ce processus, le ministére de
1'Education adopte les catégorles et définitions qui sulvent:

A- Enfant en difficultés d'apprentissage ou d'adaptation (enfant
inadapté):

Dans une perspective d'organisation scolaire, l'enfant en difficul-

tés d'apprentissage ou d'adantation.(enfant inadapté) se définit comme
étant celul qui, en raison d'une déviation intellectuelle ou physique,
d'une perturbation affective caractérisée ou de troubles d'apprentis-
s;age marqués ne peut profiter de 1'enseignement régulier et, par con-
séquent, doit étre soumis 3 un enseignement spécial dans un groupe
approprié.

B- Déviations intellectuelles:

Débile mental léger. L'enfant qui, 3 une épreuve d'habileté

intellectuelle valide, administrée par une persomne qualifiée et
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selon les prescriptions scientifiques, a un quotient intellectuel
qul se situe entre 55 et 75.

N.B.: Un écart variable de +5 ou -5 est> considéré comme normal

dans l'utilisﬁion d'un quotient intellectuel.

Débile mental moyen. L'enfant qui, 3 une éoreuve d'habileté

intellectuelle valide, administrée par une persomme qualifiée et

selon les prescriptions scieritit‘iques, a un quotient intellectuel

qui se situe entre 25 et 55. ‘

N.B.: Un écart variable de+5 ou -5 est considéré comme normal
dans 1'utilisation d'un quotient intellectuel.

Déviations physiques:

l1- Infirme moteur

L'enfant qui, & la suite d'un accident, d'une maladie, de lésions
du systéme nerveux (mals localisées sur les trajets périphériques),
d'une déficience ou d'une malformation congénitale souffre d'un
handicap physique qul exige des mesures péd@giques particuliéres

et/ou des soins intensifs de rééducation physique.

2- Infirme moteur cérébral léger et moyen

L'enfant qui, 3 la sulte d'une atteinte organique légére ou
moyerne au niveau des centres de contrSle moteurs du cerveau mani-
feste une incoordination mot;'ice 1légdre ou moyenne ou des troubles
sensori-moteurs légers &unoyem; a besoin de mesures de rééduca-
tion physique, sensori-motrice et pédagogique intégrées dans son

programme scolaire.
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3- Infirme moteur cérébral grave

L'enfant qu.i, 8.' la su.iée_ d'une atteinte organique grave au
niveau des centres de contrdle moteurs du cerveau manifeste !; in-
coordination motrice grave ou des troubles sensori-moteurs gr;aves,
a besoin de mesures de rééducation physique, sens&ri—motrice et/ou
pédagogique'intégnées dans son programme scolaire.

U- Déficient physique

L'enfant qui est atteint d'une maladie organique, extra-céré-
brale, suffisamment sévére et/ou nécessitant des soins intégrés 3
son programme scolaire et des mesures védagogiques particulidres.

5- Epileptique non-contrdlé

L'enfant qul est atteint d'une affection nerveuse ¢

caractérisée par des crises convulsives mal ou non con

Déficlences auditives:
1- Le sou.fd

L'enfant qui, sur la foi d'un examen approprié, administré par -
un spécialiste compétent, est déclaré sourd: c'est-3-dire perte
auditive se situant a 80 décibels et plus, 3 1l'écoute de la meil-
leure oreiile.

2- Le demi-sourd

L'enfant quﬁ, sur la fol d'un examen approprié, admimistré par
un spécialiste compétent, est déclaré deml-sourd: c'est-d-dire,
perte auditive se situant entre 25 et 80 décibels 3 1*écoute de la

meilleure oreille.
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E- Déficiences visuelles:

1- L'aveugle
L'enfant qui, sur la fol d'un e Xamgen approprié, ‘administré par

un spéc&aliste compétent, est déclaré aveugle.

7-‘Le demi-voyant

L'enfart qui, sur' la fol d'un examen approprié, administré par
un spéclaliste compétent, est déclaré demi-voyant; c'est-d-dire,
capacité visﬁelle se situant entre 20/70 et 20/200.

F- Déviation soclo-affective:

Le mésadapté soclo-affectif gdve. L'enfant qui, 3 la sulte d'une

évaluation psychologique appropriée, administrée par un spéclaliste
compétent , manifeste des problémes de camportement affectif et soclal
graves incompatibles avec la qualité et la quantité des groupes

scolaires réguliers, doit bénéficler de mesures de réfducation affec-

tive et de pédagogie curative dans un groupe sﬁguctm‘ L cette&n
. : . -y oy

G- Déviations au niveau des apprentissages . l s W’%"

Cette catégorie d'enfants cmporte des gmupd?tr%s h&ér&gér%

‘1

Tous ceperdant ont cette caracteriapicnxe camni’ﬂ: ma.leﬁ Que lem '

forces vives intellectuelles, sensorig%les et physigues soient m?‘»

les, ils éprouvent des difficultés vari de natum psychplogique .

et pédagogique. . o

) ? 5 :
r}ent a desig’ier cette caté-
\ »
. ; de la perception, dys-

Plusieurs appellations courantes
gorie: troubles d'apprentissage; t
lexie; dyscalculie; c\vsorthogra.phie -tmtbles du langage; ctysfonction

‘s g, "'r

o

?

*.‘.g

-

Y

F—

‘_,‘ )

M

A%

LY
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cérébrale; etc... Elles sont ic{ toutes comprises sous le titre
général de déviati®ns au niveau des apprentissages.

Ces déviations peuvent étre graves ou mineures. A chaqu: fols
cependant, elles appellent des masures spéciales.

1- Déviations mineures au niveau des apprent {ssages

Les déviations mineures ne se retrouvent en orincipe qu'au
o~

niveau élémentaire. "
2- Déviationg graves au niveau des apprentissages

Les déviations graves, telles que dyslexie, troubles du langage
et troubles de lecture graves se retrouvent également au niveau
A}

secondaire.

3- Déviations multiples

.

Quant 3 la déficience au niveau des prérequis, elle affecte ‘
enfants de 6 ans d'dge ghronologique qui, au-deld de la maternelle

(4]

doivent, en r‘aison’ée cette déficlence pa.rticuliére', bénéficier
d'une classe de maturation (attente).

H- Déviations multiples:

L'expression "déviations multiples” désigne la situation de tout
enfant qui présente plus qu'un syndrome 3 la fois; c'est-3-divre,
déviation intellectuelle et/ou déviation physique associée 3 une

déviation socio-affective majeure et/ou une déviation grave au niveau

des apprentissages. : ?

III- IDENTIFICATION ' 2

- !

Avant d'étre placé dans une classe spéciale, ou affecté 3 des groupes
2

de récupération, L/enfant doit &tre évalué au moyen d'examens appropriés
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médicales de rééducation physique. De plus, elle doit considérer 1la

340

choisis et administrés. par des spécialistes campétentss La période de

temps qui s'écoule entre le moment de 1'évaluation appropriée et le

._moment de 1l'application des mesures orthopédagogiques requises ne doit
~

pas excéder 9 mois de palendriér. Toute relance subséquente 3 cette

premiere évaluation est obligatoire tous les ans aux plans scolaire,

soclal et médical (handicapés) et tous les 2 ans au plan psychologlique.
Il est vraisemblable que certains problémes-de santé ou de camporte-

ment alent été‘ décelés chez les enfants dés la nalssance. Ces informa-

tions de méme que les observations notdes par la famille, par diverses.

agences ou clinigues et par 1l'école doivent é&tre accessibles 3 la com-
mission scolaire. Celle-ci pourra‘ ainsi procéder & une identification
‘Qgipléte des besoins de 1l'enfant et p'lanif‘ier l'organisation des enseigne- |
ments spéciéux.

IV- La commission dojt préparer un plan indiquant camment elle prévoit
organiser efficacement 1'enseignement pour les enfants en difficultés
d"a.da.ptation et d'ap;a-r;entissage. Ce plan doit orévoir les services

nécessalres 3 1'enfant physiquement handicapé qui exige des mesures

pos'sibil?.té d'établ.ir des -entéptes avec d'agtres comissions scolaires
par.lesquelles certains enfants _eadif‘f‘icultés d'adaptation et d'appren-
tissage'pou,rront recevoir 1'.énseignamnt en dehors de leur territoire
respectif. la ~cannission fait parvenir son plan au ministére de -
1! Educatic)n pour approbation

- COMITE PRovfmcm DE_L'ENFANCE INADAP'IEE w

LeM.nistb‘edel'FAucltionca’BultclaCEQ laPAPT la

- e . 4 i




T

P.A.C.T., la F.C.S5.C.Q. et la Q.A.0.S.B. et nomme 6 ou 10 membres au

o
comité provincial de 1'enfance e. Il lul appartient de nommer

le président: Les membres du ¢ siégent’ exclusivement 3 cause de
leur compétence et expérience e 1'enfance inadaptée.
Les fonctions du camité se décrivent comme suit:
1- recomander au ministére de 1'Education des critéres d'ouverture
et d'organisation des classes spéciales;
é— aprés consultation avec les divers organismes et spécialistes du
secteur enfance lnadaptée, inforv;xer le ministére de 1'Education de
toutes modifications qu'll jugera opportun d'apporter aux critéres;
3- le ministére de 1'Education sollicitera 1l'avis du comité sur
toutes questions relatives aux ;;lans d'organisation de .classes spé-
clales soumises par les camissions scolaires et qul s'écartent des
critéres établis; | -
L- préparer des recammndations relatives 3 une meilleure coordination
régiorale et proviriciale des ressources publiques et privées en
.éducation de .1'enfance inadaptée;
5~ préparer, pour le béréfice du ministére de 1'Education, des recom-
mandations relatives aux politiques générales qui régissent 1'éduca- .
tion des enfants en difficultés d'apprentissage et d'adaptation;
6~ veiller, en collaboration' avec le ministére de 1'Education, 3 ce
qu'aucun éléve ne demeurp en ciasse spéciale plus de 2 ans sans que

.4 s . .
des spécialistes compétents p‘rocédent 4 une réévaluation sérieuse de “

L

-

a .
1'inadaptation. .

350



BIBLIOGRAPHY

b 43
351



BIBLIOGRAPHY

Anderson, E.M. 1971. Making Ordinary School Special. London: The
College of Special Education.

Angyal, A. 1941. Foundations. fer a Science of Personality. New York:
Camorwealth Fund. -

Aysubel, D.P. 1957. Theory and Problems of Child Development. New
York: Grune and Stratton.

Baker, H.J. 1959. Introductior to Exceptional Children.. New York:
Macmillan.

Beery, K.E. 1974, "Mainstreaming: a Problem and an Opportunity for
General Education", Focus on Exceptional Children, 6-6, pn. 1-14.

Bélanger, P.W. 1970. Texte d'une conférence au Congrés du C.Q.E.E.
Montréal: (novembre 1970). ) '

Bell, T.0., R.W. Hagans, R.R. Harper, and J.E. Seger. 1971. A System
of Comprehensive Educational P and Evaluation. Portland,
Oregon: Northwest Regional Educational Laboratory.

Brulninks, R.H., and J.E. Rynders. 1971. "Alternatives to special
class placement for educable mentally retarded children", in
Focus on Exceptional Children, 3-4, po. 1-15. .

Buckley, W. 1967. Soclology and Modern Systems Thecry. Englewood

Cliffs, New Jersey: Prentice-Hall.

Capelle, J. 1967. Tomorrow's Education, The French Experience. London:
Pergamon Press. . :

Carlson, R.0. 1964. "Envirohmental comstraints and organizational
consequences: The pubuc,fchool and its clients". In D.E. Griffiths
(ed.), Behavioral Sc#‘g and Educational Administration (63rd
Yearbook of the . Chicago: Chicago University Prees, pp.

262-76. ?

Carson, R.C. 1969. Interaction Concepts of Personality.  C(hicago:

Aldine Publishing Company. . @ ]

Chaffin, J.D. 1974. "1l The Real 'Mainstreaming' Program Please
Stand Up! (or... Should Denver Have done It?)", Focus on Exceptional
~ Children, 6-5, pp. 1-18. |

<_‘ , 352 - .



Christoplos, F., and P. Renz. 1972. "A Critical Examination of Special
Education Programs", The Journal of Special Education, 3-4, pp. 371-
79. : -

Coelho, G.V., D.A. Hamburg, and J.E. Adams. 1974. Cooing and Adaptation.
New York: Basic Books.

Camnission Celdic. 1970. Un million d'enfants. .Rapport de'la Cammission
sur 1'étude des troubles de l'affectivité et _de' 1'apprentissage chez
1l'enfant. Taronto.

Cruickshank, W., and G.0. Johhson. 1958. Education of Exceptional ‘
Crildren and Youth. Englewood Cliffs, N.J.: Prentice-Hall.

DeFaremond, G. 1972. Une Politigue du Bien-Etre. Paris: Seghers.

Derd, . 1970. "Special Education as Developmental Capital, Excep-
. $1onal Children, 37, pp. 229-37.

I

Deuts K.W. 1951. '"Mechanism, Teleology, and Mind", Philosophy and
%ceémenolcmical Research, 12, pp. 185-222.

Dunn, L.M. 1968. "Special Education for the Mildly Retarded - Is Much
of It Justifiable?", Exceptional Children, 35, pp. 5-22

Bmanuelsson, I. 1974. Utbil I 1dsperspektiv.

. Stockholm: Lararhogskolan I.
_ <
Fichter, J.H. 1960. Sociologle. Paris: Editions Universitaires.

Forness, S.R. 1974. "Implications of Recent Trends in Educational
Labeling", Journal of Learming Disabilities, 7-7, pp. 57-61.

Fors, A. 1969. Politique Sociale et Application. Stockholm: Institut
Suédois.

Forsslund-Ljunghi}ll, L. 1971. Voici 1'Ecole de Base. Stockholm:
Direction Nationale de 1'Enseignement Public de Sudde.

Fumegalli, V. 1971. L'Int tion des Exceptiornels au Milieu Scolaire
Régulier. Rimouski: Document Julie 116.

Gallagher, James J. 1974. "Phencmenal Growth and How Problems Charac-
terize Special Education”, Phi Delta Kappan, 55-8, pp. 516-20.

Gélinas, A. 1972. 'Optimal Level of Educational Expenditures"
(unpublished paper, University of Alberta).

\ , . .
Getzel, J.W., and E.G. Guba. 1958. "Social Behavior and the fMminis-
trative Process”, The School Review, LXV (Winter 1957), 423-41.

. * . .

353



0 “

Giroux, N. 1970. "A propos de ces enfants qu'on devrait intégrer",
Ecole coopérative. Québec: Minist de 1'Education du Québec, 18,
1970.

Giroux, N. 1972. L'intégration un Faux Probléme, conférence d'ouverture
Xe Congrés du C.Q.R.B. Montréal.

i
Goldstein, H. 1969. "Construction of a Social Learning Curriculum",
Focus on Exceptional Children, 1-2, pp. 1-11.

Goldstein, K. 1939. The Organism. New York: American Book Company.

Goffman, E. 1963. Stigma: Notes on the Management of Spoiled Identity.
Englewood Cliffs, N.J.: Prentice Hall Inc.

Gouvernement du Québec. 1969. Orientation pour une politique de
1l'enfance inadaptée. Québec.

1972. Décret tenant lieu de convention collective. Arrété
conseil 3811-72 (15 décembre 1972).

-]

Graham, R. 1962. '"Responsibility of Public Education for Exceptional
Children", Exceptional Children, 28, pp. 255-59.

Haby, R. 1976. ."Special Réforme", Le courrier de 1'Education. Paris,
27 (mars 1976), pp. 1-5.

Hall, A.D., and R.F. Fagen. 1956. "Definition of System", in System
Engineering. New York: Bell Telephone Laboratories.

Hall, C.S., and G. Lindzey. 1956. Theories of Personality. New York:
John Wiley amd Sons. ' '

-

Hébert, C. Texte d'une allocution, congrés C.Q.E.E. Montréal, 1971.

Helss, W.E., and G.S. Mischio. 1971. '"Designing Curriculum for the
Educable Mentally Retarded", Focus on Exceptional Children, 3-2,
pp. 1-10. ‘

Hewett, F.M. 1968. The Emotionally Disturbed Child inﬁ Classroam.
Boston: Allyn and Bacon Inc.

» and S.R. Foymess. 1974. Education of Exceptional Learners.
Boston: Allyn and ?m Inc.

Institut National de Recbif‘che e MPrtation Pédagogiques. 1973.
I.'organisation de } : :
Documentation. . ’ .




Johnson, J.L. 1969. "Special Education and the Inner City: A Challenge
for the Future or Another Means for Cooling the Mark Out?", Journal

of Sﬁia.l Education, 3, pp. 241-51.

@m J.B. 1974. "Invisible College on Mainstreaming Addresses Critical
Factors in Implementing Programs”, Exceptional Children, 41, pp. 31-33.

Jordan, T.E. 1962. The Exceptional Child. Columbus, Ohio: Charles E.
Merrill.

Kantor, D., and W. Lehr. 1975. Inside the Family. San Francisco:
Jossey-Bass Publishers.

Kauffman, M.J. 1975.. "Mainstresming: Toward an Explication of the
Construct", Focus on Exceptional Children, 7-3, pp. 1-17.

Keppel, F. 1966. The Necessary Revolution in American Education.
New York: Harper and Row.®

Kidd, J.W. 1968. "The Organization of Special Education Services", in
The Process of Special Education Administration, eds. Neisgeir and
King. Scranton, Penn.: Intermational Textbook Comp., pp. 91-107.

Kirk, S.A. 1962. Educating Exceptional Children. Boston: Houghton-
Mifflin. i

Kirp, D.L. 1974. '"The Great Sorting bﬁ.chirg",\?hi Delta Kapvan, 55,
pp. 521-25. o

Labrogére, A. 1974. "Modéles pour 1'Education Spéciale des Enfants
Exceptionnels", Revue Internationale de Pédagogie, XX, 3 (Den Haag).
pp. 336-54, o

Levine, S. 1961. "A Proposed Conceptual F‘r'amework for Special Education",
Exceptional Children, 28, pp. 83-90.

- Lilly, M.S. 1970. "Special Education: A lbapot in a 'I‘enpest"
Exceptional Children, 36, Pp. 43-49.
3

, 1971. “A Training Based Model for Specia.l Education",
t1 n, 37, pp. T45-49.

locnis

355



356
v ‘ l A}
1974, "Categories and Mainstreaming in Special Education:
Perspectives and Critique", in Exceptional Children: Educational

Resources and Perspectives. eds. Kirk, S.A. and F.E. Lord. Boston:
Houghton Mifflin, pp. 419-25. )

Lund, W. 1968. The Educational Program for Handicaoped Children in
Sweden. Stockholm: Swedish Institute.

" . MacMillan, D.L. 1971. "Special Education for the Mildly Retardeds

Servant or Saypnt", Focus on Exceptional Children, 2, pp. 1-11.

Marklund, S. 1970. Differentiatidn and integration. Stockholm:
National Swedish Board of Education.

Marozi, C. 1971. L'organisation des classes spfciales. Paris: Editions
E.S.F. '

Maslow, A.H. 1954. Motivation and Personality. New York: Harper.

McGrath, J. 1970. Social and Psychological Factors in Stress. New
York: Holt, Rinehart and Winston.

Mechanic, D. 1974. "Social Structure and Personal Adaptation: Some
Neglected Dimensions", in Coelho, Hamburt and Adams, Coping and
Adaptation. New York: Basic Books.

Milstein, M.M., and J.A. Belasco. 1973. Educational A%m.m:tration and
The Behavioral Sciences: A Systems Perspective. Boston: Allyn and
Bacon.

Ministére des Affaires Etrangéres. 1970. Le Royaume des Pays-Bas.
Faits et Chiffres 32. La Haye.

Ministére des Affaires Soclales du Québec. 1971. Document de Travail
QU Ministére des Affaires Sociales sur l'enfance Inadaptée. Québec.

Ministére de 1'Education Nationmale. 1973. '"L'éducation spécialisée",
Informations rapides. Paris, 9 (mars 1973).

Ministdre de 1'Education du Qufbec. 1966. L'Ecole Coopérative.
Polyvalence et Progrés Continu. Québec.

. 1969. L'école Elémentaire renouvelée. Document de Travail,
Québec. |

. 1975. L'école milieu de vie (2) élémentaire. Québec.
1976. Bulletin officiel, supplément 48. ol




357

1976. L'Education au Québec en 1974, Rapport annuel.
ETlteur officiel du Québec, 1975.

Ministére de 1'enseignement et des Sciences. 1976. Esquisse ‘d'un
enseignement futur aux Pays-Bas. La Haye.

. 1974. Organisation et structure de 1'enseignement aux Pays-
Bas. La Haye.,

Ministry of Education and Science. 1969. Educatiomal Care of the

Handicapped Child. The Hague.

Murray, E.M. and A. Wilhour. 1971. Flexible Elementary School: Prdctical

Guideline for Developing a Nongraded Program. Englewood Cliffs:

Prentice Hall.

National Swedish Board of Education. 1973. Special Teaching in Sweden.
Stockholm:
y

1975. Camprehensive School in Sweden. Stockholm.

Organisation des Nations-Unis. 1959. Déclaration des Droits de
1'Enfant (2 novembre).

Papanikou, A.J. 1974. "CoMtinuity and Unity in Special Education",

Pni Delta Kappan, 55-8, pp. 546-48.

Parsons, T. 1951. The Social System. New York: Free Press.

Perrow, C. 1961. "The Analysis of Goals in Complex Organizations",
American Sociological Review, 26-61, pp. 854-66.
‘ 4~

Reger, R. 1974. '"what Does 'Mainstreaming' Mean?", Journal of Leaming
Disabilities, 7-8, pp. 57-59.

Reynolds, M.C. 1962. "A Framework for Considering same' T3sues in
Special Education", Exceptional Children, 28, pp. 367-70.

. . =
Reynolds!, M.C. and B. Balow. 1972. "Cate and Variables in
Special Education", Exceptional Chi& @, pp. 357-66.
" o .
Richard, S. 1971. Ecole Nouvelle. _Sociéé Nouvelle. Paris: Seghers.

)
Rocher, G. 1969. Introduction & la iologle générale. Tame 2.
Montréal: H.M.H.

Rogow, S., and C. David. 1972. "Special Education: Perspect
Trends and Issues™, Phi Delta Kappan, 55-8, pp. 514-35.

-




358

Rosenthal, R.A., and L. Jacobson. 1968. Pygmalion in the Classroom.

New York: Holt, Rinehart and Winston, Inc.

S-Jacques, M. 1972. '"L'intégration", Enfant Exceptionnel, 8-3, pp. 1-8.

‘Schlick, M. 1949. Philosophy of Nature. N.Y.

Segal, S.S. 1967. No Child is Ineducable - Special Educable - Provisions
and Trends. London: Pergamon Press.

Shapiro, E., and B. Biber. 1973. "The Education of Young Children: A
Developmental-Interaction Approach", Teachers College Record. New
York: Columbia University. 7u4-1, pp. 55-79.

Siegel, E. 1969. Special Education in the Regular Classroom. New York:
John Day Company. ‘ .

Smith, J.0., and J.R. Arkans. 1974. "™Now More Than Ever: A Case for
the Special Class", Exceptional Children, 40, pn. 497-501.

Sodhi, S.S. 1972. Specialness of Special Education (Paper presented at
the Canadian Association of Professors of Education). Montréal.

Stanford, G., and A. Roark. Human Interaction in Education. Boston:
Allyn and Bacon. 1974. _

Stenholm, B. 1975. '"The Teaching of Children with Educational Difficul-
ties and Handicaps in Sweden", Current Sweden, 64, po. 1-5. Stockholm:
Swedish Institute.

Sterner, R. 1972. Droits des Handicapés en Sudde. Stockholm: Institut
Suédois.

Swedish Institute. 1970. "Adult Education in Sweden", Fact Sheet 64.
Stockholm. '

1974. "Primary and Secondary Education in Sweden", Fact
Sheet 39. Stockholm, Sweden.

Thampson, J.D., and D.R. Van Houten. - 1970. The Behavioral Sciences:
An Interpretation. Reading, Mass.: Addison-Wesley Publishing
Campany .

Tremblay, M.A. 1968. Initiation 3 la Recherche dans les Sciences

Hunaines. Montréel: McOraw-Hill (ed.).

Unesco. 1970. Etude sur 1'Etat Actuel de 1'Opganisstion de 1'Bducation
clale. Parls. = - -

% e




< 359

" A
VanDalen, D.B. 1973. Understanding Educational Research: an Introduction.
McGraw-Hi111l, New York.

Vickers, G. 1957. "Control, Stability and Choice" In General S Systems,

Von Bertalanffy, L. 1968. General System Theory. New York: George
Braziller. ’

1973. "General System Theory - A Critical Review" in
Milstein and Belasco, Educat;oml Administration and the Behaviaral
Sclences: A Systems Perspective. Boston: Allyn and Bacon, Ing.

" Werner, H., and B. Kaplan. 1973 "The Organismic-Developmental Framework",
in Sapir, S.G., and A.C. Nitzburg, Children with Leapning Problems.
New York: Bmmer/Nb.zel pp. 148-56.

Wessman, L. 1974. Organization of Special Education in Sweden.
Stockholm: National Swedish Board of Education.

1970. Normalization and Integration. Stockholm: National
Swedish Board of Education.

) LS}
Willenberg, E.P. 1967. "Critical Issues in Special Education: Internal
Organization", Exceptional Children, 33, pp. 1-2.

Wolfensberger, W. 1972. The Principle of Normalization in Human Services.
Toronto: National Institute on Mental Retardation Publisher.

» and L. Glenn. 1973. Program Analysis of Service Systems:
Field Manual. Toronto: National Institute on Mental Retardation.

Young, O.R. 1964. "A Survey of General Systems Theory", General Systems,
9, pp. 61-80. :

Ziegler, E.F. 1968. "The Employment of Philosophical Analysis to .
Supplement Administrative Theory and Research", in Walker W.G. and

others, Explorations in Educational Adniniat:ratim. St-Lucia:

University of Queensland Press.



