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ABSTRACT 

THE INTEGRATION OF A CHILD WITH AUTISM INTO A 

FOURTH GRADE CLASS: 

A CASE STUDY 

MAY 1995 

PAULA J. FREDERICKS, B.A., KEAN COLLEGE OF NEW JERSEY 

M.S., WHEELOCK COLLEGE 

Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST 

Directed by: Professor Mary Lynn Boscardin 

Over the past twenty years, an increasing number of 

schools have been integrating individuals with autism into 

general education classes. Although the benefits of this 

practice have been questioned, there has been little formal 

research on this subject. This qualitative study attempted 

to examine the short-term effects of the integration of one 

child with autism, Karl, into his neighborhood elementary 

school. Data were collected through direct observation in 

the classroom and interviews with the classroom teacher, 

support staff, the parents of the child who has autism, the 

parents of two classmates, the child with autism, and two 

classmates. The observations and interview questions 

focused on the behavior and perceptions of (a) the child 

with autism, (b) two classmates and (c) the adults 

participating in the integration. 

The participants identified locations (where the 

student is) and social opportunities (who the student is 
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with) as important characteristics of an integration 

program, rather than strictly adhering to formal 

definitions of mainstreaming, integration, and inclusion. 

Although many of the participants were aware of the 

characteristics of autism, their definition of Karl was 

focused on who he was and what he did, rather than his 

label. Class membership included (a) the activities in 

which Karl participated (b) the peers with whom he 

associated, (c) the changes that occurred in the classroom, 

(d) his ability to blend in, and (e) his perception of 

himself as a member of the class. The success of this 

integration program was attributed to the addition of a 

one-to-one integration assistant and the communication, 

consistency, support, and flexibility of the integration 

team. 

This study provides a rare view of an integration 

program that worked for a student with autism. Regardless 

of the characteristics unique to Karl, the participants, 

and this situation, this study demonstrates that it is 

possible to integrate a student with autism, provided the 

appropriate resources are made available. 
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GLOSSARY 

In this dissertation the terms integration and 

inclusion refer to Ford and Davern's (1989) definition that 

says each term should be able to be substituted by phrases 

such as "a part of," "fully accepted," "active 

participant," and "a sense of belonging" (p. 12). A child 

is considered to be integrated or included if he or she is 

physically in a regular or general education classroom with 

peers within two years of the child's chronological age for 

at least 95% of the classroom time and is actively included 

in at least 50% of the class activities. This definition 

refers to the educational placement of the participating 

child with autism and does not require that the entire 

school is necessarily functioning as a totally inclusive 

school. 

Tn this dissertation the term autism refers to the 

definition as presented by the National Society for 

Autistic Children (now called the Autism Society of 

America, ASA) and by Ritvo and Freeman (1978), and adapted 

by Schreibman (1988): 

1. Age of onset before 30 months; 

2. Disturbances of developmental rates and sequences 
in the areas of motor, social-adaptive, and 
cognitive skills; 

3. Disturbances of responses to sensory 
stimuli. This includes hyper- or hypo- 
reactivity in audition, vision, tactile 
stimulation, motor, smell and taste, Self 
stimulatory behavior is included here; 
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4. Disturbances of speech, language-cognition, 
and nonverbal communication. Included here 
are mutism, echolalia, and failure to use 
abstract terms; 

5. Disturbances of the capacity to 
appropriately relate to people, events, and 
objects. Included here are lack of social 
behavior, affection, and appropriate play. 
Interruption of the idiosyncratic or 
perseverative use of objects will result in 
upsetting the child. There may be an 
awareness of the sequence of events with 
interruption of sequence resulting in 
discomfort or panic. (p. 31) 

In this dissertation the term TEAM refers to the group 

of adults which includes the student's parents, teachers, 

therapists and other specially trained individuals who are 

involved with developing or implementing the student's 

educational program. This TEAM meets at least once a year 

to determine what services the student requires in order to 

progress effectively in school. In this dissertation the 

term participant adults refers to the individuals who 

either directly or indirectly take part in the integration. 

These individuals include the classroom teacher, the one- 

to-one integration assistant, the music and physical 

education teachers, the vice principal, the special 

education director, the integration consultant, the parents 

of the child with autism, and the parents of classmates. 

In this dissertation the term key participants 

includes all of the individuals in the above definition of 

participant adults plus the child with autism and the other 

children in the class. 
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In this dissertation the term regular education class 

and general education class are used interchangeably to 

refer to the group of children that the elementary school 

has assigned, by grade level, to receive educational 

instruction and guidance from one specific, general 

education teacher, for the period of one academic year. 

This study will be referring specifically to one fourth 

grade class. 

The terms disabled. handicapped, and special needs are 

used in literature relevant to this study to describe 

children who are covered under the Individuals with 

Disabilities Education Act of 1990. In this dissertation 

these terms are used interchangeably. Similarly, the terms 

typical, nondisabled, nonhandicapped, and nonlabeled are 

used to describe children for whom no specific special need 

has been formally recognized, in other words, children who 

would typically be receiving general education in regular 

education classrooms. 

In this dissertation the term stimming refers to 

repetitive, self stimulation behavior that provides sensory 

or kinesthetic feedback and is frequently seen in 

individuals who have autism (Schreibman, 1988). 

In this dissertation the term perserveration and 

perserverative behavior refers to persistent repetition of 

a verbal or motor response. 
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CHAPTER I 

INTRODUCTION 

Background 

Unlike many other disabling conditions, autism has a 

relatively short history that is laden with controversy 

(Donnellan, 1985; Schreibman, 1988). The controversy 

includes topics ranging from the etiology (Rapin, 1987; R. 

K. Wing, 1980; L. Wing, 1980a) and the specifics of the 

parameters of the definition (Schopler, 1985; L. Wing, 

1986) to the most effective educational practices (Mirenda 

& Donnellan, 1987; Schreibman, 1988) and the most 

appropriate location for education to take place (Mesaros & 

Donnellan, 1987; Zigler & Hodapp, 1987). 

Autism was formally identified in the early forties 

(Kanner, 1943). By the early seventies, several 

theoretical approaches were being tested by teachers and 

psychologists (Needels & Jamison, 1976; L. Wing, 1980b). 

Yet at that time there remained a severe lack of empirical 

data that indicated what could be done to educate children 

with autism (Callias, 1978). This "educational information 

void" (Donnellan & Neel, 1986, p. 99) that has surrounded 

the learning of individuals with autism is a result of the 

denial of access to appropriate educational opportunities 

in place in the United States. 

Until the passage of Public Law 94-142, the Education 

for Handicapped Children Act, in 1975 (amended in 1990 as 
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P. L. 101-476, The Individuals with Disabilities Education 

Act) children with severe disabilities, for the most part, 

were not receiving services from the public school system. 

The only choices for their parents were to keep them at 

home or to send them to privately run, segregated schools. 

Public Law 94-142 was the first move that the federal 

government made to change this situation. This law 

guarantees all students the right to a free and appropriate 

education in the least restrictive environment, no matter 

how severe their disability (Gaylord-Ross, 1989). Since 

the passage of this law, the emphasis on providing socially 

integrated settings for the educational services for all 

children with disabilities has been increasing with the 

help of federal policy as well as professional 

recommendations (Biklen, 1985). 

There are those who are convinced by the results of 

research and experience that all children with 

disabilities, including those with severe disabilities, 

should be educated in the school where they would be 

enrolled if they did not have disabilities (Brown et al., 

1989; Sailor et al., 1989). Many have moved beyond the 

question of "if" children with disabilities should be 

educated within regular education towards the question of 

"how long" each child should spend within the general 

education classroom (Brown, et al., 1991; Sailor et al., 

1989 ) . 
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The Individualized Educational Plans (IEPs) required 

by Public Law 94-142 specify the amount of time that the 

student will spend with peers who are not labeled with 

disabilities. Unfortunately for most students with the 

disability of autism, the amount of time spent with typical 

peers today is usually zero. In most places in the United 

States children with autism still spend their school day in 

segregated "handicapped only" classes, typically made up 

only of classmates with autism (Mesaros & Donnellan, 1987). 

Sailor and Haring (1988 as cited by Sailor et al., 1989) 

estimate that between 60-70% of children with severe 

disabilities are attending segregated educational settings. 

At this time there is no evidence that children with autism 

require a segregated setting (Donnellan & Neel, 1986). 

There is, however, slowing unfolding evidence of measurable 

benefits that occur in integrated settings (Harris, et al, 

1990; Janney & Meyer, 1990; Russo & Koegel, 1977; Strain, 

1983). 

This study examines the integration of a child with 

autism into a fourth grade class in his neighborhood public 

elementary school. This project is a follow-up of a pilot 

study of the same design, done in a different school, with 

a child in a second grade class (Fredericks, 1992a). 
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Significance of the Study 

Today in education, there is a movement away from the 

separate, segregated system of the past that isolated 

children with special needs (Gaylord-Ross, 1989; Stainback 

& Stainback, 1990). Nonetheless, the school systems that 

are integrating many of their children with disabilities 

into general education are rarely welcoming to the students 

with severe disabilities (Janney & Meyer, 1990). Since 

1978 the country has been moving towards serving more 

students with disabilities in general education classrooms. 

During this time, however, the number of children with 

severe disabilities attending general education classes has 

decreased (Sawyer, Mclaughlin, & Winglee, 1994). Despite 

the lack of evidence that segregated programs are 

beneficial to the students, the wide use of residential 

schools for students with autism continues in the United 

States (Elmquist, 1989, as cited by Janney & Meyer, 1990). 

Less than 5 per cent of children with autism in the United 

States are integrated in general education classes, while 

89 per cent are segregated into special education classes, 

either within the public school building or in a separate 

building (United States Department of Education, 1994). 

Controlled research has shown beneficial changes in 

the behavior of children with autism after exposure to 

nondisabled children (Coleman & Stedman, 1974; Egel, 

Richman, & Koegel, 1981; McEvoy et al., 1988; Meyer & 

Putnam, 1987; Odom & Strain, 1986; Strain, Kerr, & Ragland, 
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1979) . When comparisons were made specifically between an 

integrated environment versus a segregated environment, 

results indicated an increase in the generalization of 

positive behavior change in children with autism in the 

integrated environment (Strain, 1983). Nonetheless, most 

of the studies on the benefits of exposure to typical peers 

for children with autism take place within segregated 

classrooms, classrooms specifically set up for the study 

(Carr & Darcy, 1990; Lord & Hopkins, 1986; McEvoy et al., 

1988; McEvoy et al., 1990; McHale & Simeonsson, 1980; Meyer 

et al., 1987; Sasso, Simpson, & Novak, 1985; Strain, 1983; 

Strain, Kerr, & Ragland, 1979), or in preschool classes 

(Haring & Lovinger, 1989; Strain, Hoyson, & Jamieson, 

1985). With the exception of Russo and Koegel (1977), all 

of the -studies that use typical elementary classrooms 

include the children with autism for only brief visits. 

The one published study that specifically examined the 

actual integration of a child with autism into an 

elementary school class resulted in measurable positive 

behavior change of the child with autism (Russo & Koegel, 

1977). In this study, however, there was no indication of 

the effect of the integration on the dynamics of the 

classroom or on the feelings of the adults and children 

involved. As with most of the research done with children 

with autism, this study did not provide the information 

that is most helpful to the classroom teacher (Donnellan, 

1980) . These issues are addressed in some qualitative 
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studies that examined public school integration of children 

with disabilities (Biklen, Corrigan, & Quick, 1989; Searl, 

Ferguson, & Biklen, 1985). Although children with autism 

were included in these studies, the issues around the 

unique needs of this specific disability were not the 

focus. There is, however, valuable information specific to 

autism in the one available study that did focus on 

students with autism in a public school (Ferguson, 1992). 

In this study, unfortunately, the percentage of the school 

day that the students were actually integrated was minimal. 

The disability of autism often includes specific 

behavior problems (Schopler, 1980). Frequently the 

seriousness of the behavior problems gives reasons for 

professionals to question the feasibility of placing 

children with autism in public schools (Egel, Richman, & 

Button, 1982). It is not unusual for school systems that 

integrate all other students with severe disabilities to 

segregate their students who demonstrate severe behavior 

problems (Elmquist, 1989, as cited by Janney and Meyer, 

1990). There is little information that addresses 

adaptations needed to be made to the classroom to meet the 

special needs of children with autism within general 

education classrooms. Therefore the issues and outcomes 

surrounding the integration of children with autism are 

worth special focus. 

The results of pilot work for this study (Fredericks, 

1992a) summarized the views and feelings of some of the 
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teachers and staff involved in the integration as well as 

the child with autism, one of his parents, and one 

classmate. While these results indicated that the effect 

of the integration was positive for all of those 

interviewed, and the assertions drawn from that work may be 

helpful for others attempting integration, the views of 

several people directly involved with the child with autism 

were not included in the pilot study. These individuals 

(the physical education and music teacher, the father of 

the child with autism, more classmates, and their parents) 

were added to this study. The special education director 

and the integration consultant have also been included in 

this study as they both are also active participants in the 

integration of this child with autism. 

In .summary, previous studies and the pilot study 

failed to include input from many essential individuals 

involved in integration. This study includes classroom 

observation and interviews with the child with autism, two 

classmates, the classroom teacher, the one-to-one 

integration assistant, the music teacher, the physical 

education teacher, the vice principal, the special 

education director, the integration consultant, the parents 

of the child with autism, and the parents of classmates. 

The opinions and insights of the larger group of people 

affected directly or indirectly provide a multidimensional 

view of the integration of this child. 
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CHAPTER I I 

REVIEW OF THE LITERATURE 

The literature on total integration or inclusion is 

becoming more available as it becomes more of a reality in 

many of the school systems in the United States. This 

literature review includes a wide range of topics, 

beginning with some examples of what was believed to be the 

educational needs of children with autism before 

integration was a popular idea, the arguments for and 

against integration, and the reactions and perceptions of 

the key people involved in integration—the parents, the 

teachers, administrators, and the students. The final 

section of the literature review is an analysis of all of 

the studies available on the integration of children with 

autism in regular education classrooms. At the time of 

this writing there is a scarcity of formal studies on 

integration, and so much of the information about this 

topic comes from the opinions of those individuals who have 

experienced it, rather than through disciplined study. 

Primary Educational Needs of Children with Autism 

While it is true that each child should be viewed 

educationally as an individual, it was clarified back in 

the early seventies that all children with autism, even 

those who appeared to be the most severely retarded, can 
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profit from educational intervention (Rutter & Bartak, 

1973). Lorna Wing (1980b) reminds us that 

The purpose of education is to help the . . . 
person derive as much satisfaction and enjoyment 
from life as possible, (p. 197). 

Although the variety of individual needs and the 

heterogeneity of autism demand that the specifics of an 

appropriate curriculum be individualized to the specific 

abilities and needs of the particular child (Koegel, Egel, 

& Dunlap, 1980; Simpson & Regan, 1988) there are a few 

basic needs that most likely are true for all individuals 

with autism. 

In the past, nearly half of the population of 

individuals diagnosed to have autism never developed 

functional language (Ricks & L. Wing, 1980); therefore 

there is an essential need for some sort of functional 

communication. Donnellan, Mirenda, Mesaro, and Fassbender 

(1984) explain that much of the acting out behavior 

associated with autism can be a result of a lack of 

functional communication. In fact, they explain that many 

of the inappropriate behaviors that children with autism 

exhibit are used to get attention. Attention getting 

behavior, ironically, does not fit with the stereotypical 

view that people with autism live in a world of their own 

(Prizant, 1983). Individuals with autism who have been 

able to gain access to fine tuned, functional communication 

have verbally (Barron & Barron, 1992; Grandin & Scariano, 

1986) or otherwise (D. Biklen, 1990; D. Biklen & Schubert, 
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1991) expressed the needs for companionship, respect, and 

patience from others, independence, self control, 

attainable goals, and of course, happiness. 

Schopler and Bristol (1980) explain that children with 

autism need the same experiences that all children need. 

This includes getting support and education from their 

local public school and participating to the maximum 

possible extent in the lives of their families and 

communities. While it used to be thought that residential 

programs would meet their needs more consistently, research 

shows otherwise: 

Even the highest quality residential treatment 
has not been shown to be superior to day 
treatment (Schopler & Bristol, 1980 p. 21.). 

Children with autism placed in residential care do not make 

any greater progress than children in day programs, and 

their parents appear to lose parenting skills while the 

children are away (Rutter & Bartak, 1973). Because it 

appears that the collaboration between home and school is 

one of the most effective methods of changing the behavior 

problems that occur with autism, it seems that the most 

convenient place for this to occur is with a school in the 

student's home community (Schopler & Bristol, 1980). 

Another major drawback to placing children with autism 

in segregated classrooms or residential settings is the 

lack of availability of interaction opportunities with 

peers (Strain, 1983). Bednersh and Peck (1986) suggest 

that lack of exposure to responsive and competent peer 
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interaction may exacerbate the social isolation and 

withdrawal of many students with severe handicaps. The 

results of a study by these two researchers indicate that 

the social behavior of students with severe handicaps 

varies with the characteristics of the peers with whom they 

interact. They go on to recommend that the best means of 

assuring that children with disabilities have an adequate 

set of social learning opportunities is to expose them to 

an environment with a full range of normal interaction 

experiences, for example, "those with nonhandicapped peers 

at a variety of chronological age levels and in a variety 

of culturally typical settings" (p. 326). The environment 

that is described here sounds like a description of the 

environment of a public school. As serious deficits in 

language and social skills are part of the criteria for the 

diagnosis of autism (Rutter, 1978a, b), the recommendations 

of Bednersh and Peck (1986) are strong arguments for 

educational integration of this population. 

The arguments provided in the preceding paragraph lead 

to the assumption that children with autism do better with 

individualized curriculums in diverse environments that 

provide them with contact with nondisabled children. This 

past statement could also be said for children who are not 

officially labeled as having special needs. With this in 

mind it is amazing to read what Lorna Wing (1985) 

originally described in 1972 as an appropriate school for 

children who have autism. She first explains that schools 
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for children with autism "cater to a wide range of 

abilities" (p. 55) and that even for the children with the 

poorest academic abilities, "school experience improves 

their ability to cope with life" (p. 56). These are two 

goals that public schools in general should be trying to 

achieve for all children. Most of the rest of Wing's 

description (minus the words "autistic" and "disturbed") 

sounds as if she is describing the qualities of any good 

British school. 

Good teachers know from experience when to watch 
and wait, and when to apply some pressure to 
ensure that a child moves forward in learning. 
They know how to make the best use of the 
improvement which occurs as a child grows and 
matures so that no opportunity is lost. One 
important aspect of school is that it provides a 
structured environment and experience of social 
mixing. School outings, birthday and Christmas 
parties and the daily assembly of the whole 
school give a rhythm and pattern to life which 
the children find both comforting and 
stimulating. The most successful schools, once 
they are well established, develop a tradition of 
reasonable behavior which is a great asset. Even 
the most disturbed children become calmer and 
more cooperative when introduced into such an 
atmosphere. Teachers find that autistic children 
are considerably influenced by these social 
pressures, even though they appear to ignore the 
other children. It is impressive to observe the 
social competence that can be acquired in the 
right kind of school (p. 56). 

Children with autism need the same basics that all children 

need, plus the teachers and friends who have the interest, 

time, patience, and abilities to learn to talk their 

language. 
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Integration of Children with Special Needs 
into General Education Classrooms 

A careful examination of the educational system of the 

United States over the past two hundred years indicates 

that the word "special" is the equivalent to "other" 

(Donnellan, 1992). Differential treatment for individuals 

who are themselves "different", however, is not uncommon. 

Historically, mankind [sic] has had a tendency to 
either enhance, suspect, or reject those who are 
different. Enhancement follows when particular 
characteristics are judged by the society to be 
positive; suspicion is created when knowledge and 
understanding are lacking; rejection occurs when 
the characteristics are felt to be negative. 
Health versus sickness, physical ability versus 
disability, high intellect versus low, emotional 
stability versus instability. These "negatives" 
are all examples of characteristics which had 
tended to keep many school-aged children from 
being fully involved in the various educational 
opportunities available in the United States. 
(Aserlind & Browning, 1987, p. 45) 

Initially children with disabilities were totally excluded 

from public schools. Over the past 190 years the doors 

have slowly opened to children with disabilities to allow 

them to attend "special" segregated schools (Hallahan & 

Kauffman, 1991; Zigler & Hodapp, 1987), then special 

segregated classes located within public schools (Ford & 

Davern, 1989), and eventually special schedules which 

allowed interactions with children who were not labeled as 

having a disability (Almond, Rodgers, & Krug, 1979; 

Ferguson, 1992). This special interaction time took place 

either within the segregated classroom or within the real 

school during lunch, recess or non-academic classes, the 

classes that some teachers refer to as "specials" - music, 
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art, and gym (Quill, 1990; Zigler & Hodapp, 1987). While 

some individuals were proud of the success of efforts to 

include children with disabilities within the school 

buildings, others questioned the lack of real inclusion 

into the school life (Ford & Davern, 1989). According to 

Reynolds and Birch (1982), the history of the education of 

children with special needs involves a progressively steady 

trend towards inclusion. 

The Individuals with Disabilities Act (P. L. 101-476, 

originally known as P. L. 94-142) became an important 

precedent for the reform of the educational services that 

have been provided to children with disabilities in the 

United States (Hahn, 1989). This law, passed in 1975, 

guarantees all students the right to a free and appropriate 

education in the least restrictive environment, no matter 

how severe their disability (Gaylord-Ross, 1989). The 

least restrictive environment (LRE) is supposed to be the 

most "normal11 environment (Hallahan & Kauffman, 1991, p. 

481); even so, there are many who believe that the LRE for 

each child is not necessarily a regular education classroom 

(Hallahan & Kauffman, 1991). 

The passage of P. L. 94-142 initially resulted in some 

states building and funding a totally separate education 

system designed specifically to meet the needs of their 

students with disabilities (Sailor et al., 1989). More 

recently, however, many in the field believe that the 

ultimate implication of the LRE is a merger of the special 
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education system and the general education systems (Gartner 

& Lipsky, 1989; W. Stainback & S. Stainback, 1984). Today 

many schools in the United States and Canada have already 

started to include all children with special needs within 

the general education systems (D. Biklen, 1985; Ford & 

Davern, 1989; S. Stainback & W. Stainback, 1992; York & 

Vandercook, 1990). While some people are still asking "if" 

children with disabilities will benefit from being 

integrated into traditional classrooms, others are already 

addressing the question of "what will it take" (Strully & 

Strully, 1989). The debate continues. 

The Importance of the Word "Integration" 

The efforts to include children with disabilities into 

regular or general education is sometimes referred to as 

the "mainstreaming" movement (Aserlind & Browning, 1987, p. 

47). While some use the terms mainstreaming and 

integration interchangeably (Zigler & Hodapp, 1987) others 

differentiate the two with definitions that vary among 

writers (D. Biklen, 1987b; Guralnick & Groom, 1988; Sailor 

et al., 1989). The label "integrated" has been used for 

programs in which segregated classes of children with 

special needs are housed in a public school and interaction 

with students who are part of general education is limited 

to a scheduled period of time (Cole, Vandercook, & Rynders, 

1987; Guralnick & Groom, 1988; Quill, 1990; Sasso, Simpson, 

& Novak, 1985; Zigler & Hodapp, 1987). The term 
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"integrated" has also been used to apply to specially 

created classes that included a disproportionate number of 

"high functioning" children with autism, with children with 

physical disabilities and nonhandicapped students (Kamps et 

al. 1992). The lack of actual inclusion in a typical 

general education class has been guestioned by many who 

have examined mainstreamed programs (Ford & Davern, 1989; 

Schnorr, 1990). Woodward (1992) points out the importance 

a word makes. 

We've had "mainstreaming" for 17 years, and most 
disabled kids still aren't educated in their 
neighborhood schools alongside their nondisabled 
peers. Thousands of school systems all over the 
country are still working to implement 
"mainstreaming." If we'd called it "integration" 
back in 1975, at least people would have 
understood what we meant. . . "mainstreaming" has 
set us back a decade or more. (pp. 14, & 15) 

There are those individuals, however, who are still 

doubtfui of the benefits of integration, as they wait to be 

convinced by "the data" (Peck, 1991, p. 1). The arguments 

for and against integration will be presented in the next 

two sections. The reader should keep in mind that most of 

the arguments on both sides are not yet supported by formal 

research. The reasoning behind the arguments, however, is 

important to examine here, as research slowly catches up 

with current educational concerns. 

The Arguments Against Integration 

While some schools are aiming toward the ultimate goal 

of providing fully integrated schools in which all students 
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are educated in the mainstream (Forest & Lusthaus, 1989; 

Sailor et al., 1989; W. Stainback & S. Stainback, 1990 p. 

3), this goal is still being debated by others (Bender, 

1985; Meyer & Putnam, 1987). It is argued that children 

with extensive disabilities should be placed in more 

restrictive settings in order to protect them and provide 

them with a better concentration of services (Sailor et 

al., 1989, p. 2). Many are concerned that integration will 

bring the loss of superior quality of services (McDonnell, 

1987). According to Zigler and Hodapp, (1987) some reason 

that special schools "provide the most individualized 

services possible " (p. 672). Mesaros and Donnellan (1987) 

point out that it is easier to provide services at one 

centralized location than to disperse services to many 

classrooms in many schools. Zigler and Hodapp also explain 

that segregated programs provide "professionals uniquely 

attuned to the particular needs" (p. 672) of the students. 

They suggest that the move directed towards the least 

restrictive environment may be advocated by those who are 

looking at it as the "least expensive" (p. 672) 

environment. While some feel that integration, in the long 

run results in financial savings, (Sailor,et al., 1988) it 

has not yet been established (Brown et al., 1989). In fact 

some use the cost-effectiveness of special schools as an 

argument in favor of segregation (McDonnell, 1987). This 

argument may have to be reexamined due to more recent 

information. Loss of handicapped-only settings may 
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eventually lead to the total loss of services to this 

population (Brown et al., 1989; Meyer & Putnam, 1987). 

Some professionals argue that the benefits of 

integration first need to be clearly established by 

empirical data (Meyer & Putnam, 1987; Zigler & Hodapp, 

1987). Meyers, MacMillan, and Yoshida (1980) believe that 

•'there appears to be no unambiguous answer to the primitive 

question of whether segregated or integrated placement is 

superior" (p. 201). Zigler and Hodapp (1987) also warn 

against over-optimism, stating that the effects of 

integration could result in unmet high expectations and 

finally excessive pessimism. 

An overemphasis on the setting as opposed to what 
happens in the setting is dangerous, masking the more 
important issue of how we help. (Zigler & Hodapp, 
1987, p. 671) 

Some predict that children with disabilities will be 

rejected and even abused by their nonhandicapped peers in 

public schools and the community (Meyer & Putnam, 1987). 

Many parents of children with special needs, who were 

attending segregated schools, expected that the placement 

of their child in a public school could be a negative 

experience because nondisabled peers would not accept them 

(McDonnell, 1987). A parent of a child who is deaf 

explains that after many years of mainstreaming, her son 

had no friends with whom he could communicate and he made 

little progress in his language competence and school work 

(Siegel, 1989). 
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Behavior management of ’’problem" (Sailor et al. , 1989 

p. 19) or "challenging” behavior (Casey-Black & Knoblock, 

1989) is an issue that has been used when integration is in 

question. Severity of behavior has been suggested as a 

determinant for general education classroom acceptance, in 

order to preserve the classroom ecology (Bender, 1985; 

Wilkes, Bailey & Schultz, 1979). The reasons for this 

concern that Bender (1985) lists are that children with 

special needs "emit" (p. 284) (a) more socially undesirable 

behaviors, (b) more disruptive behaviors, and (c) lack task 

orientation. Bender also mentions that these behaviors 

require more teacher interactions, claiming that teachers 

tend to interact more negatively with children with 

disabilities. 

The appropriateness of the curriculum is another 

question that comes up when integration is mentioned (Brown 

et al., 1989). The probability that calculus or the 

details of history will be understood or functionally 

useful for most students labeled as having severe 

disabilities is highly unlikely (Brown et al., 1989). 

Sailor et al. (1989) cite curriculum as a barrier to 

integration that needs to be researched and developed. 

Finally, the effect of integration upon the 

nondisabled students is another concern (Brown et al., 

1989). The loss of instructional time and academic 

progress by typical students is most commonly voiced 
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because those with disabilities require more attention 

(Brown et al. , 1989). 

It is clear that the majority of the arguments against 

integration are based on concerns for what is best for all 

students, with and without special needs. The opposing 

arguments share the same base. 

The Arguments Supporting Integration 

In the early eighties many researchers began looking 

closer at the effects that the environment has on the 

education of children who have severe special needs 

(Sailor, 1989). In a review and summary of this 

literature, Goetz and Sailor (1988) conclude that the bulk 

of this literature suggests there is a strong need for 

opportunities for students with severe special needs to 

interact with nondisabled peers. 

The list of reasons that are used by those who support 

integration is based on the beliefs that the primary 

outcome of the inclusion of children with special needs 

into general education classes will be the development of 

friendships, the learning of age appropriate skills, and 

the establishment of the perception that persons with 

severe disabilities are valued members of the community 

(Brown, 1993). Haring and Breen (1989) provide a value 

based list of the benefits they predict integration 

provides. Integration has the following advantages, it: 

(a) builds a greater sense of community in that 
persons with severe disabilities are viewed 
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from the onset of public education as 
belonging in the mainstream, 

(b) facilitates the development of friendships, 

(c) provides students with severe disabilities 
the opportunity to learn social 
interactions skills that are norm-referenced 
to same-age peers, 

(d) allows students with severe disabilities 
increased opportunities to incidentally 
learn social interaction skills from their 
peers, 

(e) provides students opportunities to practice 
social skills under natural conditions, 
which, in turn, may promote generalization, 

(f) provides opportunities for increased 
personal growth for nondisabled students as 
a result of friendship interactions with 
students with disabilities, (p. 255) 

Another major factor that has been examined in the 

literature concerning the environmental effects of 

integration is the generalization of skill acquisition. 

Horner, McDonnell, and Bellamy (1986) summarize the results 

of this literature and conclude that the generalization of 

skill acquisition is dependent on the variety of 

circumstances where each skill can be utilized. 

Horner, Dunlap, & Koegel (1988) strongly suggest that 

multi-environmental instruction in normal situations 

encourages students with intellectual disabilities to use 

appropriate spontaneous skills, more than instruction that 

takes place in environments that use simulations. 

Placement in public schools offers more opportunities for 

children with special needs to generalize what they learn 

in a number of settings, for example, the cafeteria, the 
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playground, the library, and so forth (Sailor et al., 

1989). These authors also believe that success in the 

multifaceted world of a public school further increases the 

likelihood of success in an integrated setting when a 

student is finished with school. Advocates of integration 

seek to protect all children from the effects of 

segregation that Chief Justice Earl Warren noted in Brown 

v. The Board of Education (1954): 

[Separateness in education can] generate a 
feeling of inferiority as to [children's] status 
in the community that may affect their hearts and 
minds in a way unlikely ever to be undone. This 
sense of a child to learn. . . has a tendency to 
retard. . . education and mental development, (p. 
493). 

As was decided in Brown v. The Board of Education 

(1954), "separate is not equal". W. Stainback and S. 

Stainback (1990) point out that keeping some children out 

of schools because they fall into a certain category is in 

effect discrimination. The fact that educational 

researchers have not been able to assess the situation yet 

is not a reason to deprive certain children of their legal 

rights. 

Pearpoint (1989) believes that "Growth and strength 

come from relationships with others" (p. 251). He goes on 

to emphasize that life is something to be shared with 

others, not done in isolation. Therefore it is important 

for all people to develop "skills for and appreciation of 

sharing responsibilities and privileges with others" (p. 

251) . 
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D. Biklen (1989) reminds us about another one of the 

negative outcomes of the well-intended division of children 

with disabilities into special classes. 

It is difficult to "see the person" and not the 
category of person when the individual is 
surrounded by others who share similar 
disabilities. The way we group students, and 
sometimes talk about them, produces an image that 
denies individuality.the underlying 
assumption is that students in these categories 
have similarities that justify their 
congregation. Yet there is no evidence that such 
amalgamation helps them. (p. 237) 

A parent notes that low expectations and poor role 

models are other drawbacks of special education. "I think 

he was trained to be retarded," (Flynn & Kowlczyk-McPhee, 

1989, p. 39) explained a mother, describing the years that 

her son spent in special classrooms. She goes on to say 

that people tended to baby him, and now that he is 

integrated that has changed. With the companionship of his 

adolescent peers he now spends time attending football 

games, movies, and dances, on the phone or "just hanging" 

(p. 39). 

In response to the questions that come up about 

behaviors that some would define as "problem" (Sailor et 

al. , 1989), or "challenging" (Casey-Black & Knoblock, 

1989), behavior management techniques that are functional 

in integrated settings are becoming more widely used 

(Sailor et al., 1989; Meyer & Janney, 1989). With training 

and creative curriculum design the integration of children 

with severe behavior needs is being done in several schools 

(Casey-Black & Knoblock, 1989). In fact, in some cases the 
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behavior of children who have been moved from a segregated 

program to an integrated program improve with little 

behavioral intervention other than the move (Donnellan, 

1992). Guralnick (1981) found that preschool children with 

severe disabilities exhibited a reduced amount of 

inappropriate play in an integrated setting as compared to 

a segregated setting. 

The curriculum adaptations that are necessary for 

effective integration are not commonly practiced in most 

schools; nonetheless, they are feasible. By utilizing 

information from parents, specialists, student teachers, 

and even students, teachers have devised creative 

activities that involve children with severe disabilities 

and children with typical needs together in age 

appropriate, educationally appropriate lessons (Ford & 

Davern, 1989; Ford & Sapon-Shevin, 1991). Continued 

research and development of curriculum for heterogeneous 

grouping, along with changes in teacher training and 

certification, will be necessary in order to make the 

integration more effective for all individuals involved 

(Sailor et al., 1989). 

In response to the unjustified fears of some special 

educators who are worried about not being needed in an 

integrated school, the pro-integrationists explain that the 

role of the special educator will change to that of a 

consultant for the general educators (S. Stainback & W. 
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Stainback, 1990). The experts in the field will be called 

on to share their knowledge in other ways. 

Although some concerns have been raised about the 

educational cost that integration has on the typical 

students, these concerns have not been substantiated by any 

formal studies (W. Stainback & S. Stainback, 1981). 

Sharpe, York, and Knight (1994) found no statistical 

difference between the academic performance of nondisabled 

students in nonintegrated classes and nondisabled students 

who attended classes which included students with severe 

disabilities. In fact, one study indicates there may be 

measurable social benefits for the typical students 

(Costello, 1991/1992). In another study that looked at the 

effects of one year of integration on the nondisabled 

students .in fifty-two schools, no measurable negative 

effects were found (Osbeck, 1991). On the contrary, the 

achievement scores of the typical students in this study 

went up that year and teachers reported positive gains in 

the affective domain of the typical students. The author, 

however, did not report if he controlled for other 

variables that may have effected the achievement scores. 

Evidence of the benefits of integration that have been 

promoted by integration advocates (Brown et al., 1989) and 

teachers who have had experience with integration (D. 

Biklen, 1985; Fredericks et al., 1991; York & Vandercook, 

1990) are now showing up in guantitative studies. 
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The results that are reported in the above studies 

must be examined carefully. Although increases in scores 

on the measures that were taken in two of these studies 

were standardized assessments (Osbeck, 1991; Costello, 

1991/1992), there are many other variables that could have 

influenced these changes. Costello (1991/1992) points out 

that the teachers selected for the integrated classrooms 

were chosen from a group of highly qualified teachers 

rather than by seniority which is the typical hiring policy 

for the non-integrated classes. Also in this study, the 

adult/student ratio for the integrated class was higher 

because of the paraprofessionals who were added to the 

class to assist with the students with severe disabilities. 

Additionally, both of these studies took measures during 

only the-first year of integration. A more accurate 

measure of the effects of integration would be taken after 

the novelty of the integration wore off (Daly, 1991). 

In contrast to what some may propose about those who 

advocate for integration, it in itself is not a goal. 

What matters essentially is the quality of 
education we offer and how well it relates to 
individual pupil needs. (Hodgson, Clunies-Ross & 
Hegarty, 1984, p. 3). 

Advocates of integration agree that 

simply basing a child in... a home school is a 
necessary but insufficient condition for a 
minimally acceptable education program (Brown et 
al., 1989). 
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Interactions in Integrated Settings 

As stated before, the literature on integration claims 

that interactions with nondisabled peers are a beneficial 

result of placing children with disabilities in general 

education (Brown et al., 1989; Haring & Breen, 1989). 

While some sad stories of rejection and isolation can be 

found in real life as well as in the literature (Siegel, 

1989) the distressing predictions of parents (Giangreco, 

Cloninger, Mueller, Yuan, & Ashworth, 1991) and the experts 

(Horne, 1985) are not substantiated in the schools that 

practice integration (D. Biklen, Corrigan, & Quick, 1989; 

Fredericks et al., 1991; Richards, 1985). In fact in many 

cases just the opposite occurs and the children with 

disabilities are accepted by many as friends (Accetta, 

1991; Forest & Flynn, 1988; Massachusetts Department of 

Education, 1991; Strully & Strully, 1992). In two studies 

that used sociometric measures in integrated settings, 

certain children with a disabilities were found to be very 

popular (Daly, 1991; Evans et al., 1992). 

Unfortunately nearly all of the applicable studies 

that examine the social interactions issue are done in 

preschool settings. An extensive review of 14 preschool 

studies (Fredericks, 1992b) indicates that positive 

interactions do occur naturally between young children with 

disabilities and nondisabled children. 

A recent study done with elementary school age 

students supported that these spontaneous interactions also 
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occur in full inclusion classrooms for children with mild 

as well as severe disabilities (Hunt, Farron-Davis, 

Beckstead, Curtis, & Goetz 1994). The results of this 

study also confirm the long-held notion that significantly 

more peer social interactions occur for students with 

special needs who are in full inclusion classes than for 

those matched for severity of disability in special 

education classes. 

Another recent study examined the effects of regular 

education class participation for high school students with 

severe disabilities (Kennedy & Itkonen, 1994). Their 

results indicate that (a) interactions with peers without 

disabilities increased in class and (b) interactions 

occurred enough outside of class that the students without 

disabilities became members of the target students' "social 

networks" (p. 1). Although the results of all of these 

studies have relevance to integration in general, this 

dissertation will focus on the small number of studies that 

were done specifically with children with autism who are of 

the ages of students in the elementary school range. 

McHale (1983) found results that surprised her when 

she observed the play of a group of twenty-eight, seven to 

ten-year-old volunteers, who came into a segregated 

classroom to play with six, five to eight year old children 

with mild to severe autism. The non-autistic children were 

broken into groups of six that were randomly chosen to be 

part of the daily play group for one week. The group ran 
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for ten weeks with the six children with autism and the six 

randomly selected typical children taking part in each 

session. The visiting children were told a little 

information about the behaviors and needs of the children 

with autism and were then asked "to teach them to play." 

(p. 85). Observations of targeted behaviors and 

photographs of the children playing were scored. The 

results showed that the nondisabled children were capable 

of "eliciting sustained play and interaction" (p. 88) from 

their playmates with autism. Social interaction was 

accomplished for a majority of the play sessions, with the 

average number of interactions increasing to 75% by the 

last session. The author found the skill of the typical 

children "astonishing" (p. 88). They were extremely 

persistent and repetitive and played at the capability 

level of the children with autism, rather than walking them 

through a difficult task as an adult might do. McHale 

finally suggests that this incredible power of peer 

influence be investigated further. 

In a similar study, Lord and Hopkins (1986) found that 

six elementary age children with autism showed gains in 

"proximity, orientation, and responsiveness" (p. 249) when 

paired with typical elementary students for ten daily 

fifteen-minute sessions. These gains generalized to the 

segregated classroom for all of the students with autism. 

The typical students were not trained. They were merely 
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told to "Show your partner how to play. Do your best to 

get him to play with you" (p. 253). 

These gains are surprising when the total amount of 

time that the children spent together is considered. In a 

little over two hours time, (one and one quarter hour with 

each peer) with untrained "teachers", these children with a 

severe disability made social gains that they generalized 

to other settings. It would be well worth it to compare 

the efficiency of these results with those of well designed 

social skill behavioral programs implemented by adult 

"experts" using edible reinforcers. These results should 

also warrant further examination in the use of training 

typical children to use behavioral techniques. 

Lord and Hopkins point out that in studies done with 

children .trained to act like adult behavior therapists 

(Ragland, Kerr, & Strain, 1978; Strain, Kerr, & Ragland, 

1979; Strain, 1981) the social and communicative skills 

that the children with autism gained did not generalize 

beyond the peer trainer. In Lord and Hopkin's study the 

children were paired for five sessions with one peer, then 

five with another. 

In McHale's study there was also a high chance that 

there could have been little interaction between the 

students for weeks at a time due to the random selection 

method. Assuming that relationships need time to develop, 

McHale could possibly have been even more astonished at 
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results of peer influence had she allowed for regular 

contact between the pairs of students. 

The results of McHale's, and Lord and Hopkin's studies 

are similar to reports from teachers who have children with 

severe disabilities integrated in their class (D. Biklen, 

Corrigan, & Quick, 1989; Forest & Lusthaus, 1989; 

Fredericks et al., 1991; Richards, 1985). It is not 

surprising that the success of the interactions increased 

over time. It is unfortunate that the interaction time was 

so brief in both studies and that these studies merely 

measure the initiation of relationships that developed in a 

unnatural environment with unnatural motives. 

Although the tenacity of the students in McHale's 

study was surprising to the author, the appropriateness of 

the student's play should not have been surprising, as it 

parallels the results of two studies done with preschool 

children by Guralnick and Paul-Brown (1977, 1980). In 

these studies the nondisabled students independently 

adjusted their level of speech appropriately to the 

developmental level of the students with disabilities that 

ranged from mild to severe. 

The results from the available studies indicate that 

nondisabled children put in artificial environments do in 

fact interact with children who have disabilities. The 

interactions and relationships that develop in more natural 

environments have not been studied in depth. Future 

studies need to be done in classrooms, in cafeterias, on 
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playgrounds and in other areas of schools during times in 

which social interactions would naturally occur. 

Perceptions of Teachers 

It is the belief of many that the successful 

interaction between students with and without disabilities 

depends upon the attitudes that the educational 

professionals have towards students with disabilities (D. 

Biklen, Corrigan, & Quick 1989; Horne, 1985). Horne (1985) 

stresses that teachers have significant influence on the 

attitudes that the nondisabled students have towards 

students with disabilities. Fabre and Walker (1987) 

suggest that the expectations that teachers have about 

students who have disabilities are "powerful determinants 

of teacher-child classroom interactions" (p. 38). Larrivee 

and Cook (1979) predict that the way that the general 

education classroom teacher responds to the child with 

special needs may be the strongest variable in determining 

the success of integration. Although it was suspected 

back in the seventies that the attitudes of the teachers 

were very important to the success of integration (Stephens 

& Braun, 1980), few teachers today are prepared for the 

inclusion of children who differ significantly from the 

"typical" child of the grade level of the class. In most 

schools, teachers of what is referred to as regular or 

general education classes are trained and familiar with 

teaching to the norm of a group of children whose ages and 
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abilities fall within a very limited range (Brown et al. , 

1989 ) . 

The philosophical tenets underlying special 

education encourage teachers to see themselves as 

incapable of teaching certain students, and to 
assume that identified students are incapable of 

succeeding in learning the standard curriculum 
(Lilly, 1989, p. 150). 

Brown et al. (1989) speculate that these teachers would 

become frustrated and less effective if they were forced to 

collaborate with special education teachers and add to 

their class students outside of their familiar range. 

Over the years since P. L. 94-142 has been in effect 

there have been many who have speculated about the 

willingness of general educators to accept children with 

special needs into their classes. Although there are many 

quantitative studies examining the general education 

teacher's attitudes towards the prospects of integration 

(Leary, 1989), few of them have been done with teachers who 

have actually experienced integration (Leary, 1992). It 

seems appropriate to focus on the studies that examine the 

perceptions of teachers who have already experienced it, as 

the other studies are more like measurements of how people 

perceive they will like a food that they have never tasted. 

It is not surprising that a survey of 941 general 

education teachers (Larrivee & Cook, 1979) indicated that 

the most important predictors of a teacher's willingness to 

accept a child with special needs into the class were (a) 

their perceptions of the degree of success they would have 

in teaching the student, (b) the support from the 
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administration, and (c) the reliability of support from 

personnel. Stephens and Braun's (1980) results in a 

similar study indicated that the number of special 

education courses and the "confidence in teaching 

exceptional children" (p. 293) were the highest predictors 

of willingness. S. Stainback, W. Stainback, Strathe, and 

Dedrick (1983) found that providing reading material and 

small group discussions about the integration of students 

with severe disabilities into public schools significantly 

increased the teachers willingness to integrate. 

In another study done six years after PL 94-142 went 

into effect (Ringlaben & Price, 1981), a little over half 

of the teachers felt that they were prepared for 

"mainstreaming," (p. 302) which is not defined by the 

authors. Yet eighty-six percent of respondents felt that 

they would be willing to accept a child with special needs 

into their class. Of the teachers who had experience 

mainstreaming, thirty percent believed that it was 

"working" (p. 303), sixty-two percent felt that it was 

working "somewhat" (p. 303), and eight percent felt it was 

not working. Approximately half of these teachers remarked 

that mainstreaming had no effect on (a) the other students 

in the class, (b) their teaching performance, or (c) their 

attitude toward teaching, but about one-quarter of them 

felt that the presence a child with special needs in their 

class had had a positive effect on these issues. It should 

be noted that because the definition of mainstreaming is 
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not provided, these teachers could be commenting on the 

effects of weekly visits of a child with mild disabilities. 

The level of special education support provided to the 

classroom teacher is also not addressed in this article. 

Even so, fifty-three percent of these teachers felt that 

the child with special needs had been positively affected 

by the mainstreaming. 

Gans (1987) found that the strongest predictor of a 

teacher's willingness to teach a child with disabilities 

was "number of different disabilities he or she was willing 

to approach" (p. 44). This could possibly be related to 

general experience with people who have special needs 

outside of teaching. From the information given, however, 

it appears that this was not measured on the questionnaire 

that was used. General educators in this study also noted 

that amount of support and chance of disruption of 

classroom procedures were important variables in 

determining willingness to integrate. 

One practical concern for teachers is how they 

can promote both skill gains and social 
acceptance while involving students in regular 
class activities. (Hamre-Nietupski, McDonald, & 

Nietupski, 1992, p. 6) 

Schumm and Vaughn (1991) examined the willingness of 

general educators to make adaptations to meet the needs of 

children with special needs. They found the classroom 

adaptations that teachers felt were "most desirable" (p. 

21) were to 
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(a) provide reinforcement and encouragement 

(b) establish personal relationship with 
mainstreamed student 

(c) involve mainstreamed student in whole class 
activities (p. 21) 

The adaptations that were least desirable were 

(a) adapt long-range plans 

(b) adjust physical arrangement of room 

(c) adapt regular materials 

(d) use alternative materials 

(e) adapt scoring/grading criteria, (p. 21) 

All of these adaptations would increase their workload 

outside of class. The authors note that even though these 

adaptations were rated "least desirable" by the teachers 

the overall score was "a rather positive rating" (p. 21). 

As far as what teachers felt were the "most feasible" (p. 

21) adaptations, along with all three of the most desirable 

list they added 

(a) establish routine appropriate for 

mainstreamed student 

(b) establish expectations for mainstreamed 

student, (p. 21) 

For the "least feasible" (p. 21) list 

(a) communicate with mainstreamed student 

(b) use computers 

(c) provide individualized instruction (p. 21) 

along with items three and four on the least desirable 

list. The authors point out that on the whole, most 

adaptations were considered somewhat desirable by teachers. 
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They also point out that the adaptations that were scored 

as "least desirable" were essential to the learning skills 

of the targeted children. They do not mention, however, 

that these least desirable adaptations also required more 

planning time and expertise that the teachers may feel that 

they are lacking. The amount of specialized support or 

extra planning time that would be available to the general 

educators willing to integrate is not mentioned in Schumm 

and Vaughn's (1991) study. In these days of large class 

enrollment and budget cuts, teachers are being asked to do 

increasing amounts extra work. Some teachers unions have 

attempted to see that teachers are somehow compensated for 

the extra work that the inclusion of a child with special 

needs adds to a teacher's load by decreasing class size, 

(e.g., a child with substantial needs might be equal to 

seven children) (Ford & Sapon-Shevin, 1991). This variable 

of extra work was overlooked in this study. It also should 

be noted that the term mainstreaming was never defined. 

Again it is not clear if the teachers are evaluating the 

occasional dropping in of a student or the true inclusion. 

Although literature suggests techniques for curricular 

adaptations for integrated classrooms (Baker & Zigmond, 

1990; Ford & Davern, 1989; Sapon-Shevin, 1990; S. Stainback 

& W. Stainback, 1992), little information is available on 

the adaptations that general educators actually make 

(Schumm & Vaughn, 1991; Ysseldyke, Thurlow, Wortruba, & 

Nania, 1990). Davis (1989) points out that criticism of 
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teachers around other issues such as rising illiteracy or 

declining test scores may tend to make many general 

educators feel overburdened and unenthusiastic towards 

integration because it is perceived as an additional work 

load. 

All of these variables most likely have a big 

influence on the willingness of teachers to integrate. 

Larrivee and Cook (1979) and Stephens and Braun (1980) 

found that the willingness of teachers to accept 

integration decreased as the grade went up. While Stephens 

and Braun speculate that the complexity of the subject 

matter might be the reason, Ringlaben and Price (1981) 

point out that the elementary teachers in their study 

reported more training around mainstreaming than did the 

secondary teachers. 

With this in mind, the results of a more recent study 

done by York et al. (1992) are surprisingly positive. In 

this study, general educators in middle school describe 

their experiences with integrating children with moderate 

to profound mental retardation. The teachers reported that 

they chose to be involved with the integration because of 

the positive opportunities it had for their students and 

themselves. Some felt that it was a challenge and others 

felt it was their professional responsibility. A large 

majority of these teachers explained that the integrated 

students were involved in all of the activities of the 

class. One of the social studies teachers, however, felt 
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that including the children for the entire length of the 

class was "counterproductive for them" (p. 247) because the 

reading and writing involved left them out and "because of 

this I don't think they ever felt part of the group." (p. 

247). The most difficult aspect of integration for some 

was making decisions about how to include the children. 

Some teachers, however, felt that they had little or no 

difficulty including the students. The authors do not 

mention what subjects these teachers taught, how much 

support or prior training they had from special educators. 

They only note that university personnel provided 

"information" and "technical assistance" (p. 287). 

Nearly ninety percent of these teachers felt that the 

best aspect about integration was the positive reactions of 

the classmates without disabilities. The science teacher 

noted this as an outstanding benefit: 

To see the genuine concern and acceptance of 
these kids and to know that they were seen as a 
real part of the class, (p. 248) 

Almost all of the outcomes that the teachers noted about 

integration were positive. Most mentioned changes in 

themselves and some mentioned that the special educators 

seemed to be "more a part of the school" (p. 248). 

One must keep in mind when examining the results of 

this study that these teachers volunteered for the 

integration in their class, so this sample was far from 

random. It is most probable that this variable had a great 

deal of influence on the results. Again, the support and 
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training that was provided to these teachers in regards to 

integration is not clarified in this article. But their 

comments are similar to those of other teachers who have 

experienced integration (Fredericks et al., 1991; Goodwin & 

Wurzburg, 1987; Searl, Ferguson, & D. Biklen, 1985). The 

fear of the unknown is also mentioned by teachers 

inexperienced with integration. The dramatic turn around 

that many experience in these situations is noted by 

Safford and Rosen (1981). The teacher protested a 

particular child's integration at first saying that 

kindergarten placement appeared to be "totally 

inappropriate" (p. 8). When a behavioral plan was 

implemented, the teacher said that her behavior was being 

changed not the child's. As the student's behavior 

improved the number of positive statements that the teacher 

made increased, for example, "he has developed his own 

personality." The researchers noted that later in the 

school year this teacher referred to this same student as 

"mine" (p. 8). 

The following quote from Brown et al. (1989) points 

out the extent of talent that has been displayed in the few 

teachers who have been permitted to experience integration. 

With experience and training, many regular and 
special education teachers have already learned 
to use their knowledge and expertise in cost- 
efficient, cooperative, and effective ways in 
integrated environments, including regular 
education classrooms; others can too. In 
addition, many teachers would love the 
opportunity to function in integrated classrooms, 
but are not allowed to do so. (p. 10). 
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Perceptions of Parents 

Although it was through the work of many persistent 

parents that integration has become a reality (Berkowitz et 

al. , 19 92; Brown, 1991; Gaylord-Ross, 1989), the 

perceptions that parents have about integration vary 

drastically (Giangreco et al., 1991; McDonnell, 1987). The 

following will attempt to summarize the findings of seven 

studies that examine various aspects of this issue. Two of 

the articles focus on transitions into public schools 

(Hanline & Halvorsen, 1989; Johnson, Chandler, Kerns & 

Fowler, 1986); one compares feelings of parents whose 

children are in integrated preschools to those whose 

children are in segregated preschools (Turnbull & Winton, 

1983); three examine the expectations and satisfaction of 

parents who's children are integrated into elementary 

school classes (McDonnell, 1987; Turnbull, Winton, Blacher, 

& Salkind, 1982; Winton, Turnbull, & Blacher, 1985); and 

one evaluates the parenting goals and perspectives of those 

who's children have dual sensory impairments (Giangreco, et 

al, 1991). The information was gathered via questionnaire 

with Likert scale, as well as face to face, and phone 

semistructured interviews. Ages of children ranged from 

two to twenty-two, and the disabilities ranged from mild to 

severely multiply or intellectually disabled. The studies 

were all done in the U. S. with a diverse socioeconomic 

group of parents from a cross section of states including 
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California, Kansas, Kentucky, Minnesota, N. Carolina, Utah, 

and Vermont. 

Parents of Children with Disabilities 

The wish for a "good life", "home, health, meaningful 

personal relationships, valued activity, and varied 

experiences" (Giangreco et al., 1991, p. 19), are the 

aspirations that most parents would have for their child. 

These were also the priorities expressed in interviews with 

parents of twenty-eight students with dual sensory 

impairments ranging from moderate to severe (Giangreco et 

al., 1991). Although, at the time of the interview most of 

these children, ages three through twenty, were attending 

segregated programs (home-based, day, and residential) some 

were integrated into general education classrooms or 

integrated preschools. All of the parents, however, 

expressed a strong wish for their child to live in a home, 

noting their avoidance of segregated places such as nursing 

homes, large group homes or institutions. A social network 

of people "who care" (p. 18) was a priority, the parents 

noting that the lack of friends a social network was a 

major unmet need. Despite these desires, when the parents 

of children in segregated programs were asked how they 

thought their child would react to moving to an integrated 

class their answers were pessimistic. They predicted that 

their child would 

regress, be neglected or overlooked, be exposed 
to undesirable behaviors, not receive enough 
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proper stimulation, miss his/her classmates, lack 
needed learning opportunities, and that the 
change would be disruptive, (p. 20) 

Ironically, the parents whose children were attending 

integrated classes responded with the same list of concerns 

when they were asked about how they would predict their 

child would do if moved to a segregated classroom! 

The fears or stress from change were voiced even by 

parents who thought their child was ready for the new 

placement (Johnson et al., 1986). Pre-transition concerns 

over 

safety, attitudes of regular education students, 
and staff, program quality, transportation, 
district commitment, and potential for failure 
(p. 489) 

were voiced by parents of children, with special needs, who 

were moving into an integrated classroom (Hanline & 

Halvorsen 1989). They also worried about friendship 

development and lack of role models who have disabilities. 

Despite these concerns, the parents expressed great 

satisfaction with the outcomes of the integration. The 

benefits they mentioned were skill enhancement, social 

skill development, friendships with typical children who 

were positive role models, improved self-esteem in their 

child, and increased admiration for their child by the 

parent. Some parents even felt that the integration had a 

positive effect on their entire family by moving their 

focus away from their child's disability. McDonnell (1987) 

found that parents of children with special needs who are 

in segregated programs had similar concerns about 
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integrated placement as those mentioned above in Johnson et 

al.'s (1986) study. While the parents whose children were 

integrated were overwhelmingly positive about their 

placement, there were a few parents who reported incidents 

of mistreatment and isolation. McDonnell points out that 

the specifics of these incidents were not given, but 

suggests that lack of preparation of staff and students 

could have been the cause. 

The main drawback of integration that was voiced by 

parents of children with and without special needs who 

attended integrated kindergartens was the delivery of 

specialized education (Turnbull, Winton, Blacher, & 

Salkind, 1982). The parents of the nondisabled children 

were concerned that the children with special needs do not 

receive the special, individualized instruction that they 

require. The parents of the children with special needs 

were concerned about the teachers' lack of special 

training. 

A similar study with the same population of parents 

compared the feelings that both groups of parents had about 

the child's kindergarten year (Winton, Turnbull, & Blacher, 

1985). All of the parents identified progress as a goal 

for their child. The emphasis, however, on reading and 

math skills for the typical children was a priority while 

social skill development was stressed by the parents of 

children with disabilities. Even though all of the parents 

were satisfied with the kindness and caring qualities of 
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the teachers, as in the other study, only a small 

percentage of the parents of the children with special 

needs were satisfied with the teacher's training. Also, 

the parents of the children with special needs were not as 

confident as were the parents of typical children that the 

kindergarten was meeting their children's needs. It is 

important to note that both set of parents felt that 

communication with the teacher was a priority. 

A few minor limitations in this study were mainly due 

to difficulties randomizing the selection of the parents of 

children with disabilities. The prevalence of lower socio¬ 

economic status in the parents of children with 

disabilities is noted as well as the important lack of data 

collected on the kindergarten programs and teacher 

training. It is reasonable to speculate that the results 

would be similar even if these weak aspects could be 

eliminated. 

Turnbull and Winton (1983) interviewed parents of 

preschoolers with special needs who were in integrated or 

segregated programs to find out the priorities that they 

had when choosing the preschools. The mothers who chose 

the integrated setting felt exposure to typical peers and 

to the "real world" (p. 57) were most important. The other 

parents chose segregated special education programs because 

they felt a need to have professionals who could assume 

responsibility which would allow these parents to relax and 

focus on their own work. 
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Although it is not possible for professionals to 

understand fully the perspectives of the parents of 

children who have special needs, these studies gave the 

parents a voice that should not be ignored. The results of 

these studies provide an assortment of conflicting 

information. The common themes, however, are the concern 

for what is best for the children and fear of the unknown. 

Change, even when it is in a positive direction, is not 

easy, but communication between teachers and parents 

appears to be an essential need that all parents share. 

Support and information about shared pre-integration fears 

and positive outcomes appears to be essential ingredients 

that all parents need (Hanline & Halvorsen, 1989). 

Parents of Typical Children 

The concerns of the parents of children without 

disabilities could be a significant barrier to the success 

of integration (Orelove, 1978). Orelove hypothesize that 

parents of nondisabled children would be apprehensive about 

integration because they would suspect that the presence of 

a child with a disability may slow down the progress of 

their child. This belief, however, was not supported in a 

study done by Reichart et al. (1989). The parents of 

nondisabled children in this study did not fear academic 

penalties. Instead they had high expectations of social 

benefits for their children. These parents of nondisabled 

children generally did not think that their children would 
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learn negative behaviors, and all but two out of 39 

surveyed did not believe that the self-concept of their 

child would be harmed. The majority (69%) of the parents 

of typical children did not agree that children with 

special needs learned better in segregated classrooms. 

They felt that the needs of children with disabilities 

could be met in an integrated setting. 

The (Reichart et al., 1989) sample is relatively 

small. It is also dominated heavily (three to one) on the 

side of parents of children with special needs. It would 

be helpful to see the results of a similar study with a 

larger, more evenly distributed sample. A more open-ended 

questionnaire would also retrieve data that would be more 

descriptive of the parents' beliefs than what was gathered 

with a Likert scale. 

The parents interviewed by Turnbull et al. (1982) 

showed strong support for the social benefits that 

integration had for all of the children. Sixty-five 

percent indicated concern for the possible neglect that 

children with disabilities might suffer in an integrated 

classroom. The concern that nondisabled children might 

pick up negative behaviors or be held back was noted by 

one-quarter of the parents. Three-quarters agreed that 

they were not against integration but they are not prepared 

for it. The authors point out that the results indicate a 

strong need for information about integration, especially 

for parents in low socioeconomic areas. While this study 
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had a larger, more evenly balanced sample, the results 

would also be more descriptive if an open-ended 

questionnaire were used. 

From these studies it appears that time and experience 

with integration have possibly made a positive effect on 

the attitudes of many parents of nondisabled children. It 

is clear from these studies, as in the studies of parents 

of children with special needs, that communication and 

information about integration are important for the success 

of future integration. 

Reactions of Integrated Typical Peers 

It has been assumed by parents (Giangreco et al., 

1991) as well as professionals (Horne, 1985) that 

integration would cause the rejection of children with 

disabilities by nondisabled students. An extensive review 

of the literature (Fredericks, 1992b) found that although 

several studies done in the distant past attempted to 

measure the attitudes that typical children have towards 

children with disabilities whom they have not met, not one 

study that utilizes children who have experienced 

integration indicates that children with disabilities are 

rejected. As noted above, recent studies with children in 

integrated classes demonstrate that typical children 

interact with classmates with disabilities (Hunt, Farron- 

Davis, Beckstead, Curtis, & Goetz 1994) and choose them as 

friends (Daly, 1991). Although the older studies provide 
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evidence that children with special needs in general may 

not be the most popular children in the class (Siperstein & 

Chateillon, 1982), there are also some that indicate they 

can be social stars (Daly, 1991; Marge, 1966; Perlmutter et 

al., 1983; Prillaman, 1981). 

Effects of Integration on Typical Peers 

Proponents of integration believe that interactions 

between children with disabilities and nondisabled children 

positively influence the attitudes and behaviors of all of 

those involved (Kennedy, 1987; W. Stainback, S. Stainback, 

& Jaben, 1981). 

Measurements of the effects of integrating children with 

disabilities and typical peers generally are limited to 

attitudinal scales (Horne, 1985). Attitude changes in the 

positive direction have been noted when children with 

physical disabilities were integrated into elementary 

school classes (Rapier, Adelson, Carey, & Croke, 1972). It 

can not be assumed, however, that this trend would 

necessarily be true for the integration of children with 

disabilities that involve atypical behavior, for example, 

autism. 

McHale and Simeonsson (1980) used an attitude 

questionnaire and adjective-rating scale to examine the 

effects of actual interaction between third and fourth 

graders and children with autism. To the surprise of the 

authors, the attitudes of the third and fourth graders 
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towards autism were positive before interaction, and 

remained so after five days of thirty-minute play periods. 

Another surprise reaction of nondisabled students to 

students with autism in a different elementary school found 

in a anecdotal report (Campbell, Scaturro, & Lickson, 

1982). An experimental class of students with autism was 

about to be eliminated from the building due to the 

reactions individuals had to the unfamiliarity of their 

movements and sounds. Before the final decision was made, 

however, a group of curious eighth grade students (the 

class closest to the segregated classroom) asked if they 

could work with the students with autism. The volunteers 

and teachers felt that the tutoring program that evolved 

was very successful for all of the students. The tutors 

became strong advocates for the students whom they were 

tutoring. As a result of their interest and determined 

efforts, the rest of the children and adults in the school 

learned more about autism and the tutoring program 

expanded. 

A similar implication of contact with children with 

autism was noted by a teacher of nondisabled children who 

had taken part in another volunteer peer tutoring program 

with children with autism. This teacher commented that the 

"slower" children in her class "gained a sense of self" 

from the project (Almond, Rodgers, Krug, 1979, p. 138). 

This feeling was shared by a first grade teacher who had a 

child with autism integrated into her classroom. She felt 
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that this child brought out the best in many of her 

children with low self-esteem (L. Farland, personal 

communication, March 2, 1992). It appears that the 

influence of integration on the attitudes and behaviors of 

nondisabled students should be investigated further. 

The results of a study of an integrated preschool 

indicate that nondisabled children can make average or 

better gains while integrated in a class with children who 

have been described as "autistic like" (Hoyson, Jamieson, & 

Strain, 1984, p. 167). The language development of the 

typical children made better than normative progress in a 

similar preschool program integrated with children with 

autism (Harris, Handleman, Kristoff, Bass, & Gordon, 1990). 

While the gains evidenced in both of these studies could be 

due to the focus on language development and high teacher 

child ratio found in integrated programs, the fact that 

gains were made challenges the fears that autism will hold 

back the progress of the typical peers. 

The opinions of students in grades 6-8 were examined 

in a study done by York et al. (1992). At the end of the 

first year of the implementation of an integration program, 

the nondisabled students in two middle schools were 

questioned about their perceptions of the full integration 

of severely disabled students in their classes. Nearly 90% 

of the nondisabled students felt that integration was a 

good idea; 75% noticed positive changes in their classmates 

with disabilities; and 87% of the students felt that they 
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learned something. Most of the students felt that they had 

learned something about their classmates with disabilities. 

These students indicated that their classmates with 

disabilities were more like themselves then different. As 

one student explained it, "Even retarded kids are normal" 

(p. 253). Other comments indicated acceptance of 

differences: "They can't help them rude things they do, it 

just happens" (p. 254). Although negative comments were 

found, they were a small minority (3.6%). Fifteen percent 

of the respondents felt that they had learned something 

about themselves because of the integration: "It's good 

for us to have him around", "to be more comfortable around 

them," and "to respect others" (p. 254) are some of the 

additional comments that fell in this category. 

Although the results are not clear, there are many 

examples indicating that integration can positively affect 

typical children. During an interview about the results of 

a child with autism being integrated in her class, the 

classroom teacher pointed out that lessons about individual 

differences, self-awareness, and respect are a big part of 

the focus of the anti- drug units the schools are using 

today (Fredericks, 1992a). It appears that many of the 

benefits of integration may not have been identified or 

examined in past research. 
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Studies of the Integration of Children with Autism 
into General Education Classrooms 

Despite the criticism of arguments in favor of 

integrating children with autism (Simpson & Sasso, 1992; 

Zigler & Hodapp, 1987) there is a severe scarcity of 

research on the subject. The only controlled study that 

specifically examined the integration of a child with 

autism into an actual elementary school class was done by 

Russo and Koegel (1977). 

In this study a five-year-old girl with autism was 

enrolled in her neighborhood kindergarten class. The class 

had one teacher, a teacher's aid, and 20 to 30 children. 

Upon admission into class the child spent most of her time 

visually stimulating herself with her fingers or twirling a 

large feather, a flower, or a handkerchief. She rarely 

interacted with anyone except to ask for water or a tissue. 

She screamed and withdrew if she did not get what she 

requested. The school administration found this to be 

objectionable, so they permitted the child to stay in the 

class only if these behaviors stopped. 

A therapist and an observer who recorded behavior were 

added to the classroom. Three behaviors were selected to 

be targeted: (a) social behavior, (b) self-stimulation, and 

(c) verbal response to command. The child was reinforced 

with tokens that were turned in for food. Using a multiple 

baseline across behaviors design, her social interactions 

were reinforced first, then her self-stimulation was 

diminished by restraint, a loud "NO," the removal of a 
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token, and verbal praise for the cessation of self- 

stimulation, and finally, her verbal responses to commands 

were rewarded with a token. All of these procedures were 

initially done by the therapist until the teacher was 

trained. The therapist was then gradually faded out. The 

child responded to the behavior plan for all three 

behaviors, for both the therapist and the teacher. She 

continued to improve in kindergarten and began first grade 

with a different teacher. Some of the problematic 

behaviors reoccurred until this teacher was trained to use 

the same method. The child continued successfully in 

second and third grade with different teachers. The 

authors do not mention if these teachers were trained to 

use the reward system. 

The results of Russo and Koegel's (1977) study 

indicate that with planning, support, and training it is 

feasible to integrate a child with behaviors and skill 

levels that are typically viewed as inappropriate for 

kindergarten. The results of this study also emphasize the 

need for careful planning and ongoing training and support 

for the classroom teacher and whomever else is working with 

the child. 

Although this article provides information about the 

feasibility of integration that was way ahead of its time, 

the lack of information about the details of the 

ramifications of this program is frustrating. The only 

clue about the teacher's views about the integration 
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program is the statement that the kindergarten teacher 

recommended promotion into first grade. The article does 

not mention the degree of participation that the child with 

autism had in the class. The reactions of the child's 

classmates are not included, and the academic skill levels 

of the child with autism is not discussed. The information 

that is provided is merely the frequency count of the three 

targeted behaviors. While the charts of the behavior 

changes are very impressive, the day-to-day details that 

are important to teachers, school officials and parents who 

are considering integration, are absent. 

These details about integration in general are found 

in the previously mentioned qualitative studies (D. Biklen, 

1985; Ford & Davern, 1989). Children with autism are 

included in these studies but are never the sole focus. 

The only other study found that specifically examined the 

integration of students with autism in regular education 

was done by Ferguson (1992). This study took place during 

the first year of a high school integration project. Out 

of six closely studied students, only two were actually 

attending integrated classes. The other students were 

integrated only in the lunch room, weight room, and the 

halls. The results, however, include details that are 

telling of many of the issues surrounding integration which 

must be addressed and studied further. 

Initially the faculty had many questions that revolved 

around their lack of experience and understanding about 
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autism ("What's wrong with them in the first place?", "Why- 

do they look at their fingers?", and "What can we be 

expected to do with them?") and about their fears ("Are 

they dangerous?") (p. 157). The coordinator of the 

integration of these children reported that he was grateful 

to get questions to answer rather than to find out later 

about concerns that were never brought up. One example of 

a problem was the uneasy feelings that teachers had about 

the one student with autism who examined the neck ties of 

the male teachers. The distress that this behavior of 

"checking out their labels" (p. 157) as the student 

described it, was dealt with only because the coordinator 

found out about it by chance. He explained that 

I want people to tell me right away about those 
things so I can nip them in the bud. (p. 157) 

Another problem teachers voiced was the feeling that 

some children with other special needs were "dumped" (p. 

157) into their room without any information about their 

skills and needs. The teachers in subjects commonly chosen 

for integration, for example, home economics, were afraid 

that the "brighter" (p. 158) typical students were avoiding 

their classes because of the association with special 

needs. The faculty who had the support of the coordinator 

of the children with autism, however, reported satisfaction 

with the results of the integration. The coordinators of 

the program felt that providing ongoing information about 

their students, formally and informally, helped with the 

acceptance of their students. Promoting an attitude of 
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openness between faculty members was important. The 

principal noted that the participation of these special 

education teachers as coaches of after school sports made 

them “part of the faculty" (p. 160). The principal felt 

that this helped. 

By "joining" the faculty, being available and open to 

other teachers, and by going along with the teachers' 

ideas, instead of forcing his own, the coordinator felt he 

was able to "break down doors without alienating people" 

(p. 161). His long range goal was not to create a new 

specialized service delivery system in the school, but 

rather to get outside consultants that will help the school 

learn how to adapt the existing services to meet his 

children's needs. He felt that this plan would encourage 

the teachers to be self-sufficient. When things got tough, 

his attitude was to take it one step at a time, relying on 

his belief that "there is no way six kids could come in and 

upset a school with a thousand plus students" (p. 161). 

Although, in the beginning of the year some of the 

typical students did react with fear towards the children 

with special needs, by the end of the year that was rare. 

Even though the study reported no examples of interactions 

between the students with autism and the typical students, 

autism information sessions in general education classes 

produced student volunteers. The general mood of the 

students was acceptance. One student commented, "I don't 

see any reason why they shouldn't be here" (p. 159). 
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Summary 

In summary, the literature review leaves the reader 

with conflicting information. Although integration is 

more natural than busing children to segregated schools and 

despite the fact that integration is being done 

successfully in many schools in North America, those who 

oppose integration claim that the benefits of integration 

are merely theory. Many ask for what they refer to as 

"scientifically" based evidence (Simpson & Sasso, 1992, p. 

7) of the benefits. Examination of the results of 

empirical studies provides the following information: 

(a) Spontaneous interactions occur in full-inclusion 

classrooms for children with mild as well as severe 

disabilities (Evans et al., 1992; Hunt et al., 1994). 

These interactions generalize to outside of the classroom 

(Kennedy & Itkonen, 1994). Children with special needs can 

be popular (Daly, 1991; Evans et al., 1992). 

(b) Untrained nondisabled children have been able to 

adjust their interaction skills to the appropriate levels 

to play with children with autism (Lord & Hopkins, 1986; 

McHale, 1983). Children with disabilities have made 

generalized gains as a result of interactions with children 

without disabilities (Lord & Hopkins, 1986). 

(c) The attitudes of nondisabled students towards 

students with autism have remained positive even after they 

have had interactions with them (McHale & Simeonsson, 
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1980). Nondisabled students have positive attitudes about 

integration (York et al., 1992). 

(d) Many teachers do not feel adequately prepared for 

integration (Ringlaben & Price, 1981), but they are willing 

to make adaptations depending on the amount of time these 

adaptations take (Schumm & Vaughn, 1991). Teachers who 

have had children with severe disabilities integrated in 

their classes feel that the most beneficial aspect of 

inclusion was the positive effects it had on the 

nondisabled students (York et al., 1992). 

(e) Although parents whose children have been 

integrated are overwhelmingly positive about their 

placement, some are concerned about the delivery of 

specialized education in these settings (Johnson et al., 

1986; Turnbull, Winton, Blacher, & Salkind, 1982). The 

progress of their children as well as communication with 

their children's teachers is a priority of parents of 

children with and without disabilities (Winton, Turnbull, & 

Blacher, 1985 ) . 

(f) Parents of typical children are aware of the 

social benefits of integration (Reichart et al., 1989; 

Turnbull et al., 1982), but some have questions about the 

neglect that their children may suffer as a result of 

integration (Turnbull et al., 1982). 

(g) Children with severe autism can make significant 

progress when included in a general education classroom 
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when the teacher is given sufficient training and support 

(Russo & Koegel, 1977). 

Despite the results of these studies the concept of 

integration for children with autism continues to be 

questioned (Rimland, 1994). Even though available evidence 

from the only controlled study that can be found 

specifically about a child with autism who is fully 

integrated indicates a drastic improvement in the behavior 

of the child, the critics of integration never acknowledge 

this or any other related data (Simpson & Sasso, 1992). 

Individuals experienced in the classroom as well as in 

the libraries of universities know that research journals 

rarely address the present needs of educators (Meyer & 

Evans, 1993; Richards, 1985). Many schools have been 

including children with severe disabilities for years but 

the practical literature available on the necessary skills 

needed for this is scarce. 

This study is an attempt to illustrate what happened 

when one child with autism was integrated into a general 

education class. The information gathered may be helpful 

for those schools that will be integrating children who 

have challenging educational and behavioral needs. It may 

also shed light on the characteristics that play a role in 

how people understand integration, characteristics which 

researchers can investigate more thoroughly. 
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Statement of the Question 

The Question: How is the integration of a student with 

autism conceived and understood by the key participants in 

the student's program? This question is asked because, as 

stated above, there is little research information on this 

topic. 

Those who are skeptical of the feasibility and 
efficacy of integrating disabled students in general 
education programs repeatedly point to the lack of a 

research base on the programming characteristics and 
effects of integrating disabled students in regular 
classes. (Wang & Baker, 1985, p. 540). 

The definition of autism remains controversial 

(Schreibman, 1988). The degree to which autism affects 

each individual varies greatly (Smith, 1990). Koegel, Egel 

and Dunlap (1980) point out that the definition describes a 

syndrome (p. 260) in which all of the characteristics need 

not be present in every case. Therefore, each individual 

with autism behaves very differently from other individuals 

who have been diagnosed as having autism. The behaviors 

typically associated with autism have prevented individuals 

with the disability from fully integrating into the 

mainstream of society (Smith, 1990). 

It is important to understand how the adults who were 

involved in this project define this disability so the 

readers can have a clear view of the perceptions that these 

participants have of the disability. This dissertation 

will document the impressions that have driven the changes 

in people's construction of autism as a phenomenon that is 

clearly misunderstood in today's society. Clarification of 
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the meaning of autism is necessary because autism has 

historically been one of those syndromes about which it is 

difficult to reach and maintain a shared a definition, even 

among professionals. 

Over the years the terms mainstreaming and integration 

have been used interchangeably to describe programs that 

differ drastically in the amount of time and actual 

participation that the student with special needs spends in 

a general education classroom (Almond, Rodgers, & Krug, 

1979; Sasso, Simpson, & Novak, 1985). This participation 

can include or exclude academic, social, and emotional 

involvement in general education classes. The label 

"integrated" (Quill, 1990, p. 1) has been used for programs 

in which segregated classes of children with autism are 

housed in a public school, with a schedule that revolves 

primarily around a "home room" (p. 15) with pull out time 

in which some of the higher functioning children leave the 

group to attend art, music, physical education, lunch and 

recess with the students in regular education. The lack of 

actual inclusion in the general education class has been a 

criticism of many who have examined mainstreamed programs 

(Ford & Davern, 1989; Schnorr, 1990). Thus it is important 

to understand how the participants in this study understand 

the construct of integration before examining the impact of 

programs in which children who have autism are integrated. 

How the student with autism sees himself in this 

class is another important issue investigated in this 
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study. Although the perceptions of individuals with 

disabilities can be difficult to explore (S. K. Biklen & 

Moseley, 1988) it is a topic that needs to be examined. 

The isolation that children can suffer when they are 

physically "mainstreamed” in the classroom but included in 

the class has been noted (D. Biklen, 1985). Mesibov (1990) 

notes that integration can lead to decrease in involvement 

in social activities. Parents of children with special 

needs are often concerned about the way other children will 

treat their child (Hanline, 1988). Although 

autobiographies by individuals with autism (Barron & 

Barron, 1992; Grandin & Scariano, 1986; McDonnell, 1993; 

Williams, 1992) discuss a few of the details of personal 

frustrations in school, at this point the perceptions of an 

integrated child with autism have not been formally 

examined in any published studies. 

The logistics and feasibility of including children 

with autism can be threatening for those who have not 

already had actual experience with it (Fredericks et al. , 

1991). Visions of chaos or radical curriculum changes are 

sometimes anticipated. Although Knoblock and Harootunian 

(1989) assert that the inclusion of a child with 

significant needs does not change the curriculum or program 

of the typical student, it is difficult to imagine how this 

can be true. 

Approximately 80% of children with autism score within 

the retarded range in traditionally administered IQ tests 
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(APA, 1987). The child with academic skills that are below 

average does not fit easily in the standard elementary 

curriculum of many American classrooms. Ford and Sapon- 

Shevin (1991) have described creative changes that 

individualize the curriculum of a typical class in order to 

meet the unique needs of a child with a severe disability; 

the perceptions of the actual participants in such a 

classroom, however, may differ greatly from those who 

promote these changes. 

Physical placement of a child with special needs in a 

regular classroom does not guarantee that that child is an 

accepted member of that class (Schnorr, 1990). The details 

of social and educational inclusion and the way that they 

are carried out can continue to separate and isolate the 

child within that classroom (D. Biklen, 1985). 

Positive attitudes of all of the individuals involved 

are important for the success of the integration of 

children with special needs into general education classes 

(W. Stainback & S. Stainback, 1989a), yet many of those key 

individuals may lack knowledge about several elements of 

integration (D. Biklen & Taylor, 1985). For example, the 

parents of children with special needs are often concerned 

about their child's care in a non-special program before 

placement occurs (Hanline, 1988; Zigler & Hodapp, 1987), 

about the progress their child will attain in an integrated 

setting (Winton, Turnbull, & Blancher, 1985), and the mixed 
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reactions of the parents of typical classmates (D. Biklen 

et al., 1987 ) . 

Questions exist about the reactions that general 

education classmates will have to children with autism. 

Zigler and Hodapp (1987) predict from their analysis of the 

literature that typical children will not interact with 

children with autism. They also suggest that typical 

children will '’stigmatize" (p. 670) students with autism. 

Research demonstrates, however, that the attitudes of peers 

who have been prepared for integration are positive and 

accepting (McHale & Simeonsson, 1980; Voeltz, 1980): 

...whatever the chain of events, success is 
unlikely unless an understanding is gained of the 
potential advantages for all students 
participating in the educational mainstream and 
unless key school personnel and parents 
demonstrate acceptance, support, and commitment. 
(W. Stainback & S. Stainback, 1989a p. 71). 

The role that a typical student in an elementary class 

sees him/herself playing has been examined by Schnorr 

(1990). The themes of "where you belong," "what you do," 

and "with whom you play" were common ways that six-year-old 

students defined what it means to be a "first grader". 

These findings indicated a significant difference between 

the definitions that the students had of what it means to 

be part of the class and the teacher's actual focus in 

including a child with special needs in the class. 

Awareness of the children's definitions of class membership 

is crucial because acceptance by classmates is one of the 
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most important factors in the socialization processes 

involved in integration. 

The literature in favor of integration claims that 

interactions with children who have disabilities benefit 

typical children (Knoblock & Harootunian, 1989). This 

belief, however, has been questioned by other professionals 

(Simpson & Sasso, 1992; Zigler & Hodapp, 1987). One study 

indicates there may be measurable social benefits for the 

typical children (Costello, 1991/1992). In a larger study 

examining effects of the first year of integration in 52 

schools, no measurable negative effects were found (Osbeck, 

1991). In fact, this researcher found that during the 

first year of integration the achievement scores of the 

typical children went up. Another study revealed no 

statistically significant differences between academic 

scores of typical students who were in integrated classes 

as compared to those who were not (Sharpe, York, & Knight, 

1994). 

Both benefits and detriments that integration can have 

for children with autism are also questioned by some 

individuals experienced with autism (Mesibov, 1990; Simpson 

& Sasso, 1992; D. A. Torisky, personal communication, 

November 21, 1991; Zigler & Hodapp, 1987). This complex 

controversy has led to divisions in the broad field of 

autism (Rimland, 1994). 

This study attempts to closely examine the experience 

of one individual in one classroom in one school in the 
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United States. The events that occur in such a classroom, 

and the views of those who participate in those events will 

provide a brief but multidimensional view of integration. 

The results of this study can be used to help clarify the 

direction that future research should take. 
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CHAPTER III 

METHODOLOGY 

Assumptions of the Researcher 

The field of autism is full of controversy. The 

reader should be aware that I feel very strongly about the 

way children are educated. Through 14 years of research, 

intensive literature reviews, and direct experience with 

children who have autism I have found no scientific 

evidence that indicates that children with autism benefit 

in any way from the seclusion and isolation that has been 

forced on them in the past. I have observed the benefits 

of integration of children with autism in numerous school 

systems. I assume that integration benefits everyone when 

it is done'well. The question of how to implement it well 

is still being explored all over the world. This study was 

an attempt to document the experiences and impressions of a 

few individuals with whom I was unfamiliar, in one school 

that was integrating a child with autism. 

The Participants 

This study involves six major participants (see Table 

1). The student, Karl Jones, who is the focus of this case 

study, received an independent diagnosis of autism at age 

seven. Karl was originally diagnosed to have brain damage 

at 18 months and attended an early intervention program. 

At age three he was enrolled in a self-contained classroom 
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Table 1 

Educational Staff Participants 

PARTICIPANT ROLE DEGREE OR 
CERTIFICATE(S) 

YEARS IN 
POSITION 

Clara 
Thomas 

Classroom 
Teacher 

Masters in Reading, 
certified in Reading, 
Elementary Education, 
Special Education, 
Secondary English, 
Reading Supervisor 

5 

Alison 
Oliver 

1—to—1 
Integra¬ 
tion 
Assistant 

1 semester short 
of a Bachelors 
in Elementary 
Education 

1 

Isabelle 
Conners 

Consultant Masters in Special 
Education, certified 
in Special Education 
& Elementary 
Education 

2 

Peter 
James 

Physical 
Education 
Teacher 

Bachelors in 
Movement Science, 
Sports and Leisure 
Studies 
certified in 
Physical Education 

1 

Ann 
Morgan 

Music 
Teacher 

Bachelors & 
certified in 
Music Education 

23 

Continued, next page 
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Table 1—continued: 

PARTICIPANT ROLE DEGREE OR 
CERTIFICATE(S) 

YEARS IN 
POSITION 

Victor Vice Bachelors in 5 
Prince Principal Education, 

certified in 
Elementary, 
Secondary 
Geography, 
English, 
Elementary 
& Secondary 
Principal 

Samantha Special Masters & 8 
Edwards Education 

Director 
certified in 
Elementary, C.A.G.S. 
& certified in 
Supervision, 
& Special Education 

in a collaborative program in which he stayed for four 

years before entering first grade at age seven. His 

behavior in the collaborative was described as 

noncompliant, with acts of aggression. He reportedly 

crawled around, spit, pulled hair, and sometimes bit. When 

he did not get what he wanted he protested with a tantrum. 

His speech was topic rigid, focusing mainly on only a few 

subjects, especially wrestling and politics. He was prone 

to tactile defensiveness, and if he was given free time he 

would choose to walk back and forth and flap his arms. At 

age seven, Karl left the collaborative and was fully 

integrated into a first grade classroom in his neighborhood 

school. 
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From the above information it can be concluded that 

Karl's profile fits the five characteristics of autism 

(Ritvo & Freeman, 1978; Schreibman, 1988) (see definition 

in glossary). At the time that this study took place Karl 

was 10 years old. His IEP (individualized education plan) 

for the year describes him as generally cooperative. It 

explains that he needed verbal prompting to complete multi- 

step activities such as getting ready to work: unzipping 

his coat, taking it off, hanging it up, hanging up his 

backpack, coming into the classroom and sitting at his 

desk. He was able to dictate stories about familiar people 

and events and could type them out on the computer with an 

adapted keyboard. He was able to answer many comprehension 

questions when fourth grade level material was read to him 

but his reading ability was limited to identifying letters. 

He was very social with adults and classmates. 

One reason I selected Karl as the major participant 

was that his classroom situation fits the definition of 

integration used in this study. Another reason for 

choosing Karl was that I was not acquainted with him, his 

family, or any personnel in the school system before the 

study. I, therefore, would begin the study without 

specific expectations. I initially met Karl's mother at a 

workshop about integration, then arranged to observed his 

program in third grade to see if it fit my definition of 

integration. After speaking to the integration consultant 

about plans for Karl's fourth grade program I was satisfied 
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that Karl's classroom would be an appropriate location for 

this study because his placement fit my definition of 

integration even though the entire school was not utilizing 

an inclusive model. I then contacted the special education 

director to begin the procedures to obtain consent from 

participants as well as the school administration. 

The remainder of this section describes the 

individuals who were interviewed for this project. 

Included is a brief description of each participant's 

background and his or her role in Karl's integration at the 

time of the study. The names of the participants and the 

name of the town in which the study took place have been 

changed. Participant consent was secured voluntarily 

through a signature on a participant consent form (see 

Appendix A for examples of participant consent forms). 

(a) Classroom Teacher: Clara Thomas is an energetic, 

quick-witted woman with 15 years of teaching experience. 

At the time of the study, she had just returned to teaching 

after five years of operating her own business. She 

previously taught fifth grade for five years and special 

education for ten. Eight of these years were spent in a 

language arts class in a school for grades seven through 

twelve. She spent two of these years in a self-contained 

class for seventh and eighth graders. During the year of 

the present study, she was responsible for a self-contained 

fourth grade class of 30 children. 

72 



(b) One-to-one Integration Assistant: Alison Oliver 

(Mrs.0) is an active, dedicated mother and Girl Scout 

leader who has been working as a teaching assistant in 

various settings for the past three years. Following work 

as a substitute for other one-to-one integration 

assistants, and working in the preschool, she was assigned 

to work with Karl in September of this school year. 

Although her position is on a paraprofessional level, she 

had some professional training. She nearly completed a 

teacher training program in college, although an illness at 

the end of her senior year student teaching prevented her 

from acquiring an early childhood teacher certification. 

After college, Alison taught preschool for two years and 

then stayed at home with her two children for ten years. 

She is primarily responsible for one-to-one individualized 

adaptation and instruction of Karl in the classroom as well 

as assisting the classroom teacher when appropriate. 

(c) Integration Consultant: Isabelle Conners is a 

former special education teacher with training and 

certification in elementary education and moderate and 

severe special education. She has had twelve years of 

classroom experience, the last three of which were in an 

integrated setting. She has been a consultant to this 

school for the past three years and has been coordinating 

Karl's integration since he began second grade. This task 

includes designing his integration plan, training his one- 

to-one integration assistant, writing his IEP, and 
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organizing and running monthly meetings with his TEAM. 

Isabelle consults with the school two or three days a week. 

She is also responsible for the integration of two other 

students with severe special needs. 

(d) Vice Principal: Victor Prince has been working 

for the Appletown school system for 23 years. He became 

Vice Principal of the Middle School five years ago, after 

teaching fourth, fifth and sixth grade. As Karl's fourth 

grade class is housed in the Middle School, Mr. Prince has 

more direct contact with him than the elementary principal. 

Before Karl started fourth grade his education TEAM decided 

that Mr. Prince would be the on site authority figure, 

responsible for reinforcing Karl's individual disciplinary 

program, when his teacher or one-to-one integration 

assistant felt he needed outside input. In Mr. Prince's 

own terms he is the "heavy" when Karl is not following the 

rules (Interview - 5/6/93). 

(e) Special Education Director: Samantha Edwards has 

been the director of special education in this school 

system for eight years. She began her career in education 

teaching elementary grades for five years, then did 

specialized reading classes for four years. She next 

worked in administration of special education for 18 years. 

Her role in Karl's integration, she believed, is to provide 

indirect support to TEAM members, functioning as the "paper 

shuffler" for his program (Interview - 4/23/93). 
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(f) Karl's parents: Howard and Elizabeth Jones are 

the parents of three children. Karl is the oldest, 

followed by Kenny, aged nine, and Sally, aged four. Howard 

is an engineer and Elizabeth is a speech and language 

pathologist who works for the Appletown school system. 

Elizabeth has done most of the leg work for Karl's program, 

that is, writing in the daily notebook and attending all of 

the monthly meetings. Howard supports her efforts with 

emotional backing, shares in the reading of relevant 

literature, and provides child care so that Elizabeth can 

attend the monthly meetings. Howard does, however, attend 

the yearly IEP TEAM meeting, as well as any other meetings 

the couple decides are important for joint participation. 

The remainder of the participants taking part in this 

study, adults and children who have been affected directly 

or indirectly by Karl's integration and who are not 

typically on the education TEAM of a student with autism, 

include the teachers who instruct what are known as 

"specials" (physical education and music) and Karl's 

classmates. These participants were observed and 

interviewed. 

(g) The Physical Education Teacher: Peter James 

recently graduated from a local college. Peter did his 

student teaching at Appletown Middle School. 

(h) The Music Teacher: Ann Morgan has been teaching 

music for 25 years. Ann has recently been studying 

computers and multiculturalism. 
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Although observations were made of the entire class, 

only two of Karl's classmates and their parents were 

interviewed. These classmates were chosen with the help of 

the classroom teacher. Both of these students were 

selected from my list of six students who chose to spend 

the most time with Karl during observations. I presented 

the list to the teacher and principal. The classroom 

teacher made the initial contact, and the first two parents 

whom she called agreed to participate. 

(i) Laurie Summers: Laurie is a ten year old 

classmate of Karl. She is a friendly child whose main 

interest in fourth grade was her friends and one year old 

show dog. Laurie's parents, Courtney and George Summers, 

both volunteered to be interviewed. Courtney is a 

secretary and George is a teacher in another school system. 

(j) Willie Hepler: Willie, another ten year old 

classmate of Karl, was also interviewed. Willie's 

sarcastic sense of humor as well as his kindness toward 

other students stood out through many of the observations. 

Willie's mother, Angela Hepler, who is a full-time 

homemaker with five sons, volunteered to be interviewed. 

Willie's father did not volunteer. 

I observed Karl with his 30 classmates, an assembly 

with other fourth grade classes, and lunch with Karl's 

fourth grade class and fifth grade classes. I also 

observed a few fleeting observations of other children and 

faculty in the halls and in the library. I also had a few 
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brief and informal conversations with other teachers, 

paraprofessionals, and support staff. 

Setting 

Appletown is a small but growing rural New England 

town of about 10,000 residents. The Appletown Middle 

School is a large school serving all of the fifth through 

eighth grade students. Recent growth in the town has 

caused a serious overcrowding problem in the schools. 

During the year that the study took place a fourth grade 

class was housed in the middle school because there was no 

room in the town's seven elementary schools. The addition 

of the fourth grade class brought the total number of 

students attending Appletown Middle School up to 750. The 

total educational staff is about 50 people. 

Appletown Middle School building is seven years old. 

It is a large, modern, one story building set back behind a 

parking area in a large field flanked by tennis courts, a 

soccer and football fields. A visitor's first entry 

through one of the several doors that line the front 

entrance gives the initial feeling of entering a labyrinth 

of carpeted hallways that all look the same sparkling 

clean, brand new and exceedingly long. The wide, brightly 

lit and rarely empty hallways always hold at least one 

friendly student or teacher willing to direct a puzzled 

looking visitor who appears lost in the maze. 
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The main office is situated directly across from the 

main entrance. Although the activity level in the school's 

hub is significant enough to keep three office staff, a 

principal, and vice principal extremely busy, a friendly 

personal feeling prevails. During the busiest times of the 

day, one staff member might help a child call a parent at 

work or locate a lost lunch box while the others operate 

the complex busing system—one adult standing outside the 

building using a walkie-talkie to communicate with an adult 

in the office who announces instructions over the school¬ 

wide intercom about which of the 18 buses is now loading. 

This bustling center of activity is a far cry from the 

original one room schools characteristic of this area of 

the state, in which one teacher was responsible for every 

part of the school day including building the fire, 

teaching, and sweeping up after a handful of children 

(Shaw, 1968). 

The Classroom 

The fourth grade classroom is located directly behind 

the office, across from the back door of the Vice 

Principal's office. It is the closest classroom to the 

front entrance. Mr. Prince explained that it was situated 

there to help the students adjust to being the youngest and 

only students their age in the school. 

The small classroom is quite full, with 30 student 

desks, a desk for the teacher, and a table in the back for 
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the one-to-one integration assistant. Every inch of floor 

and wall space is utilized in the room. Two of the four 

walls have chalk boards, one has a bulletin board and a 

closet, while the outside wall is mostly windows. Posters 

and charts hang on every space that is not covered by a 

bulletin board. The American flag shares the front wall 

with a television monitor that alternates between a 

computerized clock face and a school wide bulletin board. 

The following is a description of the room, which I 

wrote during my first observation, in January at 8 am, an 

hour before class began: 

Ms. Thomas, the classroom teacher, is 

writing on the board. She lists student's names 

under different titles: Social Studies, 

challenge, science. 

On the back wall hangs a computerized banner 

that says: "Ms. Thomas's Fourth Grade Class". On 

another wall is a picture of a dinosaur with the 

words "Good Behavior is Not Extinct". Posted on 

this bulletin board are papers with student's 

names on them. Among the 30 names is "Karl 

Jones". Some students have stickers on their 

card. The number of stickers varies from zero to 

three. Karl has three stickers. Around the 

outside of the bulletin board are black prints 

shaped to look like dinosaur footprints. 
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Another bulletin board, labeled "Homonyms" 

holds sheets of paper with a drawing that looks 

like Walt Disney's rabbit "Thumper" on it. (I 

find out later that this is a drawing of 

Bunnicular, the main character of the book that 

the class just read.) A careful look at these 

drawings reveals words written in different 

patterns all over the rabbit's body. The words 

are, of course, homonyms. 

On another wall hang a number of "Time 

Magazine" covers under the title "Who's Who?"— 

Bill and Hillary Clinton, George Bush, and a 

child from Somalia. 

Under the title of "Practice Makes Perfect" hang 

worksheets of multiplication equations that fit 

into a puzzle. All of the problems with the same 

color have the same answer. I don't see a paper 

with Karl's name on it here. Posters of animals 

hang on the walls, a baboon, a bobcat and a white 

seal. 

A poster of "The World is a Classroom" hangs 

near the blackboard. The first saying is "I've 

learned that most of the things I worry about 

never happen". 

A card with the word phone hangs next to the 

phone. A card with the word blackboard hangs on 

the blackboard. (I find out later that these were 
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hung up for a child who entered the class in 

September without the ability to speak English. ) 

On another bulletin board is a poster chart 

entitled "The Book It Program". A list of 

students includes Karl's name. Each name has 

between one and five checks next to it. Karl's 

name has three checks. 

Piled on one shelf are student magazines, 

the new "Weekly Reader" with Bill Clinton on the 

front page along with "National Geographic World 

Magazine" and "Highlights." 

Two computers and a printer sit on a table 

in the back. The newer Macintosh is turned on 

with a choice of three activities: HyperCard, New 

Math, and the Writing Can. In one corner student 

mailboxes and plastic organizers are stacked with 

papers and games like Scattergories, Scrabble, 

and so forth, sitting on another shelf. The 

teacher's desk is in the center, in front of the 

desks that are set up in a "c" formation with a 

row in front. Two student desks are right next 

to the teacher's. Another table, set up like a 

desk, is in the back right of the room. On that 

table are books, folders and a laminated daily 

schedule. I assume that this is Karl's table. 

(Field Notes - 1/27/93) 
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Data Collection 

This case study combines three forms of qualitative 

data collection: (a) participant observation, (b) 

interviewing, and (c) document analysis. The primary 

reason that I chose this specific triangulated design was 

the high quality of information that is available through a 

combination of data collection methodologies. The 

following section describes in detail each of the three 

utilized forms of data collection. 

Participant Observation in the Classroom 

I spent 26 hours (10 two-hour visits and one 6-hour 

visit) observing and recording classroom activities. In 

this capacity I was able to study the behaviors and 

interactions that occurred in the natural setting (W. 

Stainback & S. Stainback, 1989b). I tried to maintain the 

level of participation in class activities at what Spradley 

(1980) refers to as "moderate participation" (p. 60), in 

which the researcher participates in some activities. 

Through prior experience in classrooms, I believe that it 

is unnatural and nearly impossible to remain uninvolved 

with certain activities when children are involved. While 

the limited time that I was actually in this classroom 

prevented an active participant role, it was beneficial to 

become minimally involved with the class to help me to 

develop a nonthreatening relationship with the 

participants. My involvement included conversations with 
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students and participation in some class activities. 

Although the adult participants were informed about my 

purpose and the topic of my study, the children in the 

class were told that I was "a teacher" who was "considering 

teaching fourth grade". This explanation was given to them 

in order to limit the effects of my presence on their 

"natural" behaviors, including their interactions with 

Karl. 

I recorded my observations by hand in the classroom. 

Later that same day (whenever possible) I transformed these 

written observations into full field notes. 

Interviews 

In conjunction with participant observation I 

conducted interviews. Interviews can enrich and supplement 

observational data because they give the opportunity to ask 

follow-up questions that allow clarification of the 

respondents' answers and behaviors (Marshall & Rossman, 

1989 ) . 

Interviewing allows the researcher to gain a 
deeper understanding of how the participants 
interpret a situation or phenomenon than can be 
gained through observation alone. (W. Stainback & 
S. Stainback, 1989b, p. 273) 

Interviewing is the most effective way of finding out about 

aspects of behavior that cannot be observed, for example, 

an individual's thoughts, feelings, intentions and 

perceptions (Patton, 1980). Some researchers believe that 

interviewing provides high quality, high yield, and cost 
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effective data (Dexter, 1970), however, the personal 

prejudices of novice interviewers can bias the responses of 

interviewees (Pareek & Rao, 1980). The biases of the 

participants as well as the limits of the human memory to 

recall past events can affect the accuracy of their 

responses (Conrath, 1973; Wickesberg, 1968). 

An open-ended list of questions was used in order to 

cover specific points, while also allowing the participants 

to use their own concepts and terms (W. Stainback & S. 

Stainback, 1989b) (see Appendix B for list of questions). 

Participation in the interviews was voluntary. The formal 

interviews were approximately 30 to 60 minutes long, 

depending on the participant's role in Karl's integration 

(e.g., interviews with the children were shorter than the 

interviews with the adults). Follow-up interviews were 

scheduled when necessary. The interviews were tape 

recorded and then I transcribed them. I conducted 

interviews either in a private space in the school or in 

the homes of the parents. 

Examination of School Documents 

In order to collect evidence to compare to the 

information gathered through observation and interviews, I 

gathered information from as many school documents as 

possible. The papers that were examined included some of 

the paper work of the class (work sheets, essays, daily 

journal, tests, reports), Karl's IEP, quarterly progress 
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reports, and report cards. The daily notebook that passed 

between school and home was also examined. This method of 

communication is used in many schools to convey relevant 

information between teacher and parents that the student 

may not be able to verbalize, for example, a success in 

school or lack of sleep the night before. 

Data Analysis 

The data were analyzed through an adapted version of 

Lincoln and Guba's (1985) constant comparative method. 

This method involved breaking the data into small units 

(e.g., guotations from an interview or observation of an 

interaction between two children). These units were then 

coded by source, respondent, site, and episode. For 

example, the following was a unit taken from the interview 

with Laurie: 

I'd tell them he likes to sing. Urn. He's very 

nice and he's usually very calm and he likes to 

sit next you at lunch and talk away, [sighs with 

a smile] (Interview - 6/15/93) 

These units were then sorted into categories that 

eventually, after more sorting and evaluation, were bound 

by a clear, mutually exclusive set of rules for inclusion. 

An example of one of the categories from the present study 

is "Peer Interactions," defined as any observed or reported 

verbal, visual, gestural, or physical exchange that 

occurred between the student with autism and another 
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student. Further data collection was done to provide 

missing information in incomplete categories. Data 

collection and processing procedures ended when the 

categories were clearly discernible, satisfactorily full, 

and effectively synthesized (Grove, 1988). 

Trustworthiness 

I examined each step of data analysis to avoid as much 

researcher bias as possible. The methods I used to check 

for "trustworthiness’1 (Grove, 1988 ) were (a) data 

collection varying in time of collection, space, and 

participant as well as (b) methodological, within, and 

between method triangulation (Denzin, 1989), (c) peer 

debriefing, and (d) member checking. The observations were 

done in different spaces, at different times of the day, on 

different days, over several months with a variety of 

different participants. 

Between method triangulation examples of the 

collection of data through multiple methodologies 

(interviews, observations, and documentary evidence) 

include review of the child's Individualized Education Plan 

(IEP), progress reports, the child's work, and notes 

between home and school. 

Peer debriefing was also used as another 

trustworthiness measure. Disclosing oneself to an 

uninvolved professional peer can serve to "keep the 

inquirer honest" (Lincoln & Guba, 1986, p. 77). Peer 
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debriefing assists the development of a working assertion 

about data. It also tests the research design. A number 

of peer debriefers were consulted during the entire 

project. During the initial phase of the development of 

categories several people provided feedback about the 

clarity of the definitions and parameters of the categories 

as well as the consistency of the data that filled the 

categories. All of these people had experience in 

education and qualitative research. I then chose one main 

peer debriefer to confer with at a minimum of once every 

other week during the second stage of data analysis to help 

discard unsupported categories and clarify supported 

categories. This process was done together as we discussed 

which information would be contained in a category and 

which information did not belong. This peer debriefer had 

access to field notes, information units as well as 

categories and themes. This peer debriefer has a Ph.D. in 

education, has taught in both public school as well as 

college, and has direct experience with inclusion and 

qualitative research. 

The final trustworthiness technique for this research 

was the member check (Lincoln & Guba, 19861) in which I 

presented my interpretation of the data to the participants 

in the study for their feedback on how it fit with their 

perceptions. This method was used informally through 

conversations with the participants that I had throughout 

this study, on days that I was in the school doing field 
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work or interviews. At the end of the data collection all 

of the adult participants filled out a questionnaire which 

was used as a more formal member check (see Appendix D for 

Participant Review Sheet). I hand-delivered the 

questionnaire, briefly explained it, and provided my phone 

number in case anyone had any questions. This 

questionnaire was returned through the mail. I also 

explained that I would be available for questions during my 

last scheduled visit to the classroom. 

The final method that I applied in order to add 

trustworthiness to the methodology was an audit trail 

(Merriam, 1988). This is a clear description of exactly how 

data were collected, how categories were derived, and how 

the decisions were made throughout the inquiry. This 

method presents an outline that permits another researcher 

to plan a similar study (Goetz & LeCompte, 1984). The 

reader must remember, however, that a similar study would 

probably yield different results given the change in 

context and participants (Merriam, 1988). 

The next three chapters are arranged according to 

themes that tied categories together. These themes are the 

participants' definitions and understanding of terms, class 

membership, and important elements of Karl's integration. 
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CHAPTER I V 

HOW THE PARTICIPANTS DEFINE TERMS 

This chapter summarizes how the participants perceived 

the terms autism and integration. Also discussed within 

the chapter are the participants' conceptions of Karl with 

respect to their perceptions of the definition of autism, 

as well as their conceptions of integration in light of 

Karl's participation in this school. It is important for 

the reader to understand how the participants make meaning 

of these terms. This allows one to achieve a view that 

combines the etic view (the researcher's) along with the 

emic view (of the participants). The inclusion of the 

participant viewpoint can help to avoid the research 

perspective that often includes categories and rules that 

are alien to the participants as well as the analysis of 

events that the participants could find "inappropriate or 

meaningless" (Harris, 1979 p. 32). For example, without 

interviewing the participants in this study one may assume 

that the word "autism" was meaningful to the children in 

Karl's classroom. This was not the case in this study. A 

researcher who merely observed the classroom might have 

assume that the children noted Karl's differences as Karl's 

primary characteristics. The data from the interviews 

indicate otherwise. 
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Definitions of Autism 

Except for Karl, his parents, and Isabelle Conners 

(integration consultant) few of the participants had much 

direct experience with anyone who had been formally 

diagnosed with autism prior to working with Karl this year. 

Thus, participant understanding about what autism is 

varied, almost as much as the current beliefs about autism 

among professionals and others who specialize in this 

disability, for example, well-read parents of individuals 

with autism and adult individuals who have autism who have 

written books and articles about the disability. 

Samantha Edwards (special education director) points 

out how much the term has changed over the years: 

The term autism is used much differently now than 

it was 20 years ago. And I think I sort of stick 

to characteristics of autism to include language, 

[pause] interpersonal relations, you know 

academic work and things like that. It's not 

just autism in the older definition. It's 

broadened a lot in terms of its use and what it's 

for. I think we now need to be a little bit more 

specific when we identify somebody as being 

autistic. What are WE talking about? 

(Interview - 4/23/93) (Note: Words that are 

written in capitol letters are those that the 

speaker emphasized.) 
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Participants' definitions of autism fell into the 

categories of physical manifestations, cognitive, 

developmental, and other. 

Physical manifestations of autism (the manifestations 

visible to the human eye) were noted. Some of these 

physical manifestations include hand flapping and muscle 

problems. 

Isabelle Conners: I don't really think about it. 

I mean I work with the kids but I really don't think 

about them as being autistic so urn, I don't even know 

how I would define it, to tell you the truth. I mean 

the kids that I work with, the kids that have a lot 

of perseverative behaviors, a lot of social 

interactive problems, with the exception of Karl who 

happens to be very social, urn a lot of self¬ 

stimulatory body mannerisms, Karl does a lot of hand 

flapping. He walks kind of strangely sometimes. Both 

of these kids are delayed, cognitively delayed. 

(Interview - 5/6/93) 

When asked about autistic-like behaviors that she saw in 

Karl, Alison (his one-to-one integration assistant) 

described: 

Well, his hand motions. Now at the end of the 

year I'm seeing him close in on himself. He's 

just not listening to me or anybody else. He's 

in his own world. He's talking to himself a 

little bit more. I would hear him muttering once 
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a month. But now he's talking to himself. He's 

having quite the conversation. To me he's like 

going inside. . . . Since March we've seen him 

slowly, like stop paying attention, like "whad 

[sic] you say?" He's been off someplace else. 

(Interview - 5/25/93) 

Two of the parents of Karl's classmates described some 

physical characteristics of autism. Mr. Summers, a 

teacher, describes one of the students who has autism who 

is in a class in the school where he teaches: 

His head kind of bobs and his hands go off in the 

wrong direction, and he will say good morning to 

you and that's about it. And from what I 

understand, talking to the staff, he's quite 

intelligent but you'd never know it because he 

can't communicate with you. (Interview - 

6/15/93 ) . 

Mr. Summers goes on to explain that this child does in fact 

communicate through facilitated communication. This is a 

technique that has only become widely used in the United 

States in the last four years (D. Biklen, 1990). 

Angela Hepler (mother of one of Karl's classmates) 

also feels she doesn't know very much about autism. The 

information that she has learned through recent television 

reports focuses on one topic that the experts in the field 

are still learning about control of movement (Bauman, 

1993 ) : 
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That there are a lot of muscle problems more 

physical problems then intellectual problems with 

autism. Things like that. That's all I know. 

(Interview - 6/16/93) 

It is only in the last four years that severe motor 

problems have been associated with autism (Donnellan, 

1992). Peter James, the physical education teacher also 

mentions the difficulties that Karl has with motor skills 

when he was asked how Karl fits the definition: 

I don't know if I can define it [autism] myself. 

I just know about the limitations and the 

physical handicaps behind it. But, I just know 

about Karl's problems—he has a problem with 

stiff muscles, he's got a problem keeping his 

hands up cause he's got rigid muscles, and 

flexibility is the thing we try to work on with 

him the most, and of course you've got other 

physical problems as well, but mostly it's just 

flexibility in his hands. Cause it's mainly just 

the physical things that I know about. (Interview 

- 4/28/93) 

Mr. James explained: 

Well, for Karl, obviously, of course he's got his 

habits that everyone's trying to break. The 

students help out though, because whenever he 

does, he has a problem keeping his hands to 

himself. And also, he keeps them up but when he 
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puts them down, he puts them on somebody else, 

and the students help out a lot in terms of 

telling him. He knows, the students know what 

he's supposed to and what he's not supposed to 

do. So it's almost like having more than one 

teacher in the classroom. (Interview - 4/28/93) 

Willie, Karl's classmate, told me how he explained what was 

different about Karl to a new classmate in September. 

Willie's explanation also focuses on Karl's motor abilities 

as well as academic skills: 

I told him, like, he can't move, like he knew a 

lot of stuff, Elias, but he can't do a REAL lot 

of stuff. Like he has trouble with writing and 

urn, at the time he had trouble with reading but 

now he's improved his reading a real lot. 

(Interview - 6/14/93) 

Some of the participants noted that people with autism 

have cognitive (having to do with the brain processes 

including memory, perception, and learning) and 

developmental (cognitive, language, sensory, tactile, 

kinesthetic, social, and emotional skills) differences. 

Karl's mother explains her understanding of the disability 

she is coping with everyday: 

I see it as a brain disfunction. . . . Some sort, 

[pause] that manifests itself in bizarre 

behaviors, . . . behavior problems, I would say 

ranging from moderate to severe. ... I 
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associate it with learning disabilities but I 

suppose that is not with all of them but I 

suppose that is a specific enough definition for 

me. But for me I know I see it developmentally 

delayed or learning disabilities associated with 

it. (Interview - 4/23/93) 

Mr. Jones believed: 

Autism is different in every person that you 

meet. If you had to put a label on it there 

would not be any generic label to put on it 

because some, like for instance, HE [Karl] has 

some other problems as well so it's some type of 

[pause] of damage in the brain that causes one to 

either have an inability to concentrate or make 

visual contact but doesn't impede your ability to 

function. You just don't know what their 

functioning capability is. (Interview - 6/9/93) 

When asked how the definition she had of autism compared 

with what she knows about Karl, Alison (his one-to-one 

integration assistant) replied with a laugh: 

He's an opposite. . . . Opposite from what I 

would call autistic. I mean he so verbal. He's 

so social. I mean he will talk with just about 

anybody. He keeps trying to start conversations 

with people outside his tight little circle, 

outside his classroom and the few teachers he 

knows in the building. He's having a hard time 
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with it but he's trying. He talks to bus 

drivers. He talks to, I mean the nurse is his 

best buddy, now. But that wasn't true in 

September. It's like who are you? Do I have to 

talk to you? But now he jokes with the teachers. 

Seventh and eighth grade teachers, the guidance 

counselor. So I think it's just not the same that 

I would expect from an AUTISTIC, autistically 

labeled child. He talks too much! [laughs] 

(Interview - 5/25/93) 

Clara Thomas, the classroom teacher, sees two basic 

characteristics regarding learning difficulties and 

perseveration when she describes Karl: 

Obviously he's not functioning at his age level 

and he has sometimes a hard time concentrating on 

the task at hand. I think his concentration 

level is different then a regular ed student 

would be. . . . He seems to like hang on to 

certain things that strike his interest and then 

he focuses in on that and it doesn't necessarily 

transfer over to anything. So he just focuses on 

things that catch his fancy. (Interview - 6/9/93) 

Ann Morgan, the music teacher also noted that Karl's short 

attention span is what stood out to her about his 

individual learning style. 

A few of the responses were important, but were placed 

in the category of other responses because there were not 

96 



enough data to form a separate category. Some of the 

participants felt that they had little or no information 

about autism. Mrs. Summers (a parent of one of Karl's 

classmates) candidly admitted her lack of information: 

I don't know anything about it. I've never dealt 

with it, or anybody with it so [pause] ask me 

another guestion. [laughs] (Interview - 6/15/93) 

Summary 

Within the participants' definitions of autism there 

is a mixture of knowledge ranging from little to no 

information mixed with popular stereotypical images of 

children withdrawn in their own world, along with 

information focusing on physiological differences. It is 

clear that many of the participants were aware of the range 

of severity of autism, but some focus on the individuals 

and their strengths and weaknesses rather than on trying to 

come up with a general definition. 

The bits and pieces of information that the 

participants have about autism are not unusual. It appears 

that the information specifically about Karl was more 

important to them than information about his label. In 

fact when I asked Laurie how she would describe Karl, his 

autism did not even come up: 

I'd tell them he likes to sing. Um. He's very 

nice and he's usually very calm and he likes to 
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sit next you at lunch and talk away, [sighs with 

a smile] (Interview - 6/15/93) 

When I asked her what she would say if someone asked her 

what was the matter with Karl (which she said no one ever 

has asked) she replied: 

But if they did I'd say that he has a hard time 

with stuff . . . but Mrs. O helps him with a lot 

of things. Everything. So it's just when Mrs. 0 

helps him it's easier for him. (Interview - 

6/15/93) 

While all of the participants appeared to have 

difficulty answering this question, possibly in fear of 

getting it "wrong", Laurie appeared to have difficulty with 

the point of the question. It is possible that all of the 

participants were reacting to the pointlessness of this 

question because they see Karl as an individual. Karl is 

defined in their minds as what he does and who he is rather 

than how to explain the label that professionals have for a 

category into which he fits. 

Definition of Integration 

As with autism, the term integration is interpreted by 

the participants to have a variety of different meanings. 

This is evident in the words that the participants use to 

describe Karl's education situation and their view of what 

their chosen term means. The three terms that people used 

were mainstreaming, inclusion and integration. 
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Samantha Edwards (special education director) prefers 

to clarify terms: 

We talk about MAINSTREAMING, INCLUSION, and 

INTEGRATION. You find eight people, you've got 

eight different definitions of those three words. 

. . . I would use the term, he is mainstreamed 

[gestures quotation marks] in the regular class. 

He is included and integrated in the regular 

class and he has those kinds of supports that are 

necessary to make his program successful. I 

don't care whether you call it mainstreaming, 

integration or inclusion. I think when you're 

talking about it you have to identify your terms. 

I would call it mainstreaming because I call it 

all mainstreaming here. I don't want to make HIS 

program different than the youngsters that are in 

regular classes and go out for a resource room. 

They are also mainstreamed. If we start trying 

to divide and cut and categorize everything, 

we're making the kid different again, or the 

program different and it's not. We're including 

all youngsters in as many activities as we can. 

(Interview - 4/23/93) 

Despite the term chosen, the primary aspects that come up 

in nearly all of the participants' definitions were 

location and social aspects. 

99 



Location (where the student is physically) was an 

important element in the participants' definitions of 

integration. Ann Morgan (music teacher) describes what she 

sees as mainstreaming in Appletown Middle School: 

Well in this school mainstreaming or integration 

has meant that these children with special needs 

go into certain subjects and not to others, not 

to their academic subjects with the large group. 

But they go to the special subjects and in the 

general schedule. That's my definition of 

integration of special needs kids. (Interview - 

5/28/93) 

Isabelle Conners (integration consultant) has a very 

different view about what integration means: 

The way that we define it here is that the kids 

are fully included in the classroom. They don't 

go anywhere else for any kinds of service. 

Everything is delivered to them in the room with 

the exception of possibly PT you know sometimes 

they might go out to a group for physical therapy 

or OT [occupational therapy]. And then the 

curriculum is as included as we can possibly make 

it and then they'll work on individual curriculum 

but it's always within the space of the 

classroom. (Interview - 5/6/93) 
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Mrs. Hepler (Willie's mother) knew more details about 

some of the individualized adaptations made in Karl's 

integration program: 

I know what Willie has told me, that every year 

he has his helper, his aid [one-to-one 

integration assistant]. And there are times that 

Karl has to go to different classes. I can 

remember Willie telling me that Karl had a class 

to teach him basic, how to brush your teeth 

properly, how to wash your hands properly. 

Things like that. But other than that from what 

I understood he was in the class and worked with 

the kids right along with the rest of the class. 

(Interview - 6/16/93) 

The social aspects of integration (with whom the 

student is interacting) were also consistently mentioned by 

participants. Peter James (physical education teacher) 

emphasizes the social aspect of integration when he 

provides his definition: 

Hopefully it's when someone who is physically or 

mentally handicapped in one way or another is 

able to be moved up into a regular classroom in 

order to try to socialize and try to keep up with 

the students in the regular class. (Interview - 

4/28/93) 
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Alison (Karl's one-to-one integration assistant) states: 

Being with the kids. I mean right in the 

classroom the whole day. Karl goes out a little 

bit because we have a computer that won't fit in 

the classroom. That's the only reason he's out. 

He plays with the kids, eats with the kids. I 

think that's what it is. It's not a kid with his 

own little corner walled off. He's in there with 

them. . . . Social is important to him and that's 

part of being integrated for him is the social. 

(Interview - 5/25/93) 

Clara Thomas, the classroom teacher states: 

I would say that they, that they are put in a 

class with their peers to the maximum potential 

that they can possibly fit in. . . . The only 

thing he's [Karl] really removed for, are things 

he had that are specific to his own needs. You 

know occupational therapy, speech or whatever. 

(Interview - 6/9/93) 

Mrs. Jones (Karl's mother) has strong feelings about the 

meaning of integration. She is the only participant who 

feels that Karl's program does not go far enough to be 

called "truly integrated." She notes the lack of inclusion 

in activities and social interactions that occur outside of 

school: 

We just had this discussion on Saturday. I define 

integration, to me being TRULY integrated is to 
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be TRULY accepted. Not just, like I do now, PUSH 

Karl into Cub Scouts, and tell them this is MY 

RIGHT and Karl should be here and Karl can be 

here and you can't stop me. [laughs] And Karl's 

at drama club at the moment. I pushed Karl into 

drama club. I mean, I've got that kid into more 

things, into gymnastics where he goes this 

afternoon and yeah you could say that's 

integrated but to me it isn't TRULY integrated, 

it's not truly integrated until one of these kids 

from one of these groups calls Karl up and says 

"Do you want to do this or do you want to do 

that?" And then I will tell you Karl's really 

integrated. Right now, yeah, by definition 

probably in the dictionary he is integrated. But 

by my definition he's not integrated yet. 

(Interview - 4/23/93) 

Summary 

Although the participants used different terms to 

describe Karl's program, the main aspects that stood out in 

their definitions centered around the location of Karl in 

the program and the social aspects of his day. These 

aspects stood out because they occurred frequently in the 

part of the interviews that focused on Karl's program. 

This chapter summarized the participants' perception of 

Karl in respect to their perceptions of the definition of 
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autism, as well as their perception of integration in 

relationship to how Karl participates in school. 

Together these views indicate that the definition of 

autism is important to few of the participants other than 

Karl's parents. The only participant who believed that 

Karl's program did not match his or her definition of 

integration is Karl's mother. She feels that he will be 

fully integrated when his interactions with peers occur 

outside of school. 

The definitions that the participants have of autism 

and integration can affect Karl's educational programming. 

Karl's program is designed so that he spends most of his 

school day in his fourth grade classroom, rather than in a 

special education classroom. He rides the regular school 

bus, participates in nearly all class activities, eats 

lunch with his classmates, has recess with his classmates 

and is expected to follow the class rules. Karl's program 

is designed with the objective of including him in the 

fourth grade class in as many ways as possible. 

Karl is in a fourth grade classroom with fourth grade 

students because of the definitions that Karl's educational 

TEAM have about integration. Placement, however, does not 

always result in acceptance. The next chapter will examine 

the conceptions that the participants have about Karl's 

actual membership in this class. 
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CHAPTER V 

CLASS MEMBERSHIP 

Karl was a member of the fourth grade class. 

Throughout all of the observations there was no evidence 

from any student or adult that Karl was not a member of the 

class. His name was included in the class attendance and 

lunch counts. His work was displayed with the rest of the 

class. His name was up on the "deadbeat list" (Field Notes 

- 1/27/93) with the other students who, at that time, owed 

the classroom teacher money. He followed the same rules 

and received the same rewards and penalties associated with 

his behavior as the rest of the students received. He 

interacted, played, and shared private jokes with his 

classmates, Karl proudly took part in the class talent 

show, "read" (actually he had memorized them) his stories 

at the class's author's circle, and even made it into the 

second round in the town's fourth grade spelling bee and 

geography bee. Karl spent approximately 95% of the school 

day with the class. This is far from the case for other 

students who were being mainstreamed, as in Schnorr's 

(1990) study from which the question about class membership 

was taken. Membership in the class seemed an inappropriate 

question to address with Karl's classmates as all of the 

evidence indicated that he was a classmate, rather than a 

part-time visitor. 
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Data on class membership in Schnorr's study were 

gathered through interviews with the students. The 

students in Schnorr's study saw class membership centering 

around (a) the activities in which a student participates, 

(b) the peers with whom the student associates, and (c) the 

classroom where the student •'belongs" which in Schnorr's 

study was determined by the room the student spends the 

most time in (Schnorr, 1990). It appears that, under 

Schnorr's definition, Karl was a member of this class. 

Using Schnorr's findings, in addition to the categories 

derived from the data in this study, the following 

categories are related to class membership: (a) activities 

in which Karl participated (b) the peers with whom Karl 

associated, (c) the changes that occurred in the classroom 

where Karl belonged, (d) the observations that Karl blended 

in, and (e) the perceptions of Karl and others. 

Activities in Which Karl Participated 

Throughout observations, interviews, and written 

material, it is clear that Karl participated alongside his 

classmates in nearly all of the fourth grade activities 

(formal and informal functions in which students 

participated for example, curriculum activities, such as 

reading, language arts, math, social studies, science, 

physical education, and music; rule breaking behavior or 

behavior that does not comply with established school 

rules, such as being noisy in class, as well as non- 

106 



participation). The adaptations that were required to 

permit this participation were made by his one-to-one 

integration assistant, under the advisement of the 

consultant. 

The students who were interviewed see Karl as a 

participant in the fourth grade curriculum. They saw Karl 

doing the same activities that they did and learning the 

same things that they learned. Karl and his classmates had 

similar answers when asked about what fourth graders learn. 

Laurie, Willie, and Karl all mentioned math. When asked 

what a fourth grader learns Laurie also mentioned spelling 

and Willie, grammar. Karl named spelling as being 

difficult but felt that math was easy. Willie also named 

math as easy for him and English as difficult. Laurie, on 

the other hand, felt that spelling was easy and math was 

hard but she still liked math best. 

Willie also mentioned the computer as one of the 

activities that Karl does in school: 

He plays on the computer for math. [pause] ahh. 

• • 

P: Does he do all the same things as the other 

kids? 

W: yeah 

P: All the same things? 

W: Yeah he does a lot of things. He writes 

stories and urn, we have this story. We do 15 

minutes of story and everybody writes a story and 
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Karl writes stories and he reads them to the 

class. And he writes pretty good stories. . . 

(Interview - 6/14/93) 

Both Karl and Willie reported that fourth graders 

learned to "behave,M but also admitted engaging in rule 

breaking behavior. When asked what a fourth grader does in 

Ms. Thomas's class, Willie said "gets in trouble a lot." 

(Interview - 6/14/93). 

When asked about what Karl does in school, Laurie 

noted the one example of non-participation: 

He does the same thing as everybody else. He 

DOESN'T do art. He has speech during art, I 

think. And, during math, he does his math work 

on the computer. (Interview - 6/15/93) 

The decision to schedule Karl's speech and language therapy 

during art class time was made by the TEAM when Alison 

(integration consultant) was away on maternity leave: 

No. He's not in art any more. That's mainly 

because of my inability. I'm not here because I 

had a baby. So I'm only here a short amount of 

time and it would take a lot of time to go in and 

organize the art program for him. That's his 

absolute thing is art. We've debated back and 

forth weather he needs to be there. Why does he 

need to be there? What's the point? His visual 

motor skills are so bad. The projects that they 

do are REALLY difficult. He's extremely 
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resistant to art so you end up with a lot of 

behavior problems around those kinds of subjects. 

If I had been here more I may have pursued it 

more to find out, cause it changed when I wasn't 

here. Apparently there was a conflict with his 

speech and language schedule so they just decided 

that that would be an appropriate thing to do. I 

don't know whether it is or isn't. . . .He'll 

try it next year. Yeah. (Interview - 5/6/93) 

Karl's Interactions with Peers 

Peer interactions are defined here as verbal, 

physical, and visual connections that were observed between 

Karl and his classmates. These three types of interactions 

often overlapped. The occurrence of interactions between 

Karl and his classmates was prominent throughout all 

observations. The following interaction occurred during 

the first observation when the class went to the library: 

In the library students walk around looking at 

books and talking quietly. Karl is walking with 

a tall stocky boy. I can hear both of them 

talking about Super Bowl Sunday. Karl says 

something about the Bills. They walk over to a 

shelf and this boy shows Karl a book. 

Karl, "only one book." 

The boy is explaining the plot [I think]. The 

book is The Quarter Back Dog I hear the boy 
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saying, "He steals the ball." (Field Notes - 

1/27/93) 

These interactions included verbal, visual and sometimes 

physical connections: 

Karl is in the hall. Another girl is talking to 

him and taps him lightly on the arm. 

(Field Notes - 1/27/93) 

Interactions occurred throughout the day, both during class 

time and indoor recess: 

Karl sticks his head in Laurie's hair from 

behind. She turns around and they look at each 

other and laugh. Joyce holds his hand. All 

three look at the book reading chart. They begin 

to play a sort of follow-the-leader game. Karl 

is leader but when they come to a narrow passage 

he moves back and tells them to go first. (Field 

Notes - 1/29/93) 

Interactions also occurred during outdoor recess: 

Karl, Joyce and Laurie run around holding hands 

on the basketball court outside up the stairs, 

down the hills, smiling and talking. (Field Notes 

- 2/10/93) 

The classmates communicated through laughter and 

frustration. In this next observation, classmates shared 

frustration and laughter during a classroom activity 

following a video about the perseverance and positive 

spirit of a woman who did not have any arms: 

110 



Everyone in the class is laughing as they attempt 

to write their name on their papers by holding 

the pencil with their feet. Karl is laughing 

with a girl [Laurie] about the difficulties she 

is having. Karl tries to write and laughs. Mrs. 

0 [his one-to-one integration assistant] laughs. 

One child exclaims in happy frustration "I can't 

even get a letter on the paper!" (Field Notes - 

1/29/93) 

The classmates interact with Karl with patience and answer 

his questions, as is demonstrated in this observation done 

during one indoor recess: 

Karl asks Russell, "are you hot?" 

Russell, "no" 

He asks him something else; then Russell 

explains, "You will just have to go without until 

later. Mr. Prince is ... . He's doing his 

marks." He shakes his head "yes" and Karl listens 

attentively. 

"Next year is September." 

Karl, "Yeah." Shaking his head "yes" and looking 

Russell right in the eyes. 

Russell continues to explain while putting his 

hands on Karl's shoulders. 

Two boys run by. One girl says, "I hate worms. 

Worms are DISGUSTING!" 

Karl, "When are we going to lunch?" 
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Russell, "At 12 o'clock." 

Karl, "lunch in a few hours?" 

Russell, "... after recess." 

Karl asks something I can't make out. 

Russell "Yup!" 

Karl follows Russell around for a few minutes, 

and then asks another boy something. That boy 

shakes his head "no". Karl puts his face right in 

this boy's face to ask another question. The 

child answers. This boy does not appear to be 

deterred by Karl's closeness. I hear the last 

part of the conversation. Karl is asking him 

"Will Carrie Smith be in my class next year?" 

Boy, "Maybe." (Field Notes - 2/24/93) 

The interactions between Karl and his classmates occurred 

in many forms throughout all of the observations. 

Changes in the Classroom 

Other than the addition of his one-to-one integration 

assistant, none of the participants felt that there had 

been any major changes in the classroom because Karl was 

included. Changes are defined here as anything that is 

different in the class as a result of the inclusion of a 

student with autism. The changes noted in this study have 

been categorized as structural adaptations (e.g., the 

addition of a one-to-one integration assistant), 

instructional adaptations (i.e., the changes that teachers 
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have or have not made in the way they teach the class), 

increase in noise (e.g, the conversations between Karl and 

his one-to-one integration assistant), and additional 

teacher attention (i.e., the time that teachers have to 

spend with Karl). From an administrative perspective, 

Samantha Edwards did not know of any major changes made to 

the classroom because of Karl's integration. She saw only 

structural adaptations: 

There's some subtle things. . . . Not MAJOR 

changes in the classroom structure. Those are 

that paperwork thing that needs to be done 

because you can't send him on a field trip and 

say that the aid (one-to-one integration 

assistant) works 9 to 3 and then have the field 

trip last until 4 o'clock. ... So in that 
> 

sense you do those things but I think as far as 

the classroom is concerned, there's not a lot of 

major adaptations. (Interview - 4/23/93) 

Clara Thomas (Karl's fourth grade teacher) did not 

feel that she had made any instructional adaptations. When 

questioned about the changes she made to her teaching to 

accommodate Karl's integration, she answered: 

I haven't made any changes. (Interview - 6/9/93) 

Her student Laurie does not see any changes in teaching 

style compared to other teachers: 
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P: Do you think that Ms. Thomas does anything 

special to help Karl? 

L: That's mostly what Mrs. 0 does. I mean Ms. 

Thomas would help him a lot like, when we go over 

to Pond View School [the school next door] for 

certain things she'll help them up into line and 

where to go but Mrs. 0 mostly. ... No she [Ms. 

Thomas] doesn't do anything different just 

because Karl is in the class. 

P: What about how FAST she teaches. Does she 

change how fast she's teaching? 

L: [Sighs with a slight bit of exasperation 

possibly because this question is ridiculous.] 

It's just at a normal rate. She's teaching 

fractions and then on and on. She doesn't teach 
> 

fast or slow and skip and stuff like that. 

P: You see some people think that when there's 

somebody that has a hard time with things then 

the teacher will teach real slow so that everyone 

else will be bored. 

L: She just teaches rather normal. 

P: What about the rules. Do you think that she 

has special rules because Karl's in the class? 

L: Karl? No I don't think so. She had rules 

that Karl has to follow but they're the same 

rules that we have to follow. (Interview - 

6/15/93) 
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Laurie's classmate Willie gave a response that mirrored 

hers, but with added perception: 

P: Ok. Do you think that Ms. Thomas does anything 

special that helps Karl the way she teaches? 

W: Well the states and capitols thing she got 

Karl and Elias in there. Cause they weren't the 

best but Karl's never been in anything really 

special like a spelling bee so she had him in the 

states and capitols bee. And urn he turned out to 

be really good at it and you know he only knew 

[studied] the sixteen [eastern] states and he got 

knocked out when they went all across the 

country. And he ended up doing pretty good. 

P: Do you think that Ms. Thomas changes the way 

she teaches because Karl's in the class? Does 

she, like if he wasn't in the class do you think 

that she'd talk differently. Do you think she 

talks slower or faster? 

W: No. 

P: What about what she teaches? 

W: No. 

P: What about rules? 

W: When we get in trouble Karl gets in trouble 

too. . . And he'll lose recesses if he's not 

supposed to be talking and he talks. He'll have 

to lose a recess like us so. 

P: So she uses the same rules? 

115 



W: Yeah she uses the same rules. (Interview - 

6/14/93) 

One question that came to mind during observations was 

how the students who sat next to Karl could concentrate 

with the nearly constant whispering of Karl's one-to-one 

integration assistant, or the increase in noise. Clara 

Thomas said she couldn't work there as a student, but she 

and Alison Oliver said that the students that sat next to 

him were strong students, and they have gotten used to it. 

Laurie sat next to Karl and she gave her own opinion: 

P: Did you ever find it was hard to work with 

Mrs. 0 talking next to you to Karl? 

L: In reading it's really hard cause either she 

goes faster than you or slower than you and you 

can't concentrate on your reading but that's all. 

P: . . . But you were able to do your work even 

though? 

L: [Shakes her head yes] 

P: That's something I wondered about. Did you 

ever feel like you wanted to move farther away so 

you could concentrate? 

L: No. (Interview - 6/15/93) 

Mr. Prince provided his opinion about this: 

V: No. It's difficult [pause] in a perfect 

world, would it be better if there were no sounds 

in the classroom while everyone was learning? I 

don't know. That presupposes that everyone else 
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learns the same way. And I don't think that's 

true anyway. And I don't think the literature 

would support that it's true. Some children 

cannot listen to a radio and study and some 

people cannot study without the radio. I mean, 

and once the classroom is comfortable with the 

student is he a disruption when he [does whatever 

it is he does]? I don't think so because I don't 

think they notice it anymore, anymore then they 

notice the kid that taps or the kid that talks to 

himself while they read. Those things get tuned 

out and I think in many instances Karl and his 

behaviors are tuned out and they beco'me, the 

teacher tunes them out too. You can't react to 

everything. You tune out various things from any 

child in a classroom once you've decided that I 

can either fight this kid for the whole year, his 

humming, or I can tune it out. I can fight this 

kid about his pencil tapping or I can tune it 

out. If it's not distracting to everyone else 

then I tune it out in order for things to run 

smoothly. And I think in a lot of ways Karl has 

been tuned out and I don't mean that 

derogatorily. I think that the kinds of 

behaviors that seem to occur quite often get 

tuned out. And I know the aid [one-to-one 

integration assistant] is working on lessening 
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the frequencies and that sort of thing. 

(Interview - 5/6/93) 

The topic of the amount of additional attention 

necessary from the classroom teacher was an issue that I 

asked about. The physical education teacher offered his 

view of how much he has changed his teaching style to 

accommodate Karl's integration: 

Obviously he has special attention during the 

whole class. And I make sure he's where he's 

supposed to be at all times but, urn, in terms of 

adapting the situation for him he seems to be 

able to handle things as much as the other 

students. He doesn't really need . . . 

adaptation in terms of, say the size of the ball 

we use or, urn when we were outside playing soccer 

in the fall he had no trouble playing that. He 

had no trouble playing kick ball, we played kick 

ball the other day. He had no trouble doing 

that. So he doesn't really need much in terms of 

adaptation. . . . Class management is more 

difficult with Karl in the class, only because 

whenever a direction is given most of the class 

will react but you also have to make sure Karl 

gets there. For Karl, hearing a direction and 

doing it are two different things for him so we 

have to take him step by step through that 

process. So it does take up a little bit more 
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class management time, but you know. (Interview - 

4/28/93) 

When I asked how he believed the change in class management 

affected the class he replied: 

I have to say about Karl in class it takes enough 

time that it takes away from each student's 

individual time a little bit. Urn, but it's also 

good for the other students in the class to 

realize that not everybody's the same and 

everybody has certain problems whether they're 

severe or mild and they've accepted him really 

well. So I think that's good for them in a way. 

(Interview - 4/28/93) 

Karl attended physical education classes on his own, 

as a result, Mr. James felt the demand on his attention 

more than Clara Thomas did because she could rely on Alison 

(Karl's one-to-one integration assistant) to watch out for 

Karl. Clara only felt the extra demand on her attention 

when a substitute who didn't know Karl was working with 

him. Problems occurred when Alison was out unexpectedly 

because of illness. One day Clara had to ask Willie to sit 

with Karl until a substitute arrived. Clara noted how 

important it was to have a substitute lined up who was 

experienced with Karl. 

Overall the changes in the classroom had been minimal, 

mostly because of the presence of Karl's one-to-one 

integration assistant. More details of the role of the 
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one-to-one integration assistant will be discussed in 

Chapter VI. 

Karl Blends In 

This next section highlights the extent that Karl 

blends in (defined as physically, socially and behaviorally 

merging) with the fourth grade class. It was surprising to 

find that, despite Karl's height and awkward flowing 

movements (a negative case example of him fitting in 

physically), one of the topics that surfaced throughout 

observations and interviews was the fact that Karl often 

blended into the class and the school. 

Karl often blended in physically. Despite Karl's 

noticeable physical differences from the rest of the 

students in the class, there were several references, in 

observation notes as well as in interviews, of Karl 

blending into the class. One observation about how much 

Karl blended in the school was expressed by Alison Oliver: 

Actually he slipped right in here and I don't 

think he's been noticed by some of the kids. 

Most of the kids, [it] being the end of the 

school year, know who he is, or that kid. He 

just kind of slipped right in. Being the only 

fourth grade class I thought he would really 

stand out. But he stands out as one of those 

fourth graders. Not that kid. I really believe 

that because our fourth grade is a variety of 
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heights and weights and measures and he's one of 

the kids. (Interview - 5/25/93) 

Clara Thomas, his fourth grade teacher, agreed that he 

stood out more as being a fourth grader in the school made 

up primarily of fifth through eighth graders. During 

observations it was often difficult to find him in the 

class. When everyone was standing in line, Karl's height 

made him more obvious. Sometimes his body posture was 

awkward. Despite these physical characteristics, Karl 

often blended in, especially when he keyed into the 

reactions of the other students: 

The students are working on a social studies 

project. Karl is finished with his project so 

Mrs. 0 is drilling him on geography facts for the 

upcoming class geography team challenge. 

Ms. Thomas asks the class nWho needs more 

time to finish?" 

Karl's hand shoots up along with the hands of 

five other students. (Field Notes - 5/25/93) 

Karl blended in even more often during periods when Alison 

was not with him, for example, in physical education class 

and music class: 

Then he [the physical education teacher] asks, 

"Who wants to throw?" Instantly the entire class 

runs into the middle of the floor. I cannot find 

Karl as he has moved as quickly as the rest of 

the class. The kids jump, Karl jumps. [This game 
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appears to be like dodge ball with lines of cones 

creating a border.] (Field Notes - 3/3/93) 

During music class the teacher instructed the students 

"All you recorder people think about the note and 

where your fingers go, B G B G." The teacher 

instructs the class. 

Karl fingers his recorder and puts it in his 

mouth. (Field Notes - 5/10/93) 

Karl often blends in behaviorally as well. 

Lunch: 

Everyone is talking, eating and some are smiling 

or laughing, including Karl. While it does not 

appear that people are talking directly to him he 

laughs with his neighbors and occasionally says 

something. Later on he looks directly at the 

girl across from him and says something. [It is 

so noisy in here I can't tell if she responds.] 

(Field Notes - 5/10/93) 

Recess: 

Classmates talk and walk around and eat. 

Karl sits at his desk eating Oreos and drinking 

milk. 

Laurie and Joyce come over to him and ask him a 

question. 

Some children play Uno with recess aid. 

Karl finishes his snack and gets up. He notices 

he has half an Oreo left and puts it in his 
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mouth. He picks up his straw paper and walks over 

to trash bin to put it away. (Field Notes - 

2/24/93) 

Karl also blended in socially. During another 

physical education class it was obvious that some physical 

behaviors could be considered social interactions of fourth 

graders. 

Karl is sitting with boys blending in so 

much so that when I arrive I can't find him at 

first. He is talking, making eye contact, and 

smiling. Others are responding to him naturally. 

Girls laugh and one falls off her seat. 

When the teacher asks for help with the 

volleyball net Karl raises his hands with the 

other children. Karl pushes a boy on his 

backside. The boy glances at Karl and pushes 

Karl in the back. That is the only response from 

them both. [It appears like a "boy interaction" 

to me.] Girls are grabbing each other's arms. 

(Field Notes - 3/23/93) 

During many instances of observation during non-academic 

time, his disability was not that noticeable. 

Self-Perceptions and Others' Perceptions of Karl 

The next section is an attempt to provide Karl's view 

of his membership in the fourth grade class. Karl saw 

himself as a member (a distinct part of the whole) of his 
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fourth grade class. He followed fourth grade rules (knows 

and attempts to obey the regulations set up for the class), 

he felt good (happy) about being in fourth grade, and he 

was accepted (treated with approval and has friends). 

It is important to remember when reading this section 

that by definition (Ritvo & Freeman, 1978) language is one 

of the areas of difficulty for individuals who have autism. 

Keeping that in mind, the information gathered through 

interviewing Karl must be considered part of the total 

picture of his experience in fourth grade. Careful 

examination of the answers that he gave to questions 

indicates a pattern of replies that sometimes reflects 

information that was provided in the previous questions. 

In such a case, it is especially important that information 

provided through interviews with individuals with autism be 

examined thoroughly through triangulation of sources as 

well as multiple interviews with the participant. 

Examination of the data from many sources indicates 

that Karl felt as if he were a member of his fourth grade 

class. This example is from his first interview: 

P: Can you tell me what class you're in? 

K: Ms. Thomas's class. 

P: What's your teacher's name? 

K: Ms. Thomas. 

(Interview - 6/16/93) 
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Karl's most and least favorite part of fourth grade were 

answers that could be given by any student who was a member 

of the fourth grade. 

P: What's your favorite thing to do in fourth 

grade? 

K: Recess. 

P: What's something that you DON'T like in fourth 

grade? 

K: Spelling. 

P: Spelling? I don't like spelling either. 

K: That's BORING! (Interview - 6/16/93) 

When he was asked about what kids do in fourth grade, 

Karl listed activities in which he took part. Although 

Karl initially used the pronoun they at the end of the 

list, he later switched to the pronoun we. The initial use 

of they could be due to the way that the question was 

worded. It is also possible that he changed to we as a 

delayed reaction to realizing that the activities that he 

was listing were activities in which he also took part: 

P: OK. Can you tell me what the kids do in 

fourth grade? 

K: They do everything. They do everything. 

P: Like what kinds of things do kids do in fourth 

grade? 

K: They do [pause] sometimes they go to gym. 

Then after gym they go back to the class to do 
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science and social studies then we get ready for 

home. (Interview -6/16/93) 

Karl's use of we and they is curious. Nevertheless, it is 

not unusual for people who have autism to have confusion 

around pronouns (L. Wing, 1980a). 

Even though Karl's difficulty with subtleties of 

language may have interfered with his answers, within his 

answers to the next questions it appears that Karl was 

aware of the activities that he was working on apart from 

the rest of the class: 

P: Do you do the same things as the other kids in 

fourth grade? 

K: Not AS the other kids in fourth grade. 

P: You don't? What do you do? 

K: I don't do the same things they do. 

P: Do you do some of the same things? 

K: Yeah they do. 

P: You do some things the same and some things 

different. 

K: Well [pause] sometimes we sit together and 

[pause then Karl becomes very distracted by the 

copy machine noise]. (Interview - 6/16/93) 

When asked the same question a week after school was over, 

Karl's answer changed. In this answer he mentions math and 

reading, the two academic subjects in fourth grade in which 

he often used supplemental material that the other students 

did not work on: 
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P: . . . When you were in 4th grade did you do 

the same things as the other kids in 4th grade? 

K: Yes. Mrs. 0 taught me how to do math. And she 

taught me how to do READING. She always reads 

them, [sighs] I don't know what I'm going to be 

doing next year in 5th grade. (Interview - 

7/2/93) 

The most salient part of Karl's fourth grade learning 

experience appears to be learning to follow fourth grade 

rules. This also fits with observation and reports from 

other participants: 

P: What do you think kids in fourth grade are 

supposed to learn? 

K: To beHAVE. . . 

P: Does fourth grade have rules? 

K: Not much rules. 

P: Can you tell me any of them? 

K: No running. 

P: No running? Anything else? 

K: No talking. 

P: No talking? Is it easy or hard to follow the 

rules in fourth grade? 

K: Easy to follow the rules. But the boys don't. 

P: The boys don't? What happens if they don't? 

K: They all lose recess. 

P: Did you ever lose recess? 

K: No. 
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P: Never? 

K: Just the boys. 

P: Did you ever have to stay in from recess? 

K: No. 

P: Never? What about if Ms. Thomas said the 

whole class had to stay in? Did you ever have to 

stay in? 

K: No. 

P: No. She said everyone else but Karl. Karl 

can go out? 

K: [shakes his head "yes"] 

P: Really? 

K: [shakes his head "yes"] 

It is interesting that in his memory, Karl separated 

himself from the class and the boys when he spoke of losing 

recess. His classmates made a point in their interviews of 

explaining that Karl stayed in when the would class lose 

recess. In fact, both Clara Thomas (classroom teacher) and 

Alison Oliver (one-to-one integration assistant) mentioned 

they were initially fearful of enforcing that rule because 

Karl looked forward to recess. They were both impressed 

and relieved when he easily accepted losing recess with the 

rest of the class. He stayed in with the rest of the class 

and tolerated the change in schedule without any problems. 

The adults chalked it up to the fact that the rest of the 

children were also losing recess. 
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The information gathered through observation, 

interviews, Karl's journal, and the participant response 

sheet indicates that Karl felt good about being in the 

fourth grade. Examples of Karl enjoying himself occur in 

the field notes as well as in the text in his daily 

notebook. Here is one example written on a day that Mrs. 

Oliver noted that Karl was exceptionally pleased with 

himself in school: 

. . . Isabelle was taping Karl and I today. It 

made me nervous but Karl loved it. What a ham! 

He was crossing the room to pick up a sticker. 

He stopped 1/2 way and turns to Isabelle smiles 

and says "Make sure you are taping me." He keeps 

me laughing. 

Laurie wrote a great mystery story about Karl and I 

today. 

I was a zombie and I captured Karl to make him 

work. If I can get a copy I will. Karl roared 

through it. He was still chuckling about it at 

lunch. He's had a great day. Alison (daily 

notebook, 4/29/93) 

The participants agree that Karl was "happy to be in 

school" (Participant Response Sheet - 6/19/93) during his 

fourth grade school year. There is evidence in his first 

interview that he agreed with them: 

P: Do you remember the first day you were in Ms. 

Thomas's class? The first day of fourth grade? 
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K: I remember the first day. 

P. You remember the first day? Do you remember 

how you felt the first day? 

K: I felt good on the first day. 

P: How do you feel today? 

K: Good. (Interview - 6/16/93) 

He also indicated being pleased with fourth grade in his 

second interview: 

P: Yes. What would you say if Ms. Thomas said, 

"Karl the third graders want to know what it's 

like to be in fourth grade." What advice would 

you give them? . . . What would you tell them? 

K: Fourth grade is happy. 

P: Fourth grade is happy? Would you recommend 

fourth grade? 

K: Yeah. 

One of the reasons that Karl was happy in fourth grade 

was the fact that he was accepted for who he was. His 

classmates were aware of his differences, and often reacted 

to him with more patience and nurturance than they might 

have for another classmate. They did not, however, let 

Karl get away with everything. This considerate acceptance 

is illustrated in an example of several interactions in 

physical education class during a game that appeared 

similar to the game of dodge ball: 

The teacher announces that it is girls against 

the boys. The boys run into the center of the 
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court. Karl is standing with the girls. Mike 

comes over and leads Karl to the court. Karl got 

hit and walked over to the side. He says to 

Joyce, "I knew that was going to happen." Then he 

tells Laurie the same thing. When Karl is out and 

standing on the side with the girls Joyce touches 

Karl on the arm. When she gets two balls Michelle 

asks for a ball but Joyce says "no" and hands one 

to Karl. 

Karl tells Laurie, "You're not supposed to throw 

[like] this. You throw [like] this, [he 

demonstrates underhand throwing]." 

Laurie informs him, "I did throw it that way." 

Mike talks to Karl, pointing and showing him 

where, to throw the ball. Karl points and says 

something. Karl moves toward Mike as the girls 

fill up the opposite side of the court. . . . 

Karl is standing next to Willie. Karl starts to 

move his arms in t'ai chi like moves. Joyce 

tells him to watch. Karl tries to dodge the ball 

that is coming at him but it hits him. Willie 

says, "you're out, my boy." [Or was it butt head? 

What ever it was Willie's face was looking 

friendly and Karl complied. It is clear that Karl 

often needs help from a classmate in physical 

education but it doesn't have to be the same 

person.] 
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During the last game Karl is on the side. Joyce 

yells to him. Karl is appears deep in thought, 

then he joins the boys. . . . He stands in the 

middle of the group clapping his hands. Joyce 

hands him the ball. Karl throws it overhand. No 

one says anything. (Field Notes - 3/3/93) 

Alison Oliver noted that she only observed one incident of 

a child in the class losing his patience with Karl. Karl 

put his face in that boy's face and the boy reacted 

abruptly: 

"GET OUT OF MY FACE. GET AWAY FROM ME!" He 

shouted at him. First time I've ever seen out 

and out rejection. (Interview - 5/25/93) 

She attributed it to this child's short temper with all of 

the children, and speculated that Karl's "tuna fish breath" 

after lunch could have been a contributing factor. She, 

however, noted that she had not seen anything happen like 

that since. 

Another indication of acceptance in the class is the 

fact that Karl had friends in his class. Laurie and Willie 

named Karl as a friend. Despite the significant time in 

class that he spends with Laurie, Karl only named boys on 

his list of friends. Willie's name was on it. Willie's 

mother and Karl's mother both mentioned attempts to have 

the boys get together outside of school but busy schedules 

and illnesses foiled them so far. Willie, however, was 

invited to attend the same camp as Karl this summer. 
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Willie said he was looking forward to it. When Laurie was 

asked if there was a difference between her friendship with 

Ksrl and her friendship with Joyce and Jenny (the three 

children she named as her "best friends" in the class), 

Laurie responded: 

No. I do the same thing with Karl that I do with 

them. At recess he'll play tag with you. The one 

thing that I don't think Joyce or Jenny would do 

with me is hold my hand and run up and down the 

hill and say Ieeee! (waves her hands and giggles) 

That's the only thing. (Interview - 6/24/93) 

Summary 

Throughout the data analysis, it was evident that Karl 

was one of many members of the fourth grade class. He was 

not just a visitor who happened to be physically in the 

room. Karl was a fourth grade student who, with the help 

of his one-to-one integration assistant, fit in the fourth 

grade class and often blended in as well. The metaphor 

that could explain the difference between fitting and 

blending would be that of a jigsaw puzzle. Although 

several puzzle pieces may fit into the slot, the color 

immediately indicates if it does or does not belong. The 

fact that a piece fits in as well as blends in is quickly 

noticeable to the eye. 

Despite the differences that autism creates in a 

person, Karl was able to blend into the fourth grade 
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because of his similarities. Contrary to the prophecies of 

the integration skeptics, Karl's membership in this class 

was not disruptive. 

Although there was additional noise in the class when 

his one-to-one integration assistant was talking to him, 

the children who were not distracted by the noise were 

chosen to sit next to him. With the exception of the 

addition of his one-to-one integration assistant there were 

no significant changes in the class to accommodate him. 

This change, however, was the main reason that Karl was 

able to be in the class. One of the reasons that the TEAM 

decided to have Karl miss out on art was because of the 

amount of planning necessary for inclusion in that subject 

indicates how much effort involved in adapting the 

curriculum to fit Karl into the class. The maternity leave 

of the consultant highlighted how much time was necessary 

to provide the changes necessary to have Karl participate 

in activities that are the most challenging for him. 

Although children are capable of blending in, that 

does not always mean that they are accepted by their 

classmates and teachers. Karl was physically in the fourth 

grade. He blended in visually, but, most important of all, 

he was accepted socially. True class membership was 

possible because of the acceptance provided by the students 

in his class and by the adults involved in his education 

program. 
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The TEAM made every effort during the first year of 

integration to help Karl fit in. As it turned out, this 

decision, as well as many other policies that had been 

established by Karl's TEAM, were important elements in 

Karl's integration that have led to his class membership. 

The next chapter will identify these important elements. 
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CHAPTER V I 

IMPORTANT ELEMENTS OF KARL'S INTEGRATION 

Throughout the observations, interviews, and document 

examinations, certain categories stood out as key elements 

of Karl's integration program. The categories of (a) 

communication (giving or exchanging information), (b) 

consistency (holding always to the same principal or 

practice), (c) support (to give approval, confidence, 

courage, faith, help, or comfort), and (d) flexibility 

(capable of modification) were shared among those 

participating in Karl's overall educational experiences. 

The details and components of these categories will now be 

explained. 

Communication 

One of the categories that was most apparent 

throughout observations, document examinations and 

interviews was the communication that was going on among 

all of the individuals involved in Karl's integration. The 

communication between Alison Oliver (one-to-one integration 

assistant) and Karl was constant (ongoing). Daily 

communication occurred between the classroom teacher and 

the one-to-one integration assistant and between home and 

school through the notebook. Collaborative (working 

together cooperatively) communication that involved TEAM 

members occurred more formally at monthly meetings. The 
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communication system was complex (characterized by an 

assemblage of units that together form a whole) and 

included a number of individuals and communication methods 

ranging from gestures to written documents. 

Alison Oliver (Karl's one-to-one integration 

assistant) was constantly communicating with Karl. She 

communicated with him verbally, and visually through 

gestures and facial expression. Although there were no 

scheduled meetings between Mrs. Oliver and Clara Thomas 

(Karl's classroom teacher), they developed their own 

communication system that went on throughout the day. The 

notebook that traveled from home to school is full of 

lengthy and detailed notes about Karl's moods and 

accomplishments. Phone calls between home and school 

filled in gaps that could not be accomplished on paper. 

Isabelle Conners (integration consultant) met with Alison 

Oliver twice a week after observing in the classroom and 

modeling different teaching approaches. The monthly TEAM 

meetings were open to all individuals who worked with Karl 

or had him in their classes. The members who attended 

consistently were Karl's mother, classroom teacher, one-to- 

one integration assistant and integration consultant. It 

appeared that the formal communication through meetings and 

written reports was balanced by frequent informal 

communication. 

When Isabelle (integration consultant) was asked if 

she felt that communication is important she replied: 
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Major. The other stuff is easy. ... I didn't 

understand why that was so important until after 

my first year. And then we had some crisis 

situations and things fell apart and it was very 

clear that the reason they fell apart was because 

we were not communicating well enough with each 

other. If we had been communicating these things 

would not have snowballed into problems. 

(Interview - 5/6/93) 

Although Samantha Edwards (special education director) 

had a lot less to do with direct involvement with the 

students and teachers, she also tried to make contact with 

them when she could. She explained that she believed that 

communication is vital: 

I think you HAVE to listen. If you hear it 

twice, you gotta rsic 1 do something. If they 

just say it once, you can sort of figure it's an 

incident that happened that's going to go away 

but [if] you hear the same thing two or three 

times, [then] you better be ready to do 

something. (Interview - 4/23/93) 

The line of communication between the classroom 

teacher and the one-to-one teaching assistant was one of 

the most important connections. Alison Oliver described 

how she and Clara stayed synchronized: 

You have to communicate with the teacher at all 

times. We were joking about it yesterday that 
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we've got telepathy. [In the] beginning of the 

year if Karl seemed to think he knew the answer 

I'd be with the hand over his head behind him 

[whispering] “over here, call on him, call on 

him." Now it's just eye contact if she can't 

tell when he's ready. So we were joking about 

our telepathy skills, [laughs] 

P: So how did you set up your communication with 

her? Is it anything formal? 

M: Not really. If there's something coming up I 

need to know, she usually tells me, or I'll bug 

her. And I don't have to very often. The way 

she does it is that morning message [the written 

schedule she shares with the class] gives me all 

the clues for the entire day. 

P: Oh so she doesn't have to tell you separately. 

M: Not really. Not really. You know, I'll just 

check with her, "Are we moving on to Chapter 25 

today in reading?" 'Cause we're doing the chapter 

books. "Yes we are." or "No we're not. We're 

going to do a mid-book test." She always tells 

the kids ahead of time what's coming up so I 

picked up on that. I picked up on her clues. 

And as you get to know the schedule you get to 

know what to expect. You know if you have gym 

today or this [or] that. Of course that was a 

little screwy for most of the year, but [pause] 
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that's what they kept telling me in the training: 

"Communicate. You've got to talk to the teacher. 

Talk to the teacher." Well, I didn't want to 

keep bugging her. She's got 29 other kids, and 

she's bugging them, [laughs] So I just picked up 

on the clues. Now another teacher may be 

different. No morning message. I don't know 

what I would do without a morning message. 

(Interview - 5/25/93) 

When Clara (classroom teacher) was asked how she 

communicated with Alison (one-to-one integration assistant) 

she explained: 

I don't. Well, you just have to keep an eye on 

what's going on. [laughs] And, you know she'll 

kind of just go. [gestures with her head] And, 

if I can see her really encouraging him I know 

it's an answer that he can respond to. So I kind 

of just wait until she's got it out of him and 

then ask him the question. (Interview - 6/9/93) 

She explained that they never sat down formally: 

It just happened. And see, part of the problem is 

that I'm supposed to be better preplanned than I 

am preplanned. So Alison has not had an easy 

time of it this year either. ... I should be 

able to tell her a week ahead of time what I am 

going to do. Well I don't know a week ahead of 
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time and it's like day to day. (Interview - 

6/9/93) 

Isabelle (integration consultant) commented about how 

difficult it is for some teachers to get used to working 

with another adult in the room: 

They're not able to communicate because they have 

never worked in a situation where they have co¬ 

taught or worked in unison with another person, 

so little things will get blown out of 

proportion. Like, a teacher will come to me and 

say, "Gosh! You know the aid [one-to-one 

integration assistant] is doing this, and I don't 

want her to do that." And I'll say, "Well did 

you tell her?" [The teacher replies,] "No!" It's 

like LITTLE things they just don't—they're not 

comfortable with the relationship. And, that has 

to be really well defined at the beginning of 

every year, and really facilitated so that they 

get off on the right foot. (Interview - 5/6/93) 

Communication between home and school occurred daily 

through the traveling notebook. The notes were written 

mostly by Alison and Karl's mother. Once in a while, 

however, Isabelle Conners 

(integration consultant) or the speech therapist or the 

occupational therapist added a note in the book. The 

details of Karl's day along with information about current 

skill levels helped home and school operate in conjunction 

141 



with one another. The notes from May 6th illustrate this 

collaboration: 

5/6/93 

Betty, 

Karl took his punishment [loss of recess] like a 

man. He didn't argue at all. He's already 

talking about going out tomorrow. I think he's 

learned his lesson. 

He did excellent with his teeth today. For 

homework, I'd like him to show you how well he's 

doing. His cue for his front teeth is "say 

cheese." He likes that part. I'm always 

prompting him by the brushing sound. If we hear 

that sound we're doing OK. Spitting is still 

rough. Watch out, his aim for the sink isn't 

good! He's gotten me several times! 

Alison 

5/7/93 

Alison, 

We spent last night reading maps and writing 

letters for vacation. He really enjoyed it. He 

did great work with his teeth! I was very 

impressed. I will pick him up at 2:15 for gym. 

Have a great day! 

Betty 
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Collaborative communication among adult TEAM members 

was encouraged at scheduled monthly meetings. Everyone who 

worked with Karl was invited to attend these meetings, 

including the music and physical education teacher. 

Isabelle (integration consultant) coordinated the meetings 

in which the TEAM shared important information about Karl's 

progress and difficulties that he was experiencing at home 

and at school. During these meetings, the TEAM 

brainstormed about strategies that would improve difficult 

situations. The communication at an observed meeting was 

brisk and full of humor and collaboration: 

Isabelle [integration consultant] points out that 

the results of a recent assessment done by an 

outside consultant indicates that Karl 

understands "appropriate and inappropriate." She 

suggests that they need to "link his behaviors at 

home to a reward at home." 

Mrs. S [Karl's mother] adds that Karl giggles 

when he has done something wrong. 

Mrs. 0 smiles in agreement and adds, "Like Jack 

Nicholson." [everyone smiles] 

Isabelle says, "I haven't seen that in a long 

time. " 

Mrs. S, "He was different at home." 

Isabelle adds, "Home is still seeing what school 

saw last year." 

Mrs. S agrees. 
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a lot in Mrs. 0 says he is saying "yeah right!" 

class. 

Mrs. S says he is "clearer about verbal limits 

with his siblings" and not with himself. (Field 

Notes - 3/25/93) 

Isabelle sent the highlights of the meetings to all TEAM 

members. This way those who did not attend the meeting 

were still kept informed of what was discussed. 

The communication that kept Karl's program going was a 

complex network linking the special education office, the 

classroom and home. The individuals included the adult 

TEAM members as well as Karl and his classmates. The best 

example of this network was the system of communication 

that was intended to be utilized when Karl behaved in a way 

that warranted immediate attention. 

The recess aid told Alison Oliver (Karl's one-to-one 

integration assistant) about a questionable incident that 

occurred during indoor recess. Alison asked Clara Thomas 

(classroom teacher) if she could talk to the students 

involved. The student met outside in the hall with Alison 

and Victor Prince (vice principal). Mr. Prince met with 

Karl in his office and Alison noted this incident in the 

daily notebook which Karl's parents read. Alison discussed 

this behavior with Isabelle Conners (integration 

consultant). 

Both the physical education teacher and the music 

teacher communicated with Alison Oliver about significant 
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occurrences in their class, including unacceptable 

behavior. The occurrence of such behavior would be 

addressed at the monthly TEAM meeting. Samantha Edwards 

(special education director) would be alerted if necessary. 

Samantha noted that because the system was small and 

because Karl's mother happened to work in a school in town, 

Samantha was usually informed of major events in Karl's 

progress and difficulties (Interview - 4/23/93). 

The communication network was formal as well as 

informal, written, verbal, and sometimes even gestural. In 

the classroom facial expressions or more subtle body 

language were also used: 

I asked Alison how she can tell if Karl is 

listening or not and she replied she could tell 

by his posture. (Field Notes - 6/13/93) 

By the end of the year, Alison and Clara said that their 

communication could get ’’telepathic" (Interview - 5/25/93). 

All of the key participants agreed that communication among 

TEAM members was one of the most important elements of the 

success of Karl's program (Participant Response Sheet - 

6/19/93). 

Consistency 

Consistency was evident throughout Karl's program. 

The ongoing communication system was an important element 

in keeping the consistency in Karl's instructional program 

(the plan that provides Karl with the instruction aimed at 
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meeting his educational goals) as well as Karl's behavior 

management program (the plan that provides guidelines for 

how to react to specific behaviors). 

Instructional consistency was evident in the structure 

of the fourth grade class. Clara Thomas (Karl's classroom 

teacher) describes her teaching style: 

I probably have a tendency to be more structured 

but with a—I mean, I tried to open that up more, 

but it's hard. I'm kind of from the old school. 

I mean I'm willing to try different things, but I 

would say I'm kind of a structural traditionalist 

[laughs]. (Interview - 6/9/93) 

Clara had a plan for each day that included a subject and 

objective for each activity. She describes a typical day's 

schedule: 

Well, we have an introduction in the morning 

which is a morning message. The purpose of that 

is that I go over the schedule, what is happening 

during that day. Part of the reason I do that is 

then I also point out different things we are 

doing in English, and that they'll get used to 

seeing cursive handwriting, even though it may 

not be the best because I'm doing in on the 

overhead, so it's kind of modeling behavior, and 

that they also see that you just can't write 

something perfectly the first time. . . . Then 

we go in to reading [for] which I'm using the 
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basal series or a chapter book and we do a 

variety of activities, depending on what we're 

doing. Sometimes it's vocabulary work. 

Sometimes it's answering some questions. 

Sometimes it's just an open discussion. And then 

from there they have an English assignment. Then 

they have. . . spelling, then recess, then 

English, then math, then lunch. Some days, they 

have a special right after lunch and then they 

have social studies and science, or science and 

social studies, in the afternoon. . . . Yes, we 

have author's circle right before lunch, and 

that's for students who have written something 

that they can share with their classmates. And, 

that's so they have an opportunity. They have an 

audience to read to. (Interview - 6/9/93) 

She explained that Karl follows the same schedule of the 

class; however, Alison Oliver (one-to-one integration 

assistant) adapts what Karl does for math, English, and 

spelling in the classroom. Consistency was evident in 

the methods that Alison used to adapt Karl's program. 

Alison's desk was situated in a corner near Karl's desk. 

Her desk held many of the teaching materials that she used 

with Karl, for example, Karl's vocabulary words on cards, 

the money he used for counters while he did his math on the 

computer and the schedule of the day that included 

laminated cards with the words spelling/ lunch, music, and 
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so forth. These cards were backed with velcro so that they 

could be moved and removed from the schedule strip. This 

schedule supplemented Clara Thomas's morning message so 

that Karl could identify familiar words and get a daily 

hands-on reading experience that was meaningful to him as 

he moved these cards around himself to make up his 

schedule. This daily procedure was one of many adaptations 

that Isabelle Conners (integration consultant) built into 

Karl's program to add consistent learning experiences for 

him that fit into the consistency of the fourth grade 

schedule. 

Isabelle, with help from the TEAM, devised a multi- 

step behavior management program that fit into the existing 

procedures used when students did not comply with school 

rules. The consistency with which this plan was utilized 

was a salient and essential feature of Karl's program. 

Karl's physical aggression was one of the most important 

behaviors that the TEAM had initially targeted to ensure 

the success of Karl's integration. He likes long hair and 

compulsively attempts to touch it. Because his touching 

can lead to uncontrolled hair-pulling, the TEAM decided 

that Karl would not be permitted to touch any of the 

students. Through observations, it was clear that everyone 

involved with Karl was aware of this rule. The classroom 

teacher, the physical education teacher, the children, and 

even the recess aid used the same phrase with him whenever 
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he started to touch another child. Two examples of this 

consistency occur during recess: 

It appears that Karl is talking to Laurie. Karl 

touches her arm then moves his hand down to her 

leg. Molly comes over, puts her face right in 

Karl's face and commands "HANDS to yourself!" 

Karl immediately puts his hands down and looks 

into space with a flat look on his face. (Field 

Notes - 2/5/93) 

Karl then pushes Joyce's shoulder. The recess 

monitor immediately responds, "Karl, hands to 

YOURSELF!" 

Joyce turns around and adds, "STOP!" (Field 

Notes - 3/19/93) 

The behavior management plan involved all of the TEAM 

members. When an adult felt that Karl had not complied to 

the "no touching" rule, Alison Oliver brought him to the 

Vice Principal's office. Mr. Prince, who described himself 

as the "heavy" (Interview — 6/9/93), commented about his 

view of what his part of the behavior plan consists of: 

I found over the year that you have to figure out 

what works with certain kids. ... I'm not 

screaming in here, but I am forceful. And it has 

to be relatively short in duration or his 

attention is gone. ... by having him wait, 

bringing him in, sitting him down, being forceful 

for a couple of minutes, and saying "You're going 
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to class now. You can remain in class as long as 

you're willing to do it without whatever the 

behavior was. If this continues Mrs. Oliver will 

bring you back and you will spend the rest of the 

day with me." (Interview - 6/9/93) 

Mr. Prince explained that Karl has never been required to 

spend the rest of the day with him. 

The TEAM felt that this program had been effective. 

In fact, it was so effective that the TEAM decided to 

utilize the school program as a monitoring component for 

Karl's behavior program at home. This program helped Karl 

generalize the control that he had with hair-pulling at 

school to his interactions with his sister at home. The 

key TEAM members agreed that the consistency in Karl's 

behavior management program was another important element 

in the success of Karl's program (Participant Response 

Sheet - 6/19/93) . 

Support 

All of the key players agreed that the support that 

had been available to those individuals involved in the 

integration had been an important element in Karl's 

program. This support included support from the 

administration (special education director, principal, vice 

principal). Support was sometimes teaching/instructional 

(designed and provided to meet Karl's specific or 

individual needs) and often in writing (documents such as 
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daily notebook). It came from classmates (students in 

Karl's class), as well as from home (Karl's family). 

Clara Thomas (classroom teacher) felt that the 

administration had been very supportive. Samantha Edwards 

(special education director) explained how important she 

felt support is: 

I also think as an administrator it's important 

for the teachers and the staff to know that you 

are supporting them, and you can't always support 

them just up here shuffling papers. Sometimes 

you have to be there on the days that they want 

to say something went wrong, and you HAVE to 

listen to that. It would be nice to say, "Oh yes 

but it's never going to happen like that again." 

But you've still gotta listen to it. (Interview - 

4/23/93) 

When asked how she supports the integration, she answered: 

You have to support it in terms of personnel 

budgets and, you know, the materials, the staff, 

and the money. And again you don't want to start 

something unless you . . . have the staff and the 

money and the support to go into it. And, I 

think—you know [that] people talk about 

integration, mainstreaming, inclusion, and they 

say this is cheaper than tuition. Well, it is, 

but we're not just talking about just plunking 

the kid in the classroom with nothing- ... No, 
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it's going to cost us materials, staff, support 

and time. So it IS going to cost. (Interview - 

4/23/93) 

Teaching/instructional support was evident in the 

classroom in the way that Alison Oliver encouraged Karl: 

Mrs. 0: "Look at the card. Eyes here. You're 

starting to think." I can see it! . . . 

Excellent! . . . good, [the word is money1 She 

runs her pen over the m "climb up and over the 

mmmm." 

K: "mountain" 

M: "m" 

K: "money." 

M: "good! (Field Notes - 3/19/93) 

Karl received a lot of support from his classmates. 

Observations are full of supportive interactions. One 

typical example occurred after Mrs. 0 read Karl's latest 

draft of a story to him: 

Jennifer who is sitting next to them listens, 

smiles and says, "That's good, Karl." (Field 

Notes - 2/24/93) 

Another example of support occurs during the time when the 

class shares their current writing projects: 

A child whispers to Karl to raise his hand. 

T praises another student, "... desert theme, 

space theme, OK, nice job Karl! Make way." Karl 

doesn't move. "You want to do it from there?" 
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Karl nods then repeats what M reads to him from 

his journal. It is something about the desert. 

[I can't hear what he is saying but the class 

can. ] 

The class claps when he is done. Karl claps along 

with them. 

"Very good Karl," three children repeat, 

with smiles that appear to be sincere. Karl 

smiles. (Field Notes - 3/19/93) 

Clara Thomas attested to the presence of this support: 

Generally as a class, they are VERY, VERY 

supportive of him. They really are. (Interview - 

6/9/93 ) 

Support was also evident in the way that the 

classmates help and praise each other: 

During a geology team challenge Ms. Thomas 

reminds the class that the child who's turn it is 

can ask for help from other team members. During 

the first round, Jenny, one of the brightest in 

the class sets a precedent and asks for help. 

Another student tells her the answer, "sand 

dune." The answer is correct and team members 

clap. 

One child whispers to another something 

about how strong their team is, noting with a 

smile, "and we have Karl on our team!" 
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The next child asks for help, Jenny helps 

and the team claps for another correct answer. . 

. . Another child is stumped so Jenny asks the 

teacher "Can you give her a choice?" . . . When 

it is Jenny's turn she gets the guestion wrong 

and team members tell her it's ok. When the next 

time comes that a child needs help Jenny is the 

first one asked. The answer is correct and they 

cheer. 

. . . The team captain chooses Karl to answer the 

next question. 

Ms. Thomas reads, "What is used to make 

cement?" 

Karl thinks, then replies, "Limestone." The team 

cheers. Karl rocks and his hands go up as he 

exclaims, "We won!" 

"Great!" praises Laurie, "And nobody helped 

you!" (Field Notes - 5/25/93) 

Support is subtly evident in the friendly candidness 

and care that was put into the notes that went back and 

forth from home to school each day. Here is one example of 

the support within the daily notes: 

4/27/93 

Alison, 

[I] Think he just wanted the day off 

yesterday. His breathing is giving him trouble 
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though so if he gets real bad call me at school. 

He seems OK this morning. 

Betty 

Betty, 

[I] Got Karl's science test back. OUCH!! 

He's not happy. . . . [but] he didn't blame 

anyone. I thought he would blame me but he was 

very accepting and says he'll listen next time. 

Next Monday, Karl will need to bring his recorder 

for music. If you want to bring it in early we 

can keep it here. 

Karl's nose got pretty gooey this p.m. He 

seemed fine otherwise. He worked very hard on 

Math Blaster. We're reading level 2 now 10-19. 

He's trying to catch on. We had Mrs. O'Brian 

(Kevin's mom) come in and read some of 

her stories. We all loved them. 

Alison 

P. S. [We] Need face cloth for face washing. 

4/28 

Betty, 

. . . He did very good today with Math Blaster. 

He's improving with # I.D. (10-15). He seemed to 

enjoy the assembly on Amelia Earhart. 
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P.S. If Karl has any books on the desert or 

desert animals we could use them for a project. 

Homework [is] in notebook. 

5/5 

Alison, 

[I] Did the best I could with his book. 

Homework has become an impossible issue. Sorry 

about the mix up yesterday. Karl did have the $5 

in an envelope in his bag for the book fair but 

he told me he lost it. [I] Hope he does well on 

his test. 

Betty 

Betty, 

Karl got into a spot of trouble at recess. 

Seems he was having a good time and didn't feel 

he needed to line up with the rest of the class. 

He has lost tomorrow's recess. He's not in a 

good mood. He's been grumpy all day. He did 

write a nice story about Bill Clinton today. 

Alison 

5/6 

Alison, 

He has milk money and lunch money today. He 

did good on his papers. He's not happy about 
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missing recess today but like I told him, life is 

tough. 

Have a good day. 

Betty 

Throughout data collection, there was strong evidence 

of support among TEAM members, classmates, teachers, and 

children. Between the lines of school observations and 

document examination, were even traces of evidence of the 

strong moral support Karl received from his family: 

Mrs. 0 and Karl return to the room still talking 

about camping. 

Mrs. 0: "Do you help Dad?" [with the camper] 

Karl: "I have to help Dad because he can't do it 

by himself." (Field Notes - 2/24/93) 

Flexibility 

The need to be flexible was a recurrent subject in 

many of the interviews with adults. Adults reported that 

they had to be especially flexible that year. In 

interviews they noted that Karl had learned to accept 

changes (react to alterations in schedule without adverse 

reaction). The curriculum juggling act (fitting in Karl's 

IEP objectives within the class curriculum) that Alison 

(Karl's one-to-one integration assistant) performed each 

day was something that stood out throughout the field 

notes. 
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Experienced teachers would agree that flexibility is 

important in any classroom. Lessons rarely are taught 

without unplanned occurrences disrupting schedules. This 

particular year was full of days like that in this fourth 

9*~ade class. Each of the key TEAM members mentioned how he 

or she began the year with little preparation. Clara 

Thomas (classroom teacher) did not know she was hired until 

the day school started. Alison Oliver (one-to-one 

integration assistant) had only one day of training before 

she started working with Karl. Isabelle Conners' 

(integration consultant) description of how she started 

seems to fit the experience that other TEAM members had: 

I had a little bit of insight into him from the 

person prior to me because I knew her, but there 

wasn't a whole lot of time for preparation. I 

kind of just got thrown in and had to deal with 

it. (Interview - 5/6/93) 

Even Karl has become more flexible. Flexibility, 

dealing with whatever is thrown your way, is not, however, 

a trait that is associated with autism. Structure and 

consistency are stressed in most classrooms designed 

specifically for children with autism (Egel, 1989). 

Although there is a basic schedule and routine in the 

typical elementary school classroom, nevertheless, it is 

often far from consistent. The fact that the middle school 

was at the time trying to incorporate a new fourth grade 

classroom into the schedule ended up making the first five 
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months of school extremely inconsistent for Ms. Thomas's 

class. All of the TEAM members felt that Karl handled the 

schedule changes very well. Clara Thomas explains how they 

all made it through the changes: 

Our schedule changed so much in the beginning of 

the year, and they told me that he had a very 

difficult time going with change, but he had no 

choice [laughs]. . . We all had to adapt, and 

there was nothing much I could do about it. 

(Interview - 6/9/93) 

Alison Oliver (Karl's one-to-one integration assistant) 

believed: 

He's become a lot more flexible. From what I 

hear, he never would accept change. He better 

wing it here, or he's going to be lost. 

(Interview - 5/25/93) 

Flexibility can also be used to describe the way that 

Isabelle (integration consultant) adapted the curriculum to 

meet Karl's needs: 

Karl is very different from the other child. He 

is really interested in literature. He loves the 

reading program. What we try to do is we try to 

incorporate the goals that he's working on into 

whatever it is that he's doing within the 

classroom. ... He has the right to get the 

knowledge that the typical kids get. ... He's 

working on a math program in the classroom that 
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all the kids are working on. We use money as 

counters so we just try to incorporate what we 

need to be doing into what the classroom is doing 

and then SOME THINGS he has to work on in 

isolation. ... We work on time, and a schedule 

board [is] with him so that the time is based on 

his scheduling that's happening on the day—and 

sequencing because next year he'll have to follow 

a schedule, so he works on vocabulary relative to 

his schedule board that's based on the schedule 

of the day for the class. We try to incorporate 

it into the functional times of the day for him. 

And then, he works on other things like tooth 

brushing and things like that after lunch when 

it's appropriate. . . . Having him change into 

work clothes I think will be coming either next 

year or the year after so that it's an 

appropriate time to be doing those kinds of 

things. So far, it fits pretty well. 

(Interview - 5/6/93) 

Flexibility was demonstrated throughout each day as 

Alison Oliver (one-to-one integration assistant) juggled 

Karl's personal activities to fit into the classroom 

schedule. She utilized every minute by squeezing 

activities into five minute periods when the rest of the 

class was transitioning. She would pull out a pack of 

vocabulary word cards to review, go over geography facts 
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from the text with him, or keep Karl caught up by reading 

him the book the class is reading. 

Her creativity was always being drawn upon to help 

Karl fit into the class when his skill level might gave 

prevented him from participating. One example of her 

creative flexibility is the suggestion that she made for 

Karl to bring his scooter to the fourth grade bicycle rodeo 

so that he could participate even though he is not able to 

ride a bike. 

While there was structure to the basic program, the 

fourth grade schedule, and curriculum, and structure 

provided by Karl's IEP objectives, there was also a 

flexible approach to how those objectives were met. All of 

the key TEAM members agreed that flexibility was another 

important element in Karl's successful program (Participant 

Response Sheet - 6/19/93). 

Summary 

The education of a child involves many elements: time, 

money, materials, and the hard work and collaboration of 

many individuals. The coordination of all of these 

elements can be thought of as the workings of a complicated 

machine. The results in this chapter show us that the 

education machine requires a few extra parts and 

adjustments when a child who has autism is added. The 

addition of a one-to-one integration assistant and an 

integration consultant were the indispensable parts that 

161 



were added to this fourth grade in order for Karl to be 

integrated. The other important components, however, were 

elements that are already significant parts of the workings 

of an effective school. The important elements in Karl's 

integration program were communication, consistency, 

support, and flexibility. The strength of the program 

relied heavily on these elements which were present 

throughout all aspects of the program, each minute, day, 

and month through, observations, interviews, and document 

examination. The communication and consistency provided 

the structure of his program and the support and 

flexibility strengthened that structure. 

The hard work and cooperation of the TEAM members was 

the oil that made these elements work together so that the 

program could run smoothly. These elements prevented small 

problems from growing into big ones. The participants 

agreed that the teamwork of everyone involved, including 

Karl and his classmates, was one of the vital elements of 

the success of Karl's program (Participant Response Sheet - 

6/19/93). Isabelle Conners' (integration consultant) 

explanation about what she learned about team communication 

and collaboration sums it all up: 

If you get five or six people you, can problem 

solve just about anything, regardless of whether 

you have a background in special education or 

not. If you have an open discussion about any 
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problem, you can figure it out. They could 

figure it out without me here. . . . 

I think what I've learned is that the teaming 

process [is] the main thing. That's the MOST 

important part because one person cannot make 

this work. . . . But if you DON'T MEET it won 

work. You HAVE to meet. You HAVE to problem 

solve. You to HAVE to discuss. Absolutely! 

I didn't believe that when I first started. 

(Interview - 5/6/93) 

t 

And 
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CHAPTER VII 

DISCUSSION 

In this final chapter the results of this study are 

compared and contrasted with the results of applicable 

studies and relevant information presented in the 

literature. The strengths and weaknesses of this study 

will be discussed along with some recommendations for 

future research. 

How the Participants Define Terms 

Until the past few years autism has stayed out of the 

public eye. The movie Rainman and recent media coverage 

about the controversial communication method, facilitated 

communication, has made autism a more recognized term, but 

the amount of understanding that the general public has 

about the disability is still minimal (Sposato, 1994). The 

results of this study reflect this lack of information. 

The variety of definitions that the participants in 

this study had about autism is as diverse as those found in 

the literature (Schreibman, 1988; Stone, 1987). The range 

and the mixture of information about the disability 

provided by the parents, teachers and specialists in this 

study is as broad as the range that was found in a study by 

Stone and Rosenbaum (1988). As explained in the literature 

review, autism is a low incidence disability (Bryson, 

Clark, & Smith, 1988; Sugiyama & Tokuichiro, 1989) and 
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current general education training includes very little 

information about this syndrome (Blackhurst & Berdine, 

1993; Hallahan & Kauffman, 1994; Heward & Orlansky, 1992). 

It was not surprising that the amount of information 

that the participants had about autism was directly related 

to their roles and their exposure to the information. 

Karl's parents and the two special educational 

professionals, Samantha Edwards (special education 

director) and Isabelle Conners (integration consultant) had 

the most direct knowledge of the definitions. Mrs. 

Summers, a secretary, admitted she knew nothing about it. 

The physical education teacher and the parent of a 

classmate were the participants with the most current 

knowledge about movement difficulties, an inconspicuous, 

minimally examined characteristic of autism (Mauer, 1993). 

It was understandable that Peter James (physical education 

teacher) mentioned Karl's motor difficulties because that 

would be the salient characteristic in his class. The 

recent media coverage of facilitated communication was the 

most likely source that provided Mrs. Hepler (parent of a 

classmate) with her up-to-date information on autism. This 

question, unfortunately, was not addressed in the 

interviews. 

What stood out most about the interviews with the 

individuals who spend the most time with Karl, other than 

his parents, was the lack of interest they have in the 

specifics about the disability. It was clear that Karl, 
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the individual, was much more clear in their minds, and 

much more important to the participants, than his label. 

His personality, strengths and weaknesses, his likes and 

dislikes, his social capabilities and inabilities were the 

points mentioned by the teachers, the integration 

consultant, his one-to-one integration assistant and his 

classmates. These participants put more effort into 

getting to know Karl than in researching information about 

his label. This was also true with the people who worked 

closely with the child in the pilot study (Fredericks, 

1992a), in a case study by Leary (1992), as well as in a 

study by Zigmond, Levin and Laurie (1985) done with high 

school teachers. Focusing on the individual rather than 

the label is one of the goals of integration (D. Biklen, 

1992) . 

As mentioned in the literature review, the terms 

mainstreaming, integration, and inclusion are used 

inconsistently in the literature (D. Biklen, 1987; Ford & 

Davern, 1989). Despite the consistency with Karl's program 

and this researcher's definition of integration (see 

glossary), there was little consistency among participants' 

uses and definitions of these terms. The definitions that 

the participants presented for these terms reflected their 

experience and education about the terms, rather than their 

experience with the practice. 

There was very little evidence that the definitions 

given by the participants are correlated with what they did 
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in the classroom. The vice principal, music teacher and 

special education director, used the term mainstreaming. 

most likely because that was the original term they were 

exposed to when the idea of children with and without 

disabilities sharing a school or a classroom was introduced 

to them. 

Ann Morgan's definition of mainstreaming (music 

teacher) matched the traditional mainstreaming approach of 

including children with disabilities with nondisabled 

children for only part of the day (Hallahan & Kauffman, 

1975) instead of describing Karl's program. On the other 

hand, Peter James (physical education) finished college the 

year before this study took place. Peter provided a much 

more contemporary definition of integration, most likely 

because he had more current training. "Being moved up into 

a regular classroom" (Interview - 4/28/93) was Peter James 

definition of integration. Peter James as well as Alison 

Oliver (Karl's one-to-one integration assistant) and 

Isabelle Conners (integration consultant) all emphasized 

the social benefits of including Karl in his class when 

they defined integration. The social benefits of 

integration have more recently been supported in other 

studies (Kennedy & Itkonen, 1994). 

It does not appear that the term individuals chose to 

use was as important as the priorities that they identified 

as necessary for providing a quality integration program. 

The location and the social aspects of the child's school 
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day were important considerations not only in this study, 

but in Schnorr's (1990) as well. Karl's mother, Mrs. 

Jones, was the only participant who felt that Karl's 

program did not match her definition of "true" integration 

(Interview - 4/23/93). She had strong feelings about how 

the socialization with classmates did not carry over 

outside of school. This concern was also voiced by the 

mother of the student with autism in the pilot study 

(Fredericks, 1992a) as well as by parents in the literature 

(Strully & Strully, 1985). Research supports that concern 

that people with developmental disabilities often lead 

lonely isolated lives (Wieck, 1990). 

It is understandable that the parents and children 

with autism are the ones who would notice the friendship 

issue because they are the only individuals that it 

affects. This factor is part of their everyday life. None 

of the other participants live with the children outside of 

school. The issue of friendship and inclusion into the 

community is also an issue that is noted in the literature 

as a need that requires action (Amado, 1993; Strully & 

Strully, 1992). 

Class Membership 

In this study class membership involved class 

activities, blending in and the fact that Karl's 

integration resulted in few changes to the classroom. Karl 

was a member of the fourth grade class because that was a 
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priority that his TEAM has targeted. Adults expected Karl 

follow the fourth grade rules and in turn they gave him 

the same privileges and respect that other fourth graders 

wsre given. As discussed in the literature review, 

students follow the lead of teachers (Searl, Ferguson & D. 

Biklen, 1985). The way that the teachers treat a student 

with special needs has been identified as one of the most 

important elements in the success of the integration (Fabre 

& Walker, 1987; Horne, 1985; Larrivee & Cook, 1979). 

Karl's inclusion in lessons, activities such as author's 

circle and the spelling bee, as well as his inclusion on 

the teacher's "Dead Beat List" of students who owed her 

money, sent messages to all of the students, including 

Karl, that he was a member of the class. When the class 

lost their recess privileges so did Karl. Bogdan and D. 

Biklen (1985) explain that because "people tend to live up 

to others' expectations" (p.35), the way that adults treat 

students with disabilities has a direct effect on the 

behavior of the student with disabilities as well as the 

way in which other students treat that student. 

It is not difficult to understand why there were so 

many parallels between what Karl saw and what his 

classmate's saw as the primary lessons of fourth grade. 

The inclusion of Karl into the fourth grade activities sent 

a message to Karl and to his classmates that he was a 

fourth grader. Karl, in some way, took part in nearly 

everything the other fourth grader students did. Even 
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though he was working on number recognition while the rest 

of the students were doing long division, he was feeling 

the frustration and joy of success in math along with his 

classmates. The clever method of using coins to count out 

the answers to the addition problems on the computer 

program to address his IEP objectives was motivating for 

Karl and also allowed his number recognition lessons to 

appear more age appropriate to onlooking classmates. The 

policies that the team set up about Karl's inclusion helped 

lead to his acceptance. 

The fact that the participants did not believe that 

Karl's inclusion required any major changes, other than the 

addition of Karl's one-to-one integration assistant, was 

most likely due to many factors, experience of the whole 

team being the primary factor. The entire team had had a 

great deal' of experience working together and/or working 

with children with special needs. Another factor is the 

flexibility of both Clara Thomas and Alison Oliver. 

Changes that another educator might see as major, for 

example, the increase in noise in the classroom, was not 

seen as a major change by these individuals. 

Examples of this flexibility include the case of Clara 

and Alison who were willing to put in extra effort to make 

this program work. Both voluntarily attended monthly 

planning meetings that occurred after school hours, one 

lasting beyond five o'clock. This willingness to meet 

after school hours is not common. This dedication is most 
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likely a significant reason why changes in the classroom 

were not noted. 

As the literature review points out, teachers consider 

adaptations that take time and effort outside of the 

classroom the "least desirable" of the accommodations 

necessary for integration (Schummn & Vaughn, 1991, p.21). 

Some teachers feel that changing the arrangement of 

classroom furniture is an unwanted disruption (Schummn & 

Vaughn, 1991). The results of this study do not correspond 

with Schummn and Vaughn's results. 

A review of the curriculum guides developed for 

including children with severe disabilities emphasizes team 

decision making as a priority (Giangreco & Putnam, 1991). 

The TEAM in this study prioritized the goal that Karl was 

to be an active member of the fourth grade class. Their 

aim towards making him as independent as possible has, most 

likely, helped Karl blend into the fourth grade class more 

often than he could have in blended in during his first 

grade year. In fourth grade Karl did not need an adult at 

his side every minute of his day. Karl was not an "island 

in the mainstream" (D. Biklen, 1985, p. 18) in this class. 

Alison deliberately faded her support of Karl in physical 

education, music and lunch. 

The approach of incorporating functional life skills 

from the IEP into the curriculum of general education is 

used by educators who are experienced in inclusive 

education (Ford, Davern, & Schnorr, 1992; Jorgensen, 1992) 
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including Karl's TEAM. While some, including Ann Morgan the 

music teacher, may question if Karl was receiving the full 

benefit of the intent of the music lesson, others who were 

more familiar with Karl's IEP objectives would most likely 

explain that sitting quietly and independently in a group 

was the goal that Karl was working on in music class. 

(Objective 1.1 - Karl will continue to comply with adult 

requests and follow classroom and school rules - Karl's IEP 

2/92-2/93). The fact that Karl could master this objective 

for 30 minutes at a time without an adult assistant was 

quite a change from the violent, loud first grader that 

Mrs. Jones and Willie remember. The ability to sit 

independently and listen to music in a group will be a 

skill that will enable Karl to attend musical events as an 

adult. 

There'is no way to know how much of an effect Karl's 

classmates have had on his behavior. The results of two 

studies, however, indicate that exposure and proximity to 

typically developing children have decreased autistic 

behavior (McGee, Paradis, Feldman, 1993) and inappropriate 

play (Schleien, Heyne, & Berken, 1988) in young children 

with autism. It is possible that Karl has changed some of 

his behaviors as a result of being surrounded by typical 

behaviors. This assertion is supported by the results of 

the pilot study as well as the parent and teacher reports 

about the integration of several other children with autism 
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that have not been examined in a study (Fredericks et al. , 

1991). 

The opportunity for social experiences is one of the 

benefits listed by those who are in favor of integration 

(Brown et al., 1989; Haring & Breen, 1989). Nonetheless, 

the opposition questions the chances that social 

relationships will develop (Giangreco et al., 1991; Horne, 

1985; Zigler & Hodapp, 1987). Karl has social interactions 

with nearly all of his classmates and he has developed 

close social relationships with at least four classmates. 

This is consistent with the literature (Daly, 1991; Hunt et 

al., 1994). 

The ability to interact with other children is a 

complex skill that is difficult for children with autism 

(L. Wing, 1980a). The results of this study indicate that 

Karl has developed this skill. Most likely Karl developed 

this skill because of the professional training that he 

received in school and the constant exposure to peers which 

provided appropriate models for him as well as frequent 

opportunity to engage in conversations with classmates. It 

is also possible that Karl's classmates have developed 

skills in adjusting their conversation with him to meet his 

skill level. Preschool children have demonstrated this 

skill without training (Guralnick & Paul-Brown, 1977, 

1980) . 

Although imitation is difficult for children with 

autism (Lord, 1993; L. Wing, 1980a) it is not impossible 
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(Dawson & Adams, 1984; DeMyer et al., 1972). All of the 

key TEAM members agreed that the other students in Karl's 

class were an important element in his progress 

(Participant Response Sheet - 6/19/93). He modeled their 

behavior and he tried as much as he could to be like them. 

His mother believed that Karl's conversation skills 

improved and became more age appropriate from watching the 

other children and interacting with them. The results of 

one study mentioned in the literature review support that 

possibility. Coleman and Stedman (1974) found that a child 

with autism learned appropriate voice volume from brief 

exposure to a typical child. 

Important Elements of Karl's Integration 

Not one of the of the four categories of 

communication, consistency, support, and flexibility is 

surprising. Leary (1992) found communication and support 

to be themes in a similar case study of an integrated 

student. Experienced teachers already know the importance 

of communication with students and parents as well as the 

careful balance of consistency and flexibility that is 

required to supervise a class (C. Gaines, personal 

communication, April 22, 1994). The emotional support that 

the children need is also something evident in all 

classrooms. The support that all teachers need from 

administrators and parents is not a new concept (Morrison, 
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1984). The addition of a student with needs that differ 

from the norm exaggerates these needs. 

In the literature review it was noted that both 

parents of children with special needs and parents of 

typical children named communication with the teacher as a 

priority (Winton, Turnbull, & Blacher, 1985). The results 

of this study agree. Karl's mother also named 

communication with his teachers as a priority. The 

importance of communication among all team members 

including the students was noted in the pilot study 

(Fredericks, 1992a) as well as in the literature about 

general education (Sciarra, & Dorsey, 1990), collaborative 

teams (Rainforth, York, & Macdonald, 1992), and programs 

for children with autism (Handleman, 1986; Schopler & 

Bristol, 1980 ) . 

The literature matches the results of this study in 

that it supports the importance of using consistency for 

effectively changing the behavior of children (Carter, 

1972; Patton, Kauffman, Blackbourn & Brown, 1991; Phelan, 

1984). The literature also matches the results of this 

study in the emphasis on the importance of support (Bogdan 

& Biklen, 1985; Searl, Ferguson, & Biklen, 1985; Larivee & 

Cook, 1979). The complicated support system required for a 

student with autism to be included in an elementary class, 

as discussed in the pilot study (Fredericks, 1992a), is 

mirrored in Bogdan and Biklen's list. In the pilot study 

as well as in this study examples of support were evident 
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in observations of every team member involved, from the 

administrator down to the children. 

Strengths and Weaknesses of the Study 
and Implications for Future Research 

The reader must remember that this study was my view 

of what happened in this classroom. Although triangulation 

methods were used to help minimize observer bias, and 

insure internal validity and reliability, Merriam (1988) 

points out that "validity . . . must be addressed in terms 

of reality itself (which can never be grasped) (p. 167). 

As Mathison (1988) explains 

. . . triangulation as a strategy provides a rich 
and complex picture of some social phenomenon 
being studied, but rarely does it provide a clear 
path to a singular view of what is the case. (p. 

15) 

I was often concerned about the length of time the 

interview took and focused on getting all of the questions 

asked and sometimes overlooked pursuing more information 

about the answer the participant gave. Including more 

researchers with more interview savvy and extending the 

time to include a minimum of the entire school year would 

improve the design. Multiple interviews with each 

participant also would have helped enhance the data. 

The adult participants knew why I was observing the 

classroom so their behavior most likely was affected by my 

presence. It would have been difficult but possibly more 

effective if I had been able to be less specific with them 

about why I chose to study this class. The number of 
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participants who were interviewed was limited. The results 

of this study would have provided a broader view if it had 

included an interview with the speech therapist, the 

occupational therapist, and more students and parents. The 

parents whom I interviewed were extremely supportive of 

integration. Although there was no way of knowing the 

attitudes of the parents ahead of time, it would be useful 

also to have interviewed parents who were not as supportive 

of integration to find out about their feelings. 

The strengths of this study are also important to 

note. This study took place in a real classroom rather 

than a laboratory setting. The observations occurred at 

random times on different days of the week so that the 

sample of class activities in different locations was as 

diverse as possible. The addition of time and space helps 

the researcher to understand a social phenomenon by 

examining it in a variety of conditions (Denzin, 1989). 

The observations occurred over a period of five months so 

that time added another perspective. The inclusion of 

interviews with observations, document checks, and member 

checks gave many dimensions to the data. This multi¬ 

dimensional view of an integrated classroom provides the 

reader with details that are not available in the current 

research on educating children with autism. 

Dr. Tom Hehir, the Director of the Office of Special 

Education (OSEP), in Washington, DC, believes that 

'• Inclusive integration works when the appropriate aids and 
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supports are in place" (Kownacki, 1995, p. 3). The 

analysis of the data from this study indicates that Dr. 

Hehir is correct. This study has added to the information 

about identifying the "appropriate aids and supports," but 

still more information is needed. Successful integration 

does not always generalize when a child with autism moves 

to another school or classroom (Rimland, 1994). 

The key participants agree that Karl's integration was 

a success with regards to his progress in school 

(Participant Response Sheet - 6/19/93). Karl's fourth 

grade year was successful because of the communication, 

consistency, support, and flexibility of many dedicated 

people who spent a lot of time and energy making it 

successful. 

The results of this study indicate that integration 

can work for a child with autism. The details of how it 

can work for others need to be examined more closely by 

research. Karl's team learned the hard way. There was 

very little information available for them at the time Karl 

started first grade. There is more available today but it 

isn't enough. 

Future research needs to focus on the many aspects of 

curriculum adaptation, staff training, and time management 

that are necessary for quality education for all children. 

The specifics of how to integrate successfully need to be 

clarified and made available to all schools. 
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Curriculum adaptation is essential if children with 

severe special needs are to be fully included in general 

education classes. Although some teacher training programs 

have recently been redesigning what used to be their 

general education curriculum courses to include children 

with special needs (Brown, 1991; Ford & Sapon-Shevin, 

1991), the majority of teachers in the field today do not 

have the training to make the necessary changes to include 

children with autism (Ayres, Meyer, Erevelles, & Park-Lee, 

1994) . 

Staff training is another area that requires more 

information and guidelines. Many of the participants in 

this study noted the lack of training and preparation they 

had had before the school year started. The individuals 

who require the training, the amount of training, and the 

content of training is still not clear in the literature. 

The role and qualifications of the consultant is important 

but not standardized. As in Karl's case, the integration 

of children with autism often relies heavily on the 

addition of a one-to-one integration assistant. These 

positions, however, most often fall under para-professional 

status. The specific skills and training that these 

individuals need to do their job effectively as well as the 

role they play are important topics that should be examined 

in future research. A comparison of the training, 

experience, skills and role of one-to-one integration 

assistants and that of teaching assistants in segregated 
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classrooms would be another useful topic for future 

examination. While it is clear to me that the skills of 

the one-to-one integration assistant are vital to the 

success of integration, I also believe that effective 

special education classrooms rely heavily on the skills of 

the teaching assistants. All of the participants 

agreed that there was never enough time for planning and 

communicating (Participant Response Sheet - 6/19/93). The 

time pressure that teachers today work with is a problem 

for teachers in integrated classes as well as for those who 

teach segregated classes. Integration cannot be dependent 

on teachers volunteering their time because there are 

teachers who will not or can not stay for long meetings 

after school. All children deserve an educational system 

that has the necessary ingredients for success built in to 

the program. The quality of education should not be 

dependent on good will. 

Conclusion 

The chapters in a book entitled The Teacher and 

Integration list many of the questions and feelings that 

author Gertrude Noar believes teachers inexperienced with 

integration would have about their new students but would 

not have the courage to say: 

Where shall I put them? 
Of course I like them. 
I can't communicate with these children. 
Who is he? Why is he here? Where is he going? . . . 
Aren't we making them unhappy? 
How can I control them? 
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How can I make them learn? 
Do I need special kinds of learning materials? 
Why not separate groups? . . . 
What shall we do about activities? 
Do . . . [these children] have needs I don't know 
about? 

What is . . . [an] integrated classroom like? (p. vii) 

The chapter titles are not surprising in view of some of 

the concerns voiced by teachers fearful of the unknown, 

although the words that I edited out and the year that this 

book was published (1965) would reveal that the integration 

Noar is writing about is racial integration. 

Noar, of course, was referring to minority students. 

In 1995, to someone who has never experienced racially 

segregated schools, these questions seem incomprehensible 

in regards to the integration of students with African 

American heritage. It is possible that in thirty years, or 

hopefully much sooner, the current questions surrounding 

the inclusion of children with autism within the same 

classes that their next-door neighbors attend will be 

equally incomprehensible. Those questions already are 

unfathomable to the children in Karl's class. Neither of 

the students whom I interviewed would entertain the idea of 

segregation for Karl even when I tried using the current 

arguments listed by those who are against integration 

(Rimland, 1993; Simpson & Sasso, 1992). 

Several times during the interview Laurie appeared 

frustrated at my questions about why Karl was in her class: 

P: You said it was important to know division in 

fourth grade. Does Karl know division? 
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L: Nope he doesn't. 

P: My professors at U. Mass don't go into the 

classroom a lot and they don't understand how 

Karl can be in the fourth grade if he doesn't 

know division. Could you explain it to them? 

L: Well [breaths with a sigh of frustration] 

because probably when he was in kindergarten he 

was doing even LITTLER things than he is now. 

He's just progressing, he's progressing, he's 

progressing slower. (Interview - 6/24/93) 

Willie showed his frustration with my segregation questions 

with humor and threats: 

P: What if my teachers came and said, nWhy is 

Karl in this class? He should be in a special 

class with kids that are just like him." What 

would you say? 

W: Get out of here before I beat you over the 

head, [laughs] 

P: Why? 

W: Because Karl shouldn't always be around just 

everybody that's like him. He should be around 

other kids to get used to them. Supposed they're 

all his friends, like people like him are all his 

friends, everybody is, [in this school] anybody 

could be his friend. 

P: Ok but what if I say "This is a BETTER school. 

All the kids, they have SPECIAL teachers who know 
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how to teach Karl. They have special rooms that 

even have special chairs." 

W: YOU'RE NOT A TEACHER!! 

P: How come? 

W: Because urn, because they're probably scared of 

him. And that means they don't want him to be in 

their class. That means they just want, they 

just want kids like ME or someone in their class. 

They don't want Karl in their class because they 

don't like him or something, [pause] Maybe they 

don't like him because, maybe they made fun of 

him and things like that when they were kids and 

they're afraid they're [other children] going to 

make fun of them during classes and stuff. 

(Interview - 6/19/93) 

In the pilot study, I compared experience with 

integration to computer literacy, explaining that with 

time, training, and support it is something that eventually 

becomes natural. Willie's last statement reminds me that 

many children who have direct experience with computers and 

integration are way ahead of those adults who are afraid of 

change and the loss of the security they have in their 

current understanding and control of pencils, erasers, and 

students with familiar needs. The review of the literature 

in Chapter II indicates that there is no documented 

evidence that segregation benefits children with autism. 

The current Director of the Office of Special Education 
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Programs (OSEP) in Washington is aware of this (Kownacki, 

1995), yet the majority of children with autism in this 

country are still educated in segregated environments 

(United States Department of Education, 1994). 

Despite the 20-year-old federal law that supports the 

least restrictive environment for children with special 

needs, the courts are not always supporting the decisions 

of parents of children with autism who want their children 

educated in general education classrooms ("Inclusion", 

1994). A child who does not demonstrate the prerequisite 

skills expected in general education can be denied this 

placement. Some experts in the field explain that 

integration is appropriate only for some children with 

autism (Rimland, 1993; Simpson & Sasso, 1992). 

The criteria for the identification of these 

privileged children have not yet been clarified. Rimland 

believes that children who are "far below the normal child 

intellectually, academically and socially" (p. 3) should 

not be integrated. I suspect, from the descriptions of 

Karl's behavior in the collaborative, that Karl would not 

have been given the opportunity to attend first grade under 

Rimland's criteria. Karl would never have been given the 

opportunity to be a member of this fourth grade class, to 

compete in the state capitol bee, to share his stories 

during author's circle, to discuss the Super Bowl with 

Willie or giggle about zombies with Laurie. 
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Other experts in the field of autism believe that the 

parents of typical children will not put up with the "use" 

(Simpson & Sasso, 1992, p. 9) of their children. Yet the 

parents of Karl's classmates who were interviewed felt that 

having Karl in the class was beneficial to their children. 

Willie's mother explained how she felt about having Karl in 

Willie's class: 

I thought he would learn to treat every PERSON 

with the same kind of respect so I wasn't upset 

about it. I kind of thought it was about time, 

[laughs] I never thought that children with 

special needs should be locked away in special 

classes or AWAY from everyone else. 

(Interview - 6/16/93) 

Willie may be correct. The primary force behind the 

exclusionists' rationale is fear. The successful 

integration of individual children with autism all over 

North America should encourage the "experts" to lead 

educators away from unrealistic adult fears and towards 

research into methodology that can help to improve 

integration rather than preventing it. 

Flag Salute. Karl stands up with the class. His 

hand is over his heart. He repeats the same 

words, "with liberty and justice for all." (Field 

Notes - 3/19/93) 

Over the past seventy-five years the laws of the 

United States have been adjusting the meaning of the word 
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"all" to include women, people of all races, and finally 

people with disabilities. It would be fitting if all of 

the schools where this pledge is recited every day start 

doing the same. 
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PARTICIPANT CONSENT FORM 
Classroom Teacher 

A Research Project Examining The Inclusion of a Child With 
Autism Into an Elementary Class 

I. My name is Paula Fredericks. I am a graduate student at 
the University of Massachusetts in Amherst. My major is 
special education, with a focus on autism. I have designed 
a research project focused on understanding the experiences 
of the people who are directly involved with the inclusion 
of a child who has autism into regular education elementary 
classes. I am asking you to participate in this study 
which will provide data that may be included in my 
dissertation. Other than yourself, the participants will 
include the parents of the child with autism, the child 
with autism, two classmates, two parents of classmates, the 
child's one-to-one aide, the integration consultant, the 
art, music and physical education teachers, the special 
education director and the vice principal. 

II. Participation in this project involves: 

A. Approximately twenty hours of my observation of the 
participation of a student with autism in your classroom. 
During this time I will watch and take notes on the 
interactions which occur within the setting. I am also 
interested in observing non-academic child time, e.g., 
recess and lunch. These too will be scheduled with your 
approval. 

B. An individual interview with me lasting 
approximately 60 minutes at a time and place convenient for 
you, sometime in March or April. If necessary, a follow-up 
interview will be scheduled, at your convenience. The 
interviews will be audio-taped and a written transcript 
will later be prepared. 

III. The material from the interviews and observations will 
be used for a written report, possible presentation at 
professional conferences or college courses and possible 
written publications. In all written and oral 
presentations, pseudonyms will be used for all names for 
persons, schools, school districts, cities, towns and 
counties. 

IV. Anonymity 

A. All interviews will take place in a private space 
in the school unless otherwise requested by the 
participant. 
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B. Interview transcription will be done by myself or 
by a professional transcriber. 

C. All audio tapes, will be kept in a safe place and 
destroyed upon the acceptance of the research project or, 
at your request, will be returned to you. 

V. Participation in this project is on a voluntary basis. 
While consenting at this time to participate in this 
project, you may withdraw at any time during the project 
without being subjected to any prejudice. 

Transcripts of your interviews will be presented to 
you for review. You may withdraw your consent to have 
excerpts form your interview used in any written or oral 
presentations if you notify me two weeks after being 
presented with the transcript of your final interview. 

A risk inherent with interviewing may be that a 
sensitive, controversial or personal topic may come up 
which you may not have anticipated and may not wish to 
share. Therefore you must be aware of your right to 
decline to answer any question and to withdraw from 
participation at any time. 

VI. In signing this consent form you are providing me with 
your approval to use this project's data from the 
interview, observation, and examination of documents as 
indicated in section III. You are also agreeing that you 
have viewed the signed parent consent form which approves 
of the students' inclusion in this study. Your signature 
also means that you are aware that participants other than 
yourself are included in this study. 

*********************************************************** 

I _ have 
read this statement carefully and thoroughly and agree to 
participate in this project according to the conditions 
stated above. 

signature of participant 

date 

signature of researcher 
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PARTICIPANT CONSENT FORM 
The Integration Consultant 

A Research Project Examining The Inclusion of a Child With 
Autism Into an Elementary Class 

I. My name is Paula Fredericks. I am a graduate student at 
the University of Massachusetts in Amherst. My major is 
special education, with a focus on autism. I have designed 
a research project focused on understanding the experiences 
of the people who are directly involved with the inclusion 
of a child who has autism into regular education elementary 
classes. I am asking you to participate in this study 
which will provide data that may be included in my 
dissertation. Other than yourself, the participants will 
include the classroom teacher, the parents of the child 
with autism, the child with autism, two classmates, two 
parents of classmates, the child's one-to-one aide, the 
art, music and physical education teachers, the special 
education director and the vice principal. 

II. Participation in this project involves: 

A. Approximately twenty hours of my observation of the 
participation of a student with autism in your school. 
During this time I will watch and take notes on the 
interactions which occur within the setting. I am also 
interested in observing non-academic child time, e.g., 
recess and lunch. These too will be scheduled with your 
approval. 

B. An individual interview with me lasting 
approximately 60 minutes at a time and place convenient for 
you, sometime in March or April. If necessary, a follow-up 
interview will be scheduled, at your convenience. The 
interviews will be audio-taped and a written transcript 
will later be prepared. 

III. The material from the interviews and observations will 
be used for a written report, possible presentation at 
professional conferences or college courses and possible 
written publications. In all written and oral 
presentations, pseudonyms will be used for all names for 
persons, schools, school districts, cities, towns and 
counties. 

IV. Anonymity 

A. All interviews will take place in a private space 
in the school unless otherwise requested by the 
participant. 
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B. Interview transcription will be done by myself or 
by a professional transcriber. 

C. All audio tapes, will be kept in a safe place and 
destroyed upon the acceptance of the research project or, 
at your request, will be returned to you. 

V. Participation in this project is on a voluntary basis. 
While consenting at this time to participate in this 
project, you may withdraw at any time during the project 
without being subjected to any prejudice. 

Transcripts of your interviews will be presented to 
you for review. You may withdraw your consent to have 
excerpts form your interview used in any written or oral 
presentations if you notify me two weeks after being 
presented with the transcript of your final interview. 

A risk inherent with interviewing may be that a 
sensitive, controversial or personal topic may come up 
which you may not have anticipated and may not wish to 
share. Therefore you must be aware of your right to 
decline to answer any question and to withdraw from 
participation at any time. 

VI. In signing this consent form you are providing me with 
your approval to use this project's data from the 
interview, observation, and examination of documents as 
indicated in section III. You are also agreeing that you 
have viewed the signed parent consent form which approves 
of the students' inclusion in this study. Your signature 
also means that you are aware that participants other than 
yourself are included in this study. 

*********************************************************** 

I _ have 
read this statement carefully and thoroughly and agree to 
participate in this project according to the conditions 
stated above. 

signature of participant 

date 

signature of researcher 



PARTICIPANT CONSENT FORM 
One-to-One Aide 

A Research Project Examining The Inclusion of a Child With 
Autism Into an Elementary Class 

I. My name is Paula Fredericks. I am a graduate student at 
the University of Massachusetts in Amherst. My major is 
special education, with a focus on autism. I have designed 
a research project focused on understanding the experiences 
of the people who are directly involved with the inclusion 
of a child who has autism into regular education elementary 
classes. I am asking you to participate in this study 
which will provide data that may be included in my 
dissertation. Other than yourself, the participants will 
include the classroom teacher, the parents of the child 
with autism, the child with autism, two classmates, two 
parents of classmates, the integration consultant, the art, 
music and physical education teachers, the special 
education director and the vice principal. 

II. Participation in this project involves: 

A. Approximately twenty hours of my observation of the 
participation of your student with autism in school. 
During this time I will watch and take notes on the 
interactions which occur within the setting. I am also 
interested in observing non-academic child time, e.g., 
recess and lunch. These too will be scheduled with your 
approval. 

B. An individual interview with me lasting 
approximately 60 minutes at a time and place convenient for 
you, sometime in March, or April. If necessary, a follow¬ 
up interview will be scheduled, at your convenience. The 
interviews will be audio-taped and a written transcript 
will later be prepared. 

III. The material from the interviews and observations will 
be used for a written report, possible presentation at 
professional conferences or college courses and possible 
written publications. In all written and oral 
presentations, pseudonyms will be used for all names for 
persons, schools, school districts, cities, towns and 
counties. 

IV. Anonymity 

A. All interviews will take place in a private space 
in the school unless otherwise requested by the 
participant. 
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B. Interview transcription will be done by myself or 
by a professional transcriber. 

C. All audio tapes, will be kept in a safe place and 
destroyed upon the acceptance of the research project or, 
at your request, will be returned to you. 

V. Participation in this project is on a voluntary basis. 
While consenting at this time to participate in this 
project, you may withdraw at any time during the project 
without being subjected to any prejudice. 

Transcripts of your interviews will be presented to 
you for review. You may withdraw your consent to have 
excerpts form your interview used in any written or oral 
presentations if you notify me two weeks after being 
presented with the transcript of your final interview. 

A risk inherent with interviewing may be that a 
sensitive, controversial or personal topic may come up 
which you may not have anticipated and may not wish to 
share. Therefore you must be aware of your right to 
decline to answer any question and to withdraw from 
participation at any time. 

VI. In signing this consent form you are providing me with 
your approval to use this project's data from the 
interview, observation, and examination of documents as 
indicated in section III. You are also agreeing that you 
have viewed the signed parent consent form which approves 
of the students' inclusion in this study. Your signature 
also means that you are aware that participants other than 
yourself are included in this study. 

*********************************************************** 

I _ have 
read this statement carefully and thoroughly and agree to 
participate in this project according to the conditions 
stated above. 

signature of participant 

date_ 

signature of researcher 
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PARTICIPANT CONSENT FORM 
Vice Principal 

A Research Project Examining The Inclusion of a Child With 
Autism Into an Elementary Class 

I. My name is Paula Fredericks. I am a graduate student at 
the University of Massachusetts in Amherst. My major is 
special education, with a focus on autism. I have designed 
a research project focused on understanding the experiences 
of the people who are directly involved with the inclusion 
of a child who has autism into regular education elementary 
classes. I am asking you to participate in this study 
which will provide data that may be included in my 
dissertation. Other than yourself, the participants will 
include the classroom teacher, the parents of the child 
with autism, the child with autism, two classmates, two 
parents of classmates, the child's one-to-one aide, the 
integration consultant, the art, music and physical 
education teachers, and the special education director. 

II. Participation in this project involves: 

A. Approximately twenty hours of my observation of the 
participation of your student with autism in school. 
During this time I will watch and take notes on the 
interactions which occur within the setting. I am also 
interested in observing non-academic child time, e.g., 
recess and lunch. These too will be scheduled with your 
approval. 

B. An individual interview with me lasting 
approximately 60 minutes at a time and place convenient for 
you, sometime in March, or April. If necessary, a follow¬ 
up interview will be scheduled, at your convenience. The 
interviews will be audio-taped and a written transcript 
will later be prepared. 

III. The material from the interviews and observations will 
be used for a written report, possible presentation at 
professional conferences or college courses and possible 
written publications. In all written and oral 
presentations, pseudonyms will be used for all names for 
persons, schools, school districts, cities, towns and 
counties. 

IV. Anonymity 

A. All interviews will take place in a private space 
in the school unless otherwise requested by the 
participant. 
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B. Interview transcription will be done by myself, or 
by a professional transcriber. 

C. All audio tapes, will be kept in a safe place and 
destroyed upon the acceptance of the research project or, 
at your request, will be returned to you. 

V. Participation in this project is on a voluntary basis. 
While consenting at this time to participate in this 
project, you may withdraw at any time during the project 
without being subjected to any prejudice. 

Transcripts of your interviews will be presented to 
you for review. You may withdraw your consent to have 
excerpts form your interview used in any written or oral 
presentations if you notify me two weeks after being 
presented with the transcript of your final interview. 

A risk inherent with interviewing may be that a 
sensitive, controversial or personal topic may come up 
which you may not have anticipated and may not wish to 
share. Therefore you must be aware of your right to 
decline to answer any question and to withdraw from 
participation at any time. 

VI. In signing this consent form you are providing me with 
your approval to use this project's data from the 
interview, observation, and examination of documents as 
indicated in section III. You are also agreeing that you 
have viewed the signed parent consent form which approves 
of the students' inclusion in this study. Your signature 
also means that you are aware that participants other than 
yourself are included in this study. 

*********************************************************** 

I __ have 
read this statement carefully and thoroughly and agree to 
participate in this project according to the conditions 
stated above. 

signature of participant 

date 

signature of researcher 
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PARTICIPANT CONSENT FORM 
Parent of the child with autism and the child with autism 

A Research Project Examining The Inclusion of a Child With 
Autism Into an Elementary Class 

I. My name is Paula Fredericks. I am a graduate student at 
the University of Massachusetts in Amherst. My major is 
special education, with a focus on autism. I have designed 
a research project focused on understanding the experiences 
of the people who are directly involved with the inclusion 
of a child who has autism into regular education elementary 
classes. I am asking you and your child to participate in 
this study which will provide data that may be included in 
my dissertation. Other than yourself, and your child, the 
participants will include the classroom teacher, two 
classmates, two parents of classmates, the child's one-to- 
one aide, the integration consultant, the art, music and 
physical education teachers, the special education director 
and the vice principal. 

II. Participation in this project involves: 

A. Approximately twenty hours of my observation of the 
participation of your child in school. During this time I 
will watch and take notes on the interactions which occur 
within the setting. I am also interested in observing non- 
academic child time, e.g., recess and lunch. These too 
will be scheduled with your approval. 

B. An individual interview with me lasting 
approximately 60 minutes at a time and place convenient for 
you, sometime in March or April. If necessary, a follow-up 
interview will be scheduled, at your convenience. The 
interviews will be audio-taped and a written transcript 
will later be prepared. 

An individual interview of your child with me lasting 
approximately 20 minutes at a time and place convenient for 
you. 

C. Examination of your child's individualized 
education plans (IEP), quarterly progress reports and 
report cards. Also, if pertinent, the daily note book that 
has been passed to school and home each day. 

III. The material from the interviews and observations will 
be used for a written report, possible presentation at 
professional conferences or college courses and possible 
written publications. In all written and oral 
presentations, pseudonyms will be used for all names for 
persons, schools, school districts, cities, towns and 
counties. 
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IV. Anonymity 

A. All interviews will take place in a private space 
in the school unless otherwise requested by the 
participant. 

B. Interview transcription will be done by myself, or 
by a professional transcriber. 

C. All audio tapes, will be kept in a safe place and 
destroyed upon the acceptance of the research project or, 
at your request, will be returned to you. 

V. Participation in this project from you and your child is 
on a voluntary basis. While consenting at this time to 
participate in this project, you and your child may 
withdraw at any time during the project without being 
subjected to any prejudice. 

Transcripts of your interviews will be presented to 
you for review. You may withdraw your consent to have 
excerpts form your interview used in any written or oral 
presentations if you notify me two weeks after being 
presented with the transcript of your final interview. 

A risk inherent with interviewing may be that a 
sensitive, controversial or personal topic may come up 
which you may not have anticipated and may not wish to 
share. Therefore you and your child must be aware of both 
of your rights to decline to answer any question and to 
withdraw from participation at any time. 

VI. In signing this consent form you are providing me with 
your approval to use this project's data from the 
interview, observation, and examination of documents as 
indicated in section III. You may also access a copy of the 
questions which will be asked of your child and those which 
will be asked of other personnel about your child. Your 
signature also means that you are aware that participants 
other than yourself are included in this study. 
*********************************************************** 

I ___ have 
read this statement carefully and thoroughly and agree to 
have myself and my child participate in this project 
according to the conditions stated above. 

signature of participant 

date 

signature of researcher 



PARTICIPANT CONSENT FORM 
Parent of the classmate of the child with autism, and the 

classmate 

A Research Project Examining The Inclusion of a Child With 
Autism Into an Elementary Class 

I. My name is Paula Fredericks. I am a graduate student at 
the University of Massachusetts in Amherst. My major is 
special education, with a focus on autism. I have designed 
a research project focused on understanding the experiences 
of the people who are directly involved with the inclusion 
of a child who has autism into a regular education 
elementary class. I am asking you and your child to 
participate in this study which will provide data that may 
be included in my dissertation. Other than yourself and 
your child, the participants will include the parents of 
the child with autism, the child with autism, the classroom 
teacher, the child's one-to-one aide, the vice principal, 
the integration consultant, the art, physical education and 
music teachers, and the special education director. 

II. Participation in this project involves: 

A. Approximately twenty-five hours of my observation 
of the participation of the child with autism in school. 
During this time I will watch and take notes on the 
interactions which occur within the setting. I am also 
interested in observing non-academic child time, e.g., 
recess and lunch. These too will be scheduled with the 
school's approval. 

B. An individual interview with your child lasting 
approximately 2 0 minutes, at a time and place convenient 
for you, sometime in May or June. A second interview may 
become necessary to provide time for ideas your child may 
have generated from the first visit. The interviews will 
be audio-taped and a written transcript will later be 
prepared. 

C. An individual interview with you lasting 
approximately 45 minutes, at a time and place convenient 
for you, sometime in May or June. If necessary, a follow¬ 
up interview will be scheduled, at your convenience. The 
interviews will be audio-taped and a written transcript 
will later be prepared. 

III. The material from the interviews and observations will 
be used for a written report, possible presentation at 
professional conferences or college courses and possible 
written publications. In all written and oral 
presentations, pseudonyms will be used for all names for 
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persons, schools, school districts, cities, towns and 
counties. 

IV. Anonymity 

A. All interviews will take place in a private space 
in the school unless otherwise requested by the 
participant. 

B. Interview transcription will be done by myself, or 
by a professional transcriber. 

C. All audio tapes, will be kept in a safe place and 
destroyed upon the acceptance of the research project or, 
at your request, will be returned to you. 

V. Participation in this project from your child and 
yourself is on a voluntary basis. While consenting at this 
time to participate in this project, you and your child may 
withdraw at any time during the project without being 
subjected to any prejudice. 

Transcripts of your interviews will be presented to 
you for review. You may withdraw your consent to have 
excerpts from your interview or your child's interview used 
in any written or oral presentations if you notify me two 
weeks after being presented with the transcript of your 
final interview. 

A risk inherent with interviewing may be that a 
sensitive, controversial or personal topic may come up 
which you may not have anticipated and may not wish to 
share. Therefore you must be aware of your right to 
decline to answer any question and to withdraw from 
participation at any time. 

VI. In signing this consent form you are providing me with 
your approval to use the interview/observation data from 
this project as indicated in section III. You may also 
access a copy of the questions which will be asked of your 
child. Your signature also means that you are aware that 
participants other than yourself are included in this 
study. 
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*********************************************************** 

I ___ have 
read this statement carefully and thoroughly and agree that 
my child and I will participate in this project according 
to the conditions stated above. 

signature of participant (and parent of participant child) 

date 

signature of researcher 
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PARTICIPANT CONSENT FORM 
Art, Music or Physical education Teacher 

A Research Project Examining The Inclusion of a Child With 
Autism Into an Elementary Class 

I. My name is Paula Fredericks. I am a graduate student at 
the University of Massachusetts in Amherst. My major is 
special education, with a focus on autism. I have designed 
a research project focused on understanding the experiences 
of the people who are directly involved with the inclusion 
of a child who has autism into regular education elementary 
classes. I am asking you to participate in this study 
which will provide data that may be included in my 
dissertation. Other than yourself, the participants will 
include the classroom teacher, the parents of the child 
with autism, the child with autism, two classmates, two 
parents of classmates, the child's one-to-one aide, the 
integration consultant, the art, music and physical 
education teachers, the special education director and the 
vice principal. 

II. Participation in this project involves: 

A. Approximately twenty hours of my observation of the 
participation of a student with autism in your classroom. 
During this time I will watch and take notes on the 
interactions which occur within the setting. I am also 
interested in observing non-academic child time, e.g., 
recess and lunch. These too will be scheduled with your 
approval. 

B. An individual interview with me lasting 
approximately 60 minutes at a time and place convenient for 
you, sometime in March or April. If necessary, a follow-up 
interview will be scheduled, at your convenience. The 
interviews will be audio-taped and a written transcript 
will later be prepared. 

III. The material from the interviews and observations will 
be used for a written report, possible presentation at 
professional conferences or college courses and possible 
written publications. In all written and oral 
presentations, pseudonyms will be used for all names for 
persons, schools, school districts, cities, towns and 
counties. 

IV. Anonymity 

A. All interviews will take place in a private space 
in the school unless otherwise requested by the 
participant. 



B. Interview transcription will be done by myself or 
by a professional transcriber. 

C. All audio tapes, will be kept in a safe place and 
destroyed upon the acceptance of the research project or, 
at your request, will be returned to you. 

V. Participation in this project is on a voluntary basis. 
While consenting at this time to participate in this 
project, you may withdraw at any time during the project 
without being subjected to any prejudice. 

Transcripts of your interviews will be presented to 
you for review. You may withdraw your consent to have 
excerpts form your interview used in any written or oral 
presentations if you notify me two weeks after being 
presented with the transcript of your final interview. 

A risk inherent with interviewing may be that a 
sensitive, controversial or personal topic may come up 
which you may not have anticipated and may not wish to 
share. Therefore you must be aware of your right to 
decline to answer any question and to withdraw from 
participation at any time. 

VI. In signing this consent form you are providing me with 
your approval to use this project's data from the 
interview, observation, and examination of documents as 
indicated in section III. You are also agreeing that you 
have viewed the signed parent consent form which approves 
of the students' inclusion in this study. Your signature 
also means that you are aware that participants other than 
yourself are included in this study. 
********************************************************** 

I _ have 
read this statement carefully and thoroughly and agree to 
participate in this project according to the conditions 
stated above. 

signature of participant 

date 

signature of researcher 



PARTICIPANT CONSENT FORM 
Special Education Director 

A Research Project Examining The Inclusion of a Child With 
Autism Into an Elementary Class 

I. My name is Paula Fredericks. I am a graduate student at 
the University of Massachusetts in Amherst. My major is 
special education, with a focus on autism. I have designed 
a research project focused on understanding the experiences 
of the people who are directly involved with the inclusion 
of a child who has autism into regular education elementary 
classes. I am asking you to participate in this study 
which will provide data that may be included in my 
dissertation. Other than yourself, the participants will 
include the classroom teacher, the parents of the child 
with autism, the child with autism, two classmates, two 
parents of classmates, the child's one-to-one aide, the 
integration consultant, the art, music and physical 
education teachers, and the vice principal. 

II. Participation in this project involves: 

A. Approximately twenty hours of my observation of the 
participation of your student with autism in school. 
During this time I will watch and take notes on the 
interactions which occur within the setting. I am also 
interested’in observing non-academic child time, e.g., 
recess and lunch. These too will be scheduled with your 
approval. 

B. An individual interview with me lasting 
approximately 60 minutes at a time and place convenient for 
you, sometime in March, or April. If necessary, a follow¬ 
up interview will be scheduled, at your convenience. The 
interviews will be audio-taped and a written transcript 
will later be prepared. 

III. The material from the interviews and observations will 
be used for a written report, possible presentation at 
professional conferences or college courses and possible 
written publications. In all written and oral 
presentations, pseudonyms will be used for all names for 
persons, schools, school districts, cities, towns and 
counties. 

IV. Anonymity 

A. All interviews will take place in a private space 
in the school unless otherwise requested by the 
participant. 
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B. Interview transcription will be done by myself, or 
by a professional transcriber. 

C. All audio tapes, will be kept in a safe place and 
destroyed upon the acceptance of the research project or, 
at your request, will be returned to you. 

V. Participation in this project is on a voluntary basis. 
While consenting at this time to participate in this 
project, you may withdraw at any time during the project 
without being subjected to any prejudice. 

Transcripts of your interviews will be presented to 
you for review. You may withdraw your consent to have 
excerpts form your interview used in any written or oral 
presentations if you notify me two weeks after being 
presented with the transcript of your final interview. 

A risk inherent with interviewing may be that a 
sensitive, controversial or personal topic may come up 
which you may not have anticipated and may not wish to 
share. Therefore you must be aware of your right to 
decline to answer any question and to withdraw from 
participation at any time. 

VI. In signing this consent form you are providing me with 
your approval to use this project's data from the 
interview, observation, and examination of documents as 
indicated in section III. You are also agreeing that you 
have viewed the signed parent consent form which approves 
of the students' inclusion in this study. Your signature 
also means that you are aware that participants other than 
yourself are included in this study. 

*********************************************************** 

I _ have 
read this statement carefully and thoroughly and agree to 
participate in this project according to the conditions 
stated above. 

signature of participant 

date 

signature of researcher 
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INTERVIEW QUESTIONS 
Classroom Teacher 

1. 

2. 

3 . 

4 . 

a. How many years have you taught in this school? 

b. How many years have you taught this grade? 

c. What degrees do you have? When did you get them? 

d. What do you do for professional growth and 
development? 

a. What is your previous experience with individuals 
with special needs? 

b. autism? 

How do you define autism? 

How did the child with autism come to be in your 
class? 

5. a. How did you feel about the prospects of having a 
child with autism in your class before it 
happened? 

b. How do you feel about it now? 

6. a. How do you define integration? 

b. How do you define integration as it relates to a 
child with autism being in your class? 

7. When were you first involved in planning for the 
integration of this child? 

8. a. Has there been a team effort when making 
decisions about the integration? 

b. If so, who have been the key team members? 

c. How do you view your role? 

9. a. Did you receive any specific training pertaining 
to integration? 

b. autism? 

c. Did it occur before the child was placed? or 
while the child was in your classroom? 

d. If you did receive training about integration did 
you find it helpful? 
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e. If you did receive training about autism did you 
find it helpful? 

10. a. What would you say are the educational goals that 
you have for your students? 

b. How would you describe your teaching methods? 
(i.e., open classroom, traditional, 
developmental, structured) 

11. Describe a typical day's schedule of activities in 
your classroom. 

12. Describe the schedule of the child with autism. 

13 

14 . 

a. Does the child with autism get special services? 

_speech and language therapy 
_occupational therapy 

_physical therapy other? 

b. If so where did these services take place: 

in your classroom or outside of your classroom? 

a. Did these therapists consult with you on a 

regular basis? 

b. If yes, how often? 

c. Have these consultations been helpful for you in 
making adaptations to meet this child's needs? 

15. a. What is the average number of hours your class 

spends in one day in: 

_ large group work _small group work 

_individualized work _free play 

b. What type of instructional style is used when 
your students are in these groups? 

16. What is the average number of hours the child with 

autism was included in your class: 

large group work _small group work 

individualized work _free play 
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Did you make individual adaptations to accommodate the 
child with autism in regards to 

a. curriculum 

b. group instruction 
c. schedule 

d. classroom management 

e. parent communication 
f. other issues 

How did the changes affect the classroom? 

a. Did the changes require a lot more of your time 
and effort than necessary for another child? 

a. If yes, did the administration support your 
efforts? Explain. 

b. If yes were you compensated for that time in any 
way? 

_additional planning time 

_less children in your class 
_additional salary 

_ praise from administration? 

Describe what you remember about the child with autism 
when he started in your class. 

Describe him now. 

How do you feel the child with autism adjusted to the 

demands of your classroom in regards to 

a. schedule 

b. rules 
c. routines 

d. social 
e. time 
f. other issues 

Do you feel that the child with autism had his 

educational needs met in your class? 

How have the other children responded to this child? 

a. Did you prepare the other children in any way? 

b. Did you prepare the parents of the typical 

children? 

c. Did you talk to the class as a whole about the 
specific disabilities of the integrated child? 

If so when? 



d. Do you think any of these measures had any 
effect? 

27. How much did the child with autism interact with his 
classmates upon entering your class? 

a. Did you do anything specifically to encourage 
interaction between the child with autism and the 
other students? 

b. Did you notice any changes in interaction over 

the year? 

28. How was the class's overall progress as compared to 

other years? 

a. social? 

b. academic? 

29. Did you experience any resistance or support regarding 

this integration? 

a. from administration 

b. colleagues 

c. parents 
d. before Sept. 

e. during the year 
f. Have you noticed any changes in attitudes? 

30. How do you feel about the integration now? 

31. Would you do it again? 

32. What recommendations would you have for other teachers 

who will be integrating a child with autism into their 

class? 
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INTERVIEW QUESTIONS 

Art, Physical education, & Music Teachers 

1 • a • How many years have you taught in this school? 

b. How many years have you taught this subject? 

c. What degrees do you have? When did you get them? 

d. What do you do for professional growth and 
development? 

2. a. What is your previous experience with individuals 
with special needs? 

b. autism? 

3. How do you define autism? 

4. a. How did you feel about the prospects of having a 
child with autism in your class before it 
happened? 

b. How do you feel about it now? 

5. a. How do you define integration? 

b. How do you define integration as it relates to a 
child with autism being in your class? 

6. When were you first involved in planning for the 
integration of this child? 

7. a. Did you receive any specific training pertaining 
to integration? 

b. autism? 

c. Did it occur before the child was placed? or 

while the child was in your classroom? 

d. If you did receive training about integration did 

you find it helpful? 

e. If you did receive training about autism did you 

find it helpful? 

8. a. What would you say are the educational goals that 

you have for your students? 

b. What teaching style/s do you use? 

9. What is the average % of time the child with autism 

was included in your class? 
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10. Did you make individual adaptations to accommodate the 
child with autism in regards to 

a. curriculum 
b. group instruction 
c. schedule 

d. classroom management 
e. other issues 

11. How did the changes effect your class? 

12. a. Did the changes require a lot more of your time 

and effort than necessary for another child? 

b. Did the administration support your efforts? 
Explain. 

c. Did the classroom teacher provide you with 
ongoing support and/or consultation? 

13. Describe what you remember about the child with autism 
when he started in your class. 

14. Describe him now. 

15. How do you feel the child with autism adjusted to the 
demands of your class in regards to 

a. schedule 
b. rules 

c. routines 
d. social 

e. other issues 

16. Do you feel that the child with autism had his 
educational needs met in your class as it pertains to 
_(art, physical education, music)? 

17. How have the other children responded to this child? 

18. a. How much did the child with autism interact with 
his classmates upon entering your class? 

b. Did you do anything specifically to encourage 
interaction between the child with autism and the 

other students? 

c. Did you notice any changes in interaction over 

the year? 

19. a. How was the class's overall progress as compared 

to other years? 
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20. a. Did you experience any resistance or support 
regarding this integration? 

b. from administration 

c. colleagues 

d. parents 

e. before Sept 

f. during the year 

e. Have you noticed any changes in attitudes? 

21. How do you feel about the integration now? 

22. Would you do it again? 

23. What recommendations would you have for other _ 
(art, physical education, music) teachers who will be 
integrating a child with autism into their class? 
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INTERVIEW QUESTIONS 
Integration Consultant 

1. a. How many years have you consulted to this school 
system? 

b. How many years have you taught? 

c. What teaching certification(s) do you have? 

2. a. What is your previous experience with individuals 
with special needs? 

b. autism? 

3. How do you define autism? 

4. How did the child with autism come to be in the 
school? 

5. a. How did you feel about the prospects of having a 
child with autism integrated into a regular class 
before it happened? 

b. How do you feel about it now? 

6. a. How do you define integration? 

b. How do you define integration as it relates to a 
child with autism being in a regular education 
class? 

7. When were you first involved in planning for the 
integration of this child? 

8. a. Has there been a team effort when making 
decisions about the integration? 

b. If so, who have been the key team members? 

c. How do you view your role? 

9. a. Did you receive any specific training pertaining 
to integration? 

b. autism? 

10. a. What would you say are the educational goals that 
you have for Adam? 

b. How would you describe your teaching methods? 
(i.e., developmental, structured, behavioral) 

213 



c. Describe your typical role and approach to 
consultation. 

11. Describe a typical day's schedule of activities in the 
classroom. 

12. Describe the schedule of the child with autism. 

13. a. Does the child with autism get special services? 

speech and lanquaqe therapv 
occupational therapv 
physical therapv 
other? 

b. If so where did these services take place: 

in your classroom or outside of your classroom? 

14. a. Did these therapists consult with you on a 
regular basis? 

b. If yes, how often? 

c. Have these consultations been helpful for you in 
making adaptations to meet this child's needs? 

15. Describe what you remember about the child with autism 
when he started in 

a. kindergarten. 

b. fourth grade. 

16. Describe him now. 

17. How do you feel the child with autism adjusted to the 
demands of the classroom in regards to 

a. schedule 

b. rules 

c. routines 

d. social 

e. time 

f. other issues 

18. Do you feel that the child with autism had his 
educational needs met in his class? 
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19. How have the other children responded to this child? 

20. a. Did anyone prepare the other children for the 
integration? 

b. Did anyone prepare the parents of the typical 
children? 

c. Did anyone talk to the class as a whole about the 
specific disabilities of the integrated child? 
If so when? 

d. Do you think any of these measures had any 
effect? 

21. a. How much did the child with autism interact with 
his classmates upon entering 1) kindergarten, 2) 
this class? 

b. Did you do anything specifically to encourage 
interaction between the child with autism and the 
other students? 

c. Did you notice any changes in interaction over 
the year? 

22. a. Did you experience any resistance or support 
regarding this integration? 

b. from administration 

c. teachers 

d. parents 

e. before kindergarten 

f. before this September 

g- during the year 

h. Have you noticed any changes in attitudes? 

23. How do you feel about the integration now? 

24. Would you do it again? 

25. What recommendations would you have for other 
integration consultants who will be integrating a 
child with autism into a regular education class? 
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INTERVIEW QUESTIONS 
One-to-One Tutor 

1. What is your previous experience with children? 

2. a. What is your previous experience with individuals 
with special needs? 

b. autism? 

3. How do you define autism? 

4. How did you come to work this position? 

5. a. How did you feel about the prospects of having a 
child with autism in a regular class before it 
happened? 

b. How do you feel about it now? 

6. a. How do you define integration? 

b. How do you define integration as it relates to a 
child with autism being in your class? 

7. When 
this 

were you first involved in the integration of 
child? 

8. a. Has there been a team effort when making 
decisions about the integration? 

b. If so, who have been the key team members? 

c. How do you view your role? 

d. Describe your approach to tutoring. 

9. a. Did you receive any specific training pertaining 
to integration? 

b. autism? 

c. Did it occur before you began you job? or while 
you were on the job ? 

d. If you did receive training about integration did 
you find it helpful? 

e. If you did receive training about autism did you 
find it helpful? 

10. What 
have 

would you say are the educational goals that you 
for your student? 
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11. Describe a typical day's schedule of activities in 
this classroom. 

12. 

13. 

a. Describe the schedule of the child with autism. 

b. Describe your schedule. 

a. Does the child with autism get special services? 

_speech and language therapy 
_occupational therapy 
_physical therapy 

other? 

14 . 

b. If so where did these services take place: 

in your classroom or outside of your classroom? 

a. Did these therapists consult with you on a 
regular basis? 

b. If yes, how often? 

c. Have these consultations been helpful for you in 
making adaptations to meet this child's needs? 

15. What is the average number of hours the class spends 
in one day in: 

_large group work 
_small group work 
_individualized work 
_free play 

16. What is the average number of hours your student is 
included in the class: 

_large group work 
_small group work 
_individualized work 
_free play 

17. Do you make individual adaptations to accommodate the 
child with autism in regards to 

a. curriculum 
b. group instruction 
c. schedule 
d. classroom management 
e. parent communication 
f. other issues 
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18. Describe what you remember about the child with autism 
when he started in 

a. kindergarten 

b. fourth grade. 

19. Describe him now. 

20. How do you feel your student adjusted to the demands 
of your classroom in regards to 

a. schedule 

b. rules 

c. routines 

d. social 

e. time 

f. other issues 

21. Do you feel that the child with autism had his 
educational needs met in this class? 

22. How have the other children responded to this child? 

23. a. Did anyone prepare the other children for the 
integration? 

b. Did anyone prepare the parents of the typical 
children? 

24 . 

c. Did anyone talk to the class as a whole about the 
specific disabilities of the integrated child? 
If so, when? 

d. Do you think any of these measures had any 
effect? 

a. How much did your student interact with his 
classmates upon entering the class? 

b. Did you do anything specifically to encourage 
interaction between the child with autism and the 
other students? 

c. Did you notice any changes in interaction over 
the year? 
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25. a. Did you experience any resistance or support 
regarding this integration? 

b. from administration 

c. teachers 

d. parents 

e. before kindergarten 

f. before fourth grade 

g. during the year 

h. Have you noticed any changes in attitudes? 

26. How do you feel about the integration now? 

27. Would you do it again? 

28. What recommendations would you have for other 
individuals who would be assisting a child with autism 
in a fourth grade class? 
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INTERVIEW QUESTIONS 
Vice Principal 

1. a. How many years have you worked in this school? 

b. How many years have you been a vice principal? 

c. What teaching certification(s) and teaching 
experience do you have? 

d. What are your administrative responsibilities in 
this school? 

e. What is your approach toward administration? 
i.e., What is your administrative philosophy? 

2. a. What is your previous experience with individuals 
with special needs? 

b. autism? 

3. How do you define autism? 

4. How did the child with autism come to be in a regular 
education class in your school? 

5. a. How did you feel about the prospects of having a 
child with autism in a regular class before it 
happened? 

b. How do you feel about it now? 

6. a. How do you define integration? 

b. How do you define integration as it relates to a 
child with autism being in your school? 

c. How do you support integration efforts? 

7. When were you first involved in planning for the 
integration of this child? 

8. a. Has there been a team effort when making 
decisions about the integration? 

b. If so, who have been the key team members? 

c. How do you view your role? 
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9. a. Did you receive any specific training pertaining 
to integration? 

b. autism? 

c. Did it occur before the child was placed? or 
while the child was in your school? 

d. If you did receive training about integration did 
you find it helpful? 

e. If you did receive training about autism did you 
find it helpful? 

10. a. What would you say are the educational goals that 
you have for your fourth grade students? 

b. How would you describe the teaching methods in 
the classroom that the child with autism is 
placed? (i.e., open classroom, traditional, 
developmental, structured) 

11. Were individual adaptations made in the classroom to 
accommodate the child with autism in regards to 

a. curriculum 

b. group instruction 

c. schedule 

d. classroom management 

e. parent communication 

f. other issues 

12. How did the changes effect the classroom? 

13. a. Did the changes require a lot more of the time 
and effort than necessary for another child? 

14. If yes, was the classroom teacher compensated for that 
time in any way? 

_additional planning time 
_less children in your class 
_additional salary 
_ praise from administration? 

15. Describe what you remember about the child with autism 
when he started in your school. 

16. Describe him now. 
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17. How do you feel the child with autism adjusted to the 
demands of the classroom in regards to 

a. schedule 

b. rules 

c. routines 

d. social 

e. time 

f. other issues 

18. Do you feel that the child with autism had his 
educational needs met in this class? 

19. How have the other children responded to this child? 

20. a. Did anyone prepare the other children for the 
integration? 

b. Did anyone prepare the parents of the typical 
children? 

c. Did anyone talk to the class as a whole about the 
specific disabilities of the integrated child? 
If so, when? 

d. Do you think any of these measures had any 
effect? 

21. a. How much did the child with autism interact with 
his classmates upon entering this class? 

b. Did anyone do anything specifically to encourage 
interaction between the child with autism and the 
other students? 

c. Did you notice any changes in interaction over 
the year? 

22. a. How was the class's overall progress as compared 
to other years? 

b. social? 

c. academic? 
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23 . a. Did you experience any resistance or support 
regarding this integration? 

b. teachers 

c. parents 

d. before Sept 

e. during the year 

f. Have you noticed any changes in attitudes? 

24. How do you feel about the integration now? 

25. Would you do it again? 

26. What recommendations would you have for other vice 
principals who will be integrating a child with autism 
into a regular education class? 
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INTERVIEW QUESTIONS 
Special Education Director 

1. a. How many years have you worked in this school 
system? 

b. How many years have you been a director of 
special education? 

c. What teaching certification(s) and teaching 
experience do you have? 

d. What are your administrative responsibilities? 

e. What is your administrative approach to special 
ed? 

2. What is your previous experience with individuals with 
autism? 

3. How do you define autism? 

4. How did the child with autism come to be in a regular 
education class in your school system? 

5. a. How did you feel about the prospects of having a 
child with autism in a regular class before it 
happened? 

b. How do you feel about it now? 

6. a. How do you define integration? 

b. How do you define integration as it relates to a 
child with autism being in your school system? 

c. Describe how you support integration. 

7. When were you first involved in planning for the 
integration of this child? 

8. a. Has there been a team effort when making 
decisions about the integration? 

b. If so, who have been the key team members? 

c. How do you view your role? 
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9 . a. Did you receive, or provide to the staff, any 
specific training pertaining to integration? 

b. autism? 

c. Did it occur before the child was placed? or 
while the child was in your school system? 

d. If you did receive or provide training about 
integration did you find it helpful? 

e. If you did receive or offer training about autism 
did you find it helpful? 

10. a. What would you say are the educational goals that 
you have for your fourth grade students? 

b. How would you describe the teaching methods in 
the classroom that the child with autism is 
placed? (i.e., open classroom, traditional, 
developmental, structured) 

11. Were individual adaptations made in the classroom to 
accommodate the child with autism in regards to 

a. curriculum 

b. group instruction 

c. schedule 

d. classroom management 

e. parent communication 

f. other issues 

12. How did the changes effect the classroom? 

13. a. Did the changes require a lot more of the time 
and effort than necessary for another child? 

14. If yes, was the classroom teacher compensated for that 
time in any way? 

_additional planning time 
_less children in your class 
_additional salary 
_praise from administration? 
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15. Describe what you remember about the child with autism 
when he started in 

a. your school system. 

b. kindergarten 

c. fourth grade 

16. Describe him now. 

17. How do you feel the child with autism adjusted to the 
demands of your classroom in regards to 

a. schedule 

b. rules 

c. routines 

d. social 

e. time 

f. other issues 

18. Do you feel that the child with autism had his 
educational needs met in this class? 

19. How have the other children responded to this child? 

20. a. Did anyone prepare the other children for the 
integration? 

b. Did anyone prepare the parents of the general 

education children? 

c. Did anyone talk to the class as a whole about the 
specific disabilities of the integrated child? 

If so, when? 

d. Do you think any of these measures had any 
effect? 

21. a. How much did the child with autism interact with 
his classmates upon entering this class? 

b. Did anyone do anything specifically to encourage 

interaction between the child with autism and the 

other students? 

c. Did you notice any changes in interaction over 

the year? 
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22 . a. Have you heard any reports about how the class's 
overall progress as compared to other years? 

b. social? 

c. academic? 

23. a. Did you experience any resistance or support 
regarding this integration? 

b. teachers 

c. parents 

d. before kindergarten 

e. before this Sept 

f. during the year 

g. Have you noticed any changes in attitudes? 

24. How do you feel about the integration now? 

25. Would you do it again? 

26. What recommendations would you have for other special 
education directors who will be integrating a child 
with autism into a regular education class? 
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INTERVIEW QUESTIONS 
Parent of child with autism 

1. How do you define autism? 

2. How did _ (the child with autism) come to be 
in this school? In this class? 

3. a. How did you feel about having (your child 
with autism) in a regular kindergarten class 
before it happened? 

b. How did you feel about having your son in fourth 
grade? 

c. How do you feel about it now? 

4 . a. How do you define integration? 

b. How do you define integration as it relates to 
(your child with autism) being in a fourth 

grade class? 

5. When were you first involved in planning for the 
integration of this child? 

6. a. Has there been a team effort when making 
decisions about the integration? 

b. If so, who have been the key team members? 

c. How do you view your role? 

7. a. Did you receive any training pertaining to 
integration? 

b. When? 

c. If you did receive training about integration did 
you find it helpful? 

8. a. What would you say are the educational goals that 
you have for of your child, (children if 
appropriate)? 

9. Describe the school schedule of your son. 
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10. a. Does your son get special services? 

speech and language therapy 
occupational therapy 
physical therapy 
other? 

11. 

12 . 

b. If so where did these services take place: 

in his classroom or outside of his classroom? 

a. Do these therapists communicate with you on a 
regular basis? 

b. If yes, how often? 

c. Have these communications been helpful for you in 
making adaptations to meet your son's needs? 

What is the average number of hours the child with 
autism is included in the fourth grade class? 

13. Do you feel that the fourth grade teacher has made 
individual adaptations to accommodate your son in 
regards to parent communication? 

14. In your view, has the adaptation been effective for 
you? 

15. Describe what you remember about _(the child 
with autism) when he started school; when he started 
fourth grade. 

16. Describe him now. 

17. How do you feel your son has adjusted to the demands 
of the fourth grade classroom in regards to 

a. schedule 

b. rules 

c. routines 

d. social 

e. time 

f. other issues 

18. Do you feel that _(the child with autism) had 
his educational needs met in this fourth grade class? 
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19. How have the other children responded to your son 
outside of school? 

20. a. Did anyone prepare the other children for the 
integration? 

b. Did anyone prepare the parents of the typical 
children? 

c. Did anyone talk to the class as a whole about the 
specific disabilities of the integrated child? 
If so, when? 

d. Do you think any of these measures had any 
effect? 

21. a. How much did (the child with autism) 
interact with his classmates upon entering 
school? fourth grade class? 

b. Did anyone do anything specifically to encourage 
interaction between (the child with 
autism) and the other students in school? Out of 
school? 

c. Did you notice any changes in interaction over 
the year? 

22. a. Did you experience any resistance or support 
regarding this integration? 

b. from administration 

c. teachers 

d. other parents 

e. before he began school 

f. during this school year 

g- Have you noticed any changes in attitudes? 

23. How do you feel about the integration now? 

24. Would you do it again? 

25. What recommendations would you have for other parents 
who will be integrating a child with autism into a 
regular education class? 
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INTERVIEW QUESTIONS 
Classmate of child with autism 

1. a. How many years have you gone to this school? 

2. a. What kinds of things are you learning in fourth 
grade? 

b. Do you like school this year? 

3. a. Tell me what a fourth grader does each day in 
Mrs. M's class. 

b. What is easy for you in fourth grade? 

c. What is hard for you in fourth grade? 

4 . a. What would you say are the most important things 
that a fourth grader is supposed to learn in 
school? 

5. Is there anything that is different about your fourth 
grade class compared to your third grade class? 

6. a. Are the same children in your class as last year? 

b. What about Adam (the child with autism)? Was he 
in your class last year? 

7 . a. Do you know anyone with else "with special needs" 
(the child's words will be substituted for this 
quote) 

8. a. Do you know how it is decided which children are 
in each class in this school? 

b. Do you know why Adam is in your class? 

9. a. How did you feel about having Adam in your class 
when school started? 

b. How do you feel about having Adam in your class 
now? 

10. Can you tell me what Adam does each day in your class? 

11. Does he do all of the same things as the other 
children? 
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12. Does the teacher do anything special to help Adam? 

a. what she teaches 

b. how she teaches 

c. how fast she teaches 

d. the rules she uses for the class 

e. How does Mrs. S (the aide) work with Adam? 

13. Tell me what you remember about the Adam when he 
started in your class. 

14. Tell me about him now. 

15. a. What do you think is easy for Adam in school? 

b. What do you think is hard for him? 

16. a. Do you think that you are learning what you are 
supposed to learn in your class? 

b. Do you think that all of your classmates are 
learning what they are supposed to learn in your 
class? 

c. Do you think that Adam is learning what he is 
supposed to learn in your class? 

17. How do the other children treat Adam? 

18. a. How do you learn? 

b. How does Adam learn? 

c. Did anyone ever tell you about how Adam learns? 

d. What did tell you? 

e. Do you think what told you helped you 
understand Adam a little better? 

19. a. Did Adam talk or play with the other children in 
the beginning of the year? 

b. Does he talk to the other children or play with 
them now? 
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20. a. Did anyone you know ever say anything that wasn't 
very nice about other kids in your class? 

b. about Adam? 

c. Do you think that they still feel the same way? 

21. Would you want to be in Adam's class next year? 

22. a. What suggestions would you have for other 
children who will be in Adam's class next year? 

b. for a teacher who would be teaching Adam's class 
next year? 

23. What suggestions would you have for other children who 
will be in fourth grade next year? 

24. What suggestions would you have for teachers who will 
be teaching fourth grade next year? 
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1. 
2 . 
3 . 

4 . 

5. 

6 . 
7 . 

8 . 
9 . 

10. 

11. 

12 . 
13 . 

INTERVIEW QUESTIONS 
Child with autism 

What class are you in? 

What is your teacher's name? 

Why are you in Mrs. M's class? 

a. Do you remember the first day in fourth grade? 
Do you remember how you felt? 

b. How do you feel in fourth grade now? 

What is your favorite thing to do in fourth grade? 

What is the thing you hate to do in fourth grade? 

a. What do you think children in fourth grade are 
supposed to learn? 

Can you tell me what the kids do in fourth grade? 

Do you do the same things as the other kids? 

What do you think is easy for you to do in fourth 
grade? What do you think is hard for you to do in 
fourth grade? 

a. It sounds like fourth graders do so many things. 
Is it easy or hard to do so many things every 
day? 

b. Does fourth grade have rules? Can you tell me 
some of them? Is it easy or hard to follow the 
rules in fourth grade? 

c. Is it easy or hard to be with the other children 
is fourth grade? 

d. Do you feel like fourth grade is too fast, or too 
slow, or just right? 

a. Do you think that you are learning what you 
should learn in fourth grade? 

b. How do you learn? 

c. How do the other students learn? 

Are the kids in class nice to you? 

What do you do with the kids when you are at school? 
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Who? 14. a. Do you have any friends in fourth grade? 

b. Who is the friend you like the most? 

c. What kinds of things do you do with this friend? 

15. Are the kids ever mean to you at school? 

16. What would you tell someone to help them be a fourth 
grader in Mrs. M's class? 
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INTERVIEW QUESTIONS 
Parent of a classmate of the child with autism 

1. a. How many years have you had a child in this 
school? 

2. What would you say are the educational goals that you 
have for your child? 

3. a. What is your previous experience with individuals 
with special needs? 

b. autism? 

4. How do you define autism? 

5. How did the child with autism come to be in your 
child's school? 

6. 

7 . 

a. How did you feel about the prospects of having a 

child with autism in your child's class before it 
happened? 

b. How do you feel about it now? 

a. How do you define integration? 

b. How do you define integration as it relates to a 
child with autism being in your child's class? 

8. When did you the first hear about the integration of 
this child in your child's class? 

9. Do you know if the classroom teacher has made 

individual adaptations to accommodate the child with 
autism in regards to: 

a. curriculum 

b. group instruction 

c. schedule 

d. classroom management 

e. Does the classroom teacher do anything special to 

accommodate your child? 

10. Do you know if the changes effected the classroom? 

11. Describe what you know about the child with autism 

when he started in your child's class. 

12. Describe what you know about him now. 
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13. How has your child responded to the child with autism? 

14. a. Did you prepare the your child in any way for the 
integration? 

b. Did the school prepare you? 

c. Do you think any of these measures had any effect 
on your child? 

d. What do you think the role is that your child 
plays in the integration process? 

15. a. Do you know how much did the child with autism 
interacted with his classmates upon entering your 
child's class? 

b. Did you do anything specifically to encourage 
interaction between the child with autism and 
your child? 

c. Did you notice any changes in interaction over 
the year? 

16. a. How .was the your child's overall progress as 
compared to other years? 

b. social? 

c. academic? 

17. a. Did you witness or hear about any resistance or 
support regarding this integration? 

b. teachers 

c. other parents 

d. before Sept 

e. during the year 

f. Have you noticed any changes in attitudes? 

18. How do you feel about the integration now? 

19. Would you have your child in an integrated class 
again? 

20. What recommendations would you have for other parents 
who's child will share a class with a child with 

autism? 
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APPENDIX C 

PARTICIPANT RESPONSE SHEET 
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Participant Response Sheet 

June 19, 1993 

Dear 

Here is a rough list of the major points of what I saw 
and heard in all of my observations and interviews. I 
would like your opinion. Could you read them in the _ 
mark an A - if you agree D - if you disagree ? - if you 
don't know or you have questions. 

Please feel free to write comments or clarifications, 
cross off or add words and write under the statement or on 
the back. If you have any questions you can call me at 
548-9340. 

When you are finished filling it out please put it in 
the mail by July 15, 1993. 

Thank you very much for your participation in this 
studyi 

Sincerely, 

Paula Fredericks 

P.S. "Karl" is the pseudonym I have given to the child in 
fourth grade who has autism. 
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A - if you agree D - if you disagree ? - if you don't know or you 
have questions 

_ Karl is an active member of his fourth grade class rather than a 
part-time visitor. 

_ The inclusion of Karl in the fourth grade has been an overall 
success. 

_ Including Karl into the fourth grade has been successful in 
regards to Karl's progress. 

_ Karl has a patient, caring, supportive, one-to-one aide. 

_ Although Karl is able to participate in some parts of fourth 
grade without her, his aide is an essential part of his school 
program. 

_ Karl's program has been successful because of the TIME AND 
EFFORT of many individuals. 

_ Karl's program has been successful partially because of the 
SUPPORT that is available to the individuals involved in the 
integration. 

_ One of the most important elements of the success of the program 
is the COMMUNICATION between team members. 

Other important elements of the success of Karl's program are: 

_ CONSISTENCY in Karl's behavior management program (i.e., the 

consequences for touching other children). 

_ RESPECT between adult team members, as well as RESPECT for Karl 

and his classmates. 

_ TRUST between team members that has developed over time. 

Ability to keep a sense of HUMOR. 

FLEXIBILITY through the constant changes of the school's 

schedule. 

TEAM WORK of everyone involved, including Karl and his 

classmates. 

REASONABLY HIGH EXPECTATIONS that adults have of adults and of 

children. 

DETERMINATION of the adults and of the children involved. 

CARE for others as individuals despite the size of the school. 
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A - if you agree D - if you disagree ? - if you don't know or 
you have questions 

Other important elements of the success of Karl's program are: 

_ POSITIVE ATTITUDES of Karl's aide and his classroom teacher. 

_ POSITIVE ATTITUDES of everyone involved. 

_ The other students in Karl's class have made a big difference in 
his progress in school. 

_ Some school activities need a lot of adjustment for Karl to 
participate. 

_ Some activities require no adjustment for Karl to participate. 

_ The monthly meetings are an important element in the success of 
Karl's integration. 

_ Ideally more time to plan and meet would be helpful for the 
success of the integration but everyone's available time is 
scarce given their current schedule. 

_ Karl's progress is reinforcing for everyone involved in his 
integration. 

_ Karl's inclusion into fourth grade has been a learning 

experience for everyone involved, including his classmates. 

_ Karl strives to be as much like his classmates as he can be. 

_ Karl's classmates, for the most part, have had a positive 
influence on his behavior. 

_ In general, Karl appears to be happy in school. 

_ The children accept him and interact with him. 

_ Karl has developed friendships with a few classmates but so far 

they have not been carried over to outside of school. 

_ Karl's progress in fourth grade is built on the experiences that 
he had in first through third grade. 

_ The school looks at Karl as a child first, and at his autism 

second. 

Mainstreaming, integration or inclusion (whichever term you use) can 

change 

_ a) your perception of the abilities of people with special 

needs. 
_ b) your perception of what "special education" should mean. 
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