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Abstract

This study explores the developments and contributing factors leadihg to the current model
of inclusive special education services in the Eastern School District of Prince Edward Island,
Canada. The district is one of three provincially governed districts and has a total enrolment of
13, 290 students in its 43 schools. Responsive evaluation employing case study is used in which
documentation, archival data and participant observation are analyzed and highlight the
challenges within the District as they compare to other jurisdictions. Emerging themes of
increased demands on teachers, lack of consistency and the availability of suppoﬁ structures
reflect struggles experienced within the system as well as regionally and globally. This study
concludes with suggestions for consideration for an improved inclus‘ive special education service

delivery model.
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Preface

Many people have asked me why I chose to write a thesis. My answer to this is quite
simple; I needed to. I needed to do this for reasons other than to satisfy the academic

requirements associated with a course of study for a Master of Education. I needed to do it for

personal and professional reasons.

‘Rather than aspiring to become an administrator, [ simply wanted answers. [ wanted to
uncover some of the issues that stand in our way as educators every day and I wanted them
known, not buried or sugar-coated so they could be acknowledged and perhaps addresseci. I
wanted to be able to perform my role at the District and know not that we‘have all the answers
but that our answers are realistic, philosophically harmonious and financially supported within

the structure that we work.

As a special education consultant with the Eastern School District’s (ESD) Student
Services team my job is to support students, teachers and the system that serves them. I find the
last of these to be the most difficult and the one which over the last six years as a consultant and

the sixteen years of teaching prior to that has most challenged my faith in what I am doing.

Over the past several years [ have left an increasing number of meetings feeling bewildered
by the gaps in our service and the expectations that our model places on the teachers who deliver

it. Teachers are discouraged and my attempts at reassuring them or alleviating their concerns



Xiv

are, more often than not, bound by a tightly spun web of system-wide inconsistencies and

inadequacies. The answers are not simple and the issues are interwoven to the point where it is
not simply a matter of addressing one concern, but many. It seems almost as if the concerns are

tightly packed in a Pandora’s Box and to open it would be overwhelming.

My goal in Writing this thesis was to take the time to open that box and to look closely at |
what it revealed, accepting that the faults within are the result of educatore attempting to keep
pace with changing times, changing derﬁands and changing priorities. I approached this
investigation with many uncertainties, both personally and with respect to what would be
revealed. I also approached this investigation with a deep belief that educators do What they do
each day With the best of intentions and the welfare of the students they serve as their primary

interest.



Chapter One - Introduction
1.1 General Problem Statement

Over the past decade Prince Edward Island has joined in a global shift from segregated
schools and classrooms for individuals with special learning needs to inclusive learning
environments. In the Minister’s Directive No. MD2001-08 issued in 2001 by then minister,
Jeffery Lantz, the provincial Department of Education commits to inclusive practice, defining it
as “the value system which holds that all students are entitled to equitable access to learning,
achievement and the pursuit of excellence in their education” (Prince Edward Island Department
of Education, 2005). Prince Edward Island and specifically the Eastern School District have
continued to make strides toward offering equal opportunity for all students to be educated along
side their age appropriate peers. In doing so, all students, those with and without special needs
and their families, have benefited from the experience of an inclusive school community and the_

realization of the potential for all individuals to participate and contribute to society in general.

Yet, although Prince Edward Island is a small province, there remains significant variance
in the degree to which students are included within schools. Factors such as the range of student
neéds as well as facility and access differences contribute to this lack of consistency across the
province (Andrew, 2003; MacKay, 2006; Mackey & Associates, 2002). Regardless of whether
one looks at full inclusion models or a less comprehensive derivative, the costs of operating
within an inclusive philosophy are growing each year and have surpassed the available funding

required to keep pace with that growth (MacKay, 2006).



For inclusion to be successful it must be meaningful and individual planning is paramouht
for each student (Ainscow & Cééar, 2006). Without the funding to support inclusive modéls
reflective of these priorities, service delivery becomes merely decorative rather than operative
(MacKay, 2006). This thesis will illustrate how administrators and teachers within the Eastern
School Disfrict-of Prince Edward Island are caught in a spiral. The growing number of students
identified as having significant additional needs entering our system has increased the demand
for highly trained special education/resource teachers, support staff such as éducational
assistants, assistive technology and facility provisions, as well as assessment and transitional
processes (Mackey, 2002). This demand far exceeds the human and financial resources that are
currently available. The cost of Educational Assistant support alone for the 2007-2008 school
year totaled approximately six million dollars, which according to ESD’s borporate finances,

equals an estimated eight percent of the district’s yearly operational budget.

The Mackey and Associates Report, generated in 2002 at the request of Prince Edward
Island’s Department of Education, sought to review the province’s speciai education delivery
model with respect to: identification and assessment processes, student learning outcomes,
resource provision and allocation, and management structure. Recommendations were presented
within the report and identified significant changes needed to be made within a five year period
in order to create and maintain an effective delivery model to meet the neéds of all Island
children in an inclusive manner. Today, the Department has a more clearly-defined
organizational structure, a continued effort toward maintaining teacher/student ratios, updated
documentation to sﬁpport processes and protocols, and advancements in the area of assessment,

but is still lackihg in the areas of resource support and prd grams and services for students with



special needs. According to staffing allocation as reported by administrators to District Student

- Services, resource teacher staffing ratios based on projected enrollments and rec_:ommended in
the Mackey Report have not yet been met; however, studenfs have continued to enter the s_ystém.

| Essentially, the District is operating on a budget which ié far less than that recommended in
reports such as that completed by MacKey and Associates in 2002, yet, is providing service to an

increased diversity of needs (Evans Renault, 2007).

The result of this imbalance has meant that teachers are feeling overburdenéd aﬁd
resources intended for whole school initiatives are being allocated to a small percentage of
students with significant special ﬁeeds, impécting the good of all involved. Each year, schools
are stretching resources just to ﬁrovide the minimum services and supports to a growing number
of student needs (see Appendix A). They are reducing services far more frequently and districts
are finding themselves in the position of having to juggle and reallocate sﬁpports to meet the

changing needs services.

Prince Edward Island is respected for its approach to inclusive education as is evident from
the acclaim it received for its advanced service model for students with autism as featured in
Education Canada (Timmons & Briefenbach, 2004). However, this des‘ign and delivery system
is an example of a level of service which is beyond our province’s capacity to support. The
nature of this support and the intensive board based involvement on which it is built is exp.lored
within section 4.2.2 of this document. This dilemma is not unique to the p.rovince of Prince
Edward Island. In his commentary of Nova Scotia’s efforts toward inclusive education, Paul

Sheppard (2004) quotes that province’s Special Education Implementation Review Committee



(SEIRC) report, which admits that inadequate funding is predominately to blame for the lack of
advancements made in inclusive services implementation. A similar claim is emerging from the
perspective of educators in PEI, who believe that students who are integrated into the regular
classroom in public schools, are receiving inadequate lévels of individualized planning, teaching
or support (PEI Teachers Federation, 2007). The model is unsustainable and is negatively
impactiﬁg the good of the whole. The PEITF Economic Welfare Review Survey Report
completed in 2007, reported increased teacher stress from the demands placed on them in
méeting classes of such diverse composition and large sizes, as well as feeling under trained in

the area of individualized programming.

I have worked for more than twenty years within the field of special education, initially
within the Unit Three School Board of Prince Edward Island ‘and since then with the Eastem
District, one of three provincial school boards formed as a result of amalgamation. My role for
fifteen years as a classroom and special education teacher and for the past six years as a board-
based special education c;msu]tant provided me with an opportunity for deeper leyel
understanding of the visions and directions of the organizations. This perspective provides me
~ with a practical and realistic understanding of how both its policies and practices play out in the

schools.

My direct involvement with the ESD presented an opportunity for an insider’s perspective
that could influence both my direction of focus and findings but which also provided pertinent
details and insight into board practices. Stake (1994) notes the value of researchers having an

instrinsic interest in the case and suggests deeper and more realistic findings may result with the



presence of a personal connection. My experiences with support staff allocation and the ongoing
quest for appropriately trained teachers gave me new and deeper insights into the current
practices and the flaws within them. It was with this understanding that I sought to explore this

situation and attempted to gain a deeper understanding of how it may be improved.

1.2 Specific Research Questions
The Eastern School District (ESD) has recently committed to reviewing its current special
education model and is considering recommendations for a more sustainable, ﬁeaningful version
of an inélusive service delivery system that will do its students justice. One of the purposes of
this study was to provide recommendations for changes to the current model of operation. In
order to do so I took an in-depth look at the decisions leading to the present inclusive education
practices and how services may be effectively delivered to students with special needs in Prince

Edward Island’s Eastern School District.

My research questions were:

1. What is the Eastern School District’s current special education delivery model and what

history and factors have led to this model?

2. What are the challenges to effective inclusive education services in the Eastern School

District and how do they relate to those elsewhere?

3. What practices found in the literature might provide direction for an inclusive based

special education model to be delivered in a more effective and sustainable way ?

4. How might the findings of this study lead to learning or recommendations for the Eastern

School District?



1.3 Significance of the Proposed Study
Effective implementation of inclusive educational practice in the ESD is directly impéded

by barriers that are nét unique to Prince Edward Island (Lindsay, 2003; MacKay, 2006). The
same barriers are noted throughout the country and the world where educators, while attempting
to maintain accountability for the school as a whole, are striving to deliver quality programming
“to students with needs exceeding those of the average student. The result of this phenomenon is
that districts and educational communities are clinging to the inclusive philosophies that policies
have endorsed, even though they may only be offering a physical integration of these students
into peer similar environments (MacKay, 2006). To physically move students into thé regular
public school system has inarguably been accomplished in Canada but what is offered once
there? Are there limits to the vision of inclusive education thét cannot be realized in the current

educational system unless changes are made to address the inadequacies?

This disconnect between practice and policy in Wﬁich a ‘loose-coupling’ model sees
administration as providing a protectiVe barrier between the classroom and the public is not
unique to Prince Edward Island. Elmore (2000) suggests this ‘buffer’ explains why schools may
continue to promote structures and practices that research suggests are not pfoductive for the

learning of certain students (p. 7).

Justification for this study is apparent to those currently struggling to work within the
District’s current design (Horne, 2001). One could think of the schools as airplanes filled to
capacity with students. The destination is inclusion and the flight plan has been laid out as

straight forward and efficiently as possible. Complicating the flight is the turbulence that



financial restraints, levels of training, class composition and prevalence of cause (Mackey,
2002). Inclusion is an emotionally and politically charged issue. As Lupart (1999) outlines in her
assessment of Canada’s progress toward inclusion, teaehers and administrators agree that it is
theoretically and ethically the right approach. What they do not know is how to solve the
ineffective paradigm that exists with its implementation. Teachers and students are suffering
because of our steadfast commitment to not experiment with what is morally the right thing to
do. What must be ‘explored is whether we can do it differently and more effectively, not whether

we should abandon the destination all together but whether the flight plan needs adjusting.

While this study focuses on a specific school district’s model of special education service
delivery, the analysis and evaluation of that model will provide opportunity in the future for
other researchers and readers to make comparisons to other j urisdictions both locally and
itltemationally. As a case, this study provides context and analysis of general inclusive issues
within that context. However, the factors that arise as influencing the current practices and
possible solutions may be useful to all jurisdictions inquiring into their own systems. This study
offers others the oppertunity'to reflect upon the commonalities and differences between

particular geographies, histories, economies and sociologies of this system and others.



Chapter Two - Literature Review
2.1 Whatis Inclusion Today?

There has been much discussion world wide about the shift to inclusive education. The past
ten years have seen huge changes in the education systems of the provinces and territories of
Canada in their welcoming of all students into the public school system and the move away from
segregated centers and approaches. In keeping with the belief that all children have the right to
t;e educated in the Least Restrictive Environment as ori ginaIly identified in the United States
Public law 94- 142 (IDEA, 1990), and in accordance with amendments to the Canadian Charter
of Rights and Freedoms (Goyernment of Ca;lada, 2004), Canada has adopted the philosophy of

offering inclusive schooling.

The Least Restrictive Environment (LRE) as determined in the United States in 1974
; Public Law 94-142, the Education of all Handicapped Children Act, describes the right of all
children to be educated in the vsetting closest to that of the general educational sétting and places
the need for categorizing and labeling disabilities within a focus on individualized programming
based on student needs and strengths, It applies to all children. More pertinent is the meaning of
‘Least Restrictive’ in advocating for the rights of children of all learning capacities and levels of
functioning to be given the opportunity to be educated in their local schools with age appropriate

peers (Individuals with Disabilities Education Act, 1990).

Researchers, academics and educators alike have devoted much study to attempting to
establish a universal understanding of the terms ‘inclusion’ and ‘inclusive practice’. Bunch,

Finnegan, Humphries, Dore and Dore’s (2005) Crucial Terms Final Report sought to bring



- continuity and clarity to the language and connotation of tertﬁs commonly used within the realm
of special educational services in Canada. The Crucial Terms Project (CTP), born out of a
collective call for clarity in terminology from a variety of Canadian stakeholders defines
inclusive education as
referring to educational practice based on the philosophical belief that all learners, those
with and without disabilities, have the right to be educated together in age appropriate
class groups, and that all will benefit from education in the regular classrooms of
community schools. Within these settings teachers, parents, and others work
collaboratively using appropriate and sufficient resources to interpret and enact the
regular curriculum in a flexible manner in accordancé with the individual abilities and the -

needs of all learners. (Bunch et al, 2005, p. 39)

The term LRE is often used synonymously with inclusion and in conjunction with special
education, inviting overlap and a merging of the terms. It is important to distinguish that for the
purpose of this study, special education will refer to the edﬁcétional services provided to students
with additional learning needs based on their disabilities; inclusion as a philosophy on which the

“delivery of the special education is based; and LRE referring to a guideline of placement in

which that inclusive education will occur

'Mel Ainscow notes that, “throughout the world attempts are being made to provide more
effective educational responses for all children, whatever theircharacterisﬁcs, and that,
encouraged by the Salamanca Statement, the overall trend is towards making these responses

within the context of general educational provision” (Ainscow & César, 2006, p. 236). The
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Salamanca World Conference on Special Needs Education of 1994 pfomoted inclusion and
suggested that for the majority of children, inclusive schools represent the most effective and |
-feasibly cost efficient means of educating all students, claiming this to be “the most effective
means of combating discriminatory attitudes, building an inclusive society and achieving

education for all” (United Nations Educational, 1994, p.iv).

To define inclusion one must identify not only what it means but to whom it applies,
opening up the issue of designation of special needs. Categorical based services allocation and
indexing forrhulas are controversial issues in determining to whom the inclusive rights apply.
Many countries think of inclusive education as meeting the needs of disabled children, yet
Ainscow and Cesar (2006) note that the global understanding is more widely accepted as a
movement of espousing equitable services for all and “welcoming diversity among all learners”
(p. 1). Schools and educators around the world have come to embrace the belief that all children
have the right to an inclusive education. While a panacea remains to be found, there is a strong
movement toward inclusive classrooms and the abolishment of special schodls and special

classrooms for students with additional learning needs (Ainscow & César, 2006).

Schools today are serving a far more diverse clientele than in previous generations and as a
result we have seen the definition for inclusion broaden in response to this diversity. Student
achievement and the spectrum of needs faced by educators are increasingly impacted by the
growth of multicultural populations, socio-economi‘c pressures, social influences and the ensuing
behavioral challenges as well as the escalating prevalence and early age of medical diagnosis.

Ainscow and César (2006) describe the following five ways of thinking about inclusion as
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determined from their international research analysis. The list includes definitions under the
féllowing headings:

1. Disability and ‘special educational needs’: inclusion as addressing the educational needs of
those students who have learning challenges and needs, diagnostic based or otherwise, who
requiring specialized programming.

2. Response to disciplinary exclusions: inclusion as responding to the needs of behaviorally
difficult students or those whose behavior presents challenging consequences.

3. Groups vulnerable to exclusion: inclusion as responding to the needs of those whose access to
school is under threat due to sociallfactors.

4. Promotion of a school for all: inclusion as it relates to the development of a school and its
ability to meet all needs. |
5. Education for all: inclusion as it relatevs to the progression of educational accessibility to all

individuals across the world. (p. 233)

For the purpose of this study the interpretation of inclusion will apply to that population of
students who are identified as needing specialized educational planning due to cognitive delays
and impairments and/or learning challenges or conditions that affect learning and behavior to the
point thaf grade-level curriculum and traditional teacher-centered instruction are not appropriate

or sufficient to meet their needs.

2.2 Measuring the Efficacy of Inclusion
Much of the world appears to have embraced the concept of equal rights for individuals of

diverse needs, and educational delivery designs are reflective of philosophies that endorse the
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concept of inclusive access for all leamefs. Yet, there are obstacles to having an inclusive
educational system that is operationally advantageous to both the student with special needs and
A the learning community as a whole. It is these obstacles, rather than the tenet they address, that
some suggest impact educators’ views toward inclusion. As stated by Nugent (2007) those
contesting the principal of inclusive education may often be doing so as a result of
"‘dissatisfaction for mainstream education,.rather than a proactive preference for special
education (segregated placement)” (p. 52). There are few studies that measure the efficacy of
inclusive design as being the one to which educational institutions should be aspiring to increase

student learning.

The reason for the above lack of studies may be explained in part by Kavale and Forness
(2000) in the.argumeﬁt of the “vision of the anointed’ versus ‘vision of the benighted’ as first
presented by Sowell (1995). Sowell challenges the full inclusion movement as one based on the
vision of the anointed which he described as,

...a speciai state of grace for those who believe it. Those who accept this vision are
deemed to be not merely factually correct but morally on a higher plane. Put differently,
those who agree with the prevailing vision are seen as being not merely in error, but in
sin. For those who have this vision of the world, the anointed and the benighted do not
argue on the same moral plane or play by the same cold rules of logic and evidence. The
benighted are to be made “aware,” to have their “consciousness raised,” and the Wistﬁll
hope is held out that they will “grow”. Should the benighted prove recalcitrant, however,
then their “mean-spiritedness” must bé fought and the “real reasons” behind their

arguments and actions exposed.v (Kavale & Forness, 2000, p. 280)
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The tenet of the anointed sees special education as hindered only by a lack of vision and
above the scrutiny from logical arguments and empirical reasoning. Efforts to quantify the
movement are compared to ‘moral bankruptcy’ Y(Kavale & Forness, 2000) in that the basic rights
of students to be with their peers warrants no challenge and represents a lack of ethical character.
According to this belief, those who challenge the value of inclusive practices or seek to quantify

the efficacy are morally in error.

Bunch et al. (2005) begin their report of the work of the Critical Terms Project findings by
describing inclusive education as being based on social justice, and efforts to separate or deny
inclusive opportunities as in violation of the rights of learners. This and similar claims are not
arrived at through studies of efficiency or outcomes but are founded on the long standing efforts
of those who have represented individuals with disabilities and additional learning needs and

their families in their fight to be awarded what they believe is theirs based on human rights.

The research regarding the efficacy of inclusion can be applied to this argument in that the
belief in offering equal rights for educational placement honors the concepts of valuing all
humans and their potentials and is based on the compassion and caring that is intrinsic to
educators and society in general. To question that efficacy can be compared to the mean-
spiritedness that Sowell describes and becomes more a focus of moral and ethical reflection than

one based on systemic feasibility, efficiency and student achievement. Geoff Lindsay’s 2007

review of literature on the effectiveness of inclusive practices found inconclusive results’
stemming from findings that showed “Just 1% of over 1300 studies published 2000-2005

- reviewed the effectiveness and the results from these studies were only marginally positive”
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(Lindsay, 2007, p.16). Lindsay reiterates comments made by Gallagher (2001) that “A number of
authors have argued thét empirical evidence is either inconclusive or unnecessary because the
issue is one of rights not evidence” (Lindsay; 2003, p. 6). Kavale and Fomess (2000) also note
the lack of evaluative studies concerning inclusive practices asserting that the focus has been

instead on the argument for implementation rather than its effectiveness.

There are, however, a far greater number of studies that have sought to evaluate the social
implications of an inclusive system. Kennedy (2001) reviews tlie findings of social benefits of
inclusive placements and predicts the increase'd'focus on the value of interdependent skills, best
learned and practiced in peer-related settings. The previous emphasis on independence may,
according to Kennedy, be too reliant on artificial support structures and more pracﬁcal when
individuals are taught how to seek help from peers and interact productively in real life settings,

yielding improved social benefits for those involved.

In contrast to the small number of research studies that empirically assess the impact of
inclusive education on individual student learning beyond the social benefits, there is an
abundance of research that identifies the challenges and concerns for those directly involved with
inclusive education (Kavale & Forness, 2000; Lindsay, 2003; York-Barr, Sommerness, Duke &
Ghere, 2005). Much of this research is qualitative and has generated direct feedback from
teachers, administrators, parents and, in some cases, studenté, regarding the barriers or
complications impacting inclusive education today. Lindsay (2007) describes the tendency of
most qualitative studies to focus on the processes involved in inclusive structuring rather than

outcomes as being due to complicating variables such as the participants, intervention definition,
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and evaluative methods. The broad range of spectrums and the severity and co-morbidity
included complicate the ability to-make conclusions reflective of the diversity of the participants.
The contextual factors and inconsistency within various regions and programs make comparative

evaluation inexact and impact the evaluative methods best suited to each interpretation.

The concerns making up this feedback are markedly similar regardless of the region from
which it comes, consistently citing commonalities such as class composition, training and
expertise, human resources and availability of funding. All four of these themes are among those
reflected by Lipsky and Gartner (1998) which include: “visionary leadership, collaboration,
refocused use of assess@ent, support of staff and students, funding, effective parental
involvement, and use of effective program models and classroom practices” (p. 104).
Inadequacies and inconsistencies in the above area are repeatedly ivdentiﬁed as areas of concern
and challenge for effective implementation of inclusion and are also améng those long associated

with effective change implementation in educational study (Ainscow, 1999).

Both the Mackey Report (2002), composed as a review of special educational services in
Prince Edward Island and the MacKay Report (2006) examining New Brunswick’s service
delivery model present findings that support concerrlls in the aforementioned areas. Each of these

| regional reports summarizes the need for a unified vision, the staffing ratios and the levels of
expertise required to meet needs in classrooms, a well-funded collaboration of services and a
more effective means of determining delivery. The hext section will develop these ideas more

fully.
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2.3  Factors Impacting the Success of Inclusion
2.3.1 Class Composition -

Class composition is distinguished from class size in the Prince Edward Island-based Gar
Andrew Report of 2003. It noted the number of students with additional léarning needs as having
far more impact on the class content and challenge for the teacher than simply the number of
students in the class: “Reduction in class size must be accompanied by improvements in the
number of teachers who provide special services to the students, such as special
education/resource teachers and school counselors, to produce improveménts in student
outcomes” (Andrew, 2003, p. 8). Concern regarding class size and the skills required to meet the
diver;ity of student needs is shared among much of Canada as is evident from the 2004 Canadian
Teachers’ Federation poll. This study reflected telephone interviews conducted with 1001 adult
Canadian teachers in which class size and heavy workload ranked as the léading cause of
teachers leaving the profession, followed closely by inadequacies in expertise and resources to

help teachers of students with special needs (Saskatchewan Bulletin, 2004).

The increase in diverse learning needs is repeatedly cited as impacting on the workload and |
hence, the stres;c, load of eastern Canada’s teachers as well as those across North America and
globally (MacKay, 2006; Mackey, 2002; Andrew, 2003; Kavale & Forness, 2000; York-Barr et
al., 2005). MacKay identifies class composition as one of the primary concerns impacting
eduéation in New Brunswick: “Calls for controls on class composition aim to control the work
load and improve working conditions for teachers facing these challenging classes. They aim to
ensure that all students in the class can have a positive educational experience” (MacKay, 2006,

p. 202). Limitations such as those identified in Ontario’s Ministry of Education Programs and
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Services, Regulation No. 31, regulating maximum ratios in cases of high needs students, are
representative of efforts to control the proportions of students of multiple ability levels and

programming needs (Ontario Ministry of Education, 2007).

2.3.2 Resource Teachers
In recent years, throughout Canada and internationally, educational rﬁodels are adhering to
designs in which the resource teachers are no longer providing direct instruction to students on a
regular basis, but instead, a‘re in place to collaborate with classroom teachers in curriculum
planning and support for students with special learning needs (Kavale & Forness, 2000; York-
Barr et al., 2005). York- Barr et al. (2005) designed a study to explore thé supports and
constraints of the work of special education teachers in inclusive settings. Concerns emerging
from this study included ambiguous responsibilities, overwhelming paper work, and signiﬁcant
teacher isolation as impacting on Fthe professional lives of these individuals. Added to that are the
many instances in which special education teachers are assigned additionél roles within the
school, placing further demands on their time. Coordination of a collaborative resource service is
a large part of the special education teacher’s role and adds to an overlapping of responsibilities
as identified by York-Barr et al. (2005). They summarize the main kroles of the resource teacher -
as including:
1. Developing individual student programs .
2. Coordinating program implementation

3. Designing and providing instruction to students

4. Directing the work and developing the skills of the paraprofessionals (p. 197).
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It was found that resource and special education teachers are performing full-time roles as
teachers in addition to-that of teacher leaders, often in the face of resistance from other staff
members and outside stakeholders who feel it adds unmanageable expectations of them. Given
this role it is not surprising that “Special educators are more likely to depart from the profession

of teaching fhan any other teaching group” (York-Barr et al., 2005).

2.3.3 Regular Classroom Teachers

The demands that class composition places on teachers and the skills they require are
constantly increasing, and the traditional teacher training based primarily on standard curriculum
‘delivery is no longer adequate. In Edmunds’ 1’998 Nova Scotia-based survey, regular classroom
teachers cited a lack of time for individualized instruction and professional meetings, limited
financial and human resources, and concerns regarding their own professibnal competency.as
- affecting the success of inclusion (Edmunds, 1998). Horne (2001) presented a Prince Edward
Island teacher perspective in which participants responded in both survey and interview formats
regarding their feelings about inclusion in Island scho‘ols. Horne found 65% of research
participants reported concern over their ability to effectively individualizé instruction for the
variety of learning needs in their inclusive clas‘srooms, with 100% identifying the need for
training in this area as key to effectively teaching in an inciusive classroom (Horne, 2001). |
Lindsay (2007) and Kavale and Forness (2000) express similar concerns about appropriate

classroom support and training in the inclusion debate in the US and the UK.

Consistently, throughout the literature, educators are expressing increased frustration

regarding their ability to adequately deliver curriculum modifications necessary to provide
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meaningful individualized learning for all students. Croll and Moses (2000), in their findings
from a study investigating the attitudes regarding inclusive schooling versus segregated settings,
share comments from educators emphasizing support for well-resourced inclusive systems as the
best option for meeting the needs of children With moderate learning difficulties. Well-supported
inclusive programs are collaborative and incorporate within their provision a commitment to
vfund.ing that supports, “curriculum instruction, assessment and any additional supportive services
that are necessary for the student to be successful in heterogeneous learning environments”
(Frattura & Capper, p. 356). Woven strongly into these comments and others promoting
inclusive school communities is the conditional understanding that teachers should not be
expected to do so without adequate training and ongoing collaborative support. Research has
shown that many teachers are opting to leave the profession due to the stress, the constant feeling

of inadequacy and the feeling they are being asked to do the impossible (York-Barr et al, 2005).

2.4 Training for Teachers

in response to these concerns many universities are making concerted efforts to provide
courses in inclusive education, assessment and classroom management to pre-service teachers.
Dr. Vianne Timmons from the University of Prince EdWard Island shepherded the incorporation
of compulsory inclusive education courses as part of the 2 year post-degrée Bachelor of
Education program as well as the addition of a ten course diploma in Inclusive Education
(Timmons, 2006). In 2005, a five course certificate in Inclusive Education replaced the ten
course diploma and was targeted primarily to teachers in the field who want to improve their
skills as the needs of their classrooms increased. In 2008, a Master of Edﬁcation cohort of

educators will undertake a Master of Education with a focus on Inclusive Education. These
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programs have been developed with input gathered during collaborative planhing meetings

involving representatives from the three PEI school boards and the University of PEL

Similar responses across Canada have stemmed from requests by teachers to be provided
the training and resources needed to meet the diverse needs in their classrooms. The Nova Scotia
Minister’s Review of Services for Students with Special Needs outlines several efforts that the
province has taken toward addressing teacher concerns regarding levels of specialized training
and securing ongoing professional development opportunities for classroom teachers required to
manage diverse learning needs within an inclusive structure (Nova Scotia Department of
Education, 2007). Teachers do not want to abandon the inclusive approach but feel ill-equipped

to carry out the current model.

2.5 Funding

Broadening the pool of resources to inctude specialist services is largely dependent on the
funding models by which services are provided and the divisions that identify which sector is
responsible to provide that support. Manset and Semmel (1997) report that the efforts of schools’
toward inclusively restructuring their general education settings is resulting in unacceptable
outcomes given the “significant investment of resources necessary to provide these enhanced
educational opportunities” (p. 286). Their findings include resources such as teachers, teacher
assistants, curriculum and programming materials, and expert auxiliary personnel such as speech
language and physiotherapy specialists as among those groups inherent to quality education

structures.
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One approach to oyercomin g the financial obstacles in service provision is the use of
diagnostic-based funding formulas. Within this practic¢, individual students’ needs are assessed
and rated on a funding scale from which schools are allotted monies to broker services as needed
(Ainscow et al., 1999). Perhaps such a model creates its own demons and becomes in itself
exclusionary regarding who is and is not deemed fundable and to what extent (Pirrie & Head,
2007). Such formula-based systems are accused of suggesting one individual’s needs to be ‘more
special’ than another’s needs. A child diagnosed with Autism Spectrum Disorder may qualify as
warranting a full-time assistant and additional programmiﬁg support while a student with
cognitive impairments and behavioral challenges, depending on the funding grid, may not. Often
a structure such as this will see onIy the most disabled students receiving support and those less

affected but of equal need, receiving very little.

There are provinces in Canada (such as Alberta), as well as in the UK, where such a
funding formula is used and students obtain ‘statements’ of eligibility to secure supports and
‘placement options (Baker, 2007; Warnock, 2007; MacKay, 2006). These models rely on similar
versions of students receiving an assessment bésed diagnosis by district-based teams of qualified
professionals which are then factored into the school’s enrolment and applied to a funding index.
- However, jurisdictions using this method of funding allocation continue to report concerns
regarding lack of adequate access to professional services from outside agencies (Shaping the
Future for Students with Special Needs: A Review of Special Education in Alberta, 2000;
MacKay, 2006). This continued shortage of support can be attributed both to the severity,

quantity, and specificity of services that such high needs students require as well as the drain
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which the needs of students not recognized by the various funding indexes place on the schools’

supports as schools struggle to manage all the needs in their buildings.

Coordinated interagency support teams are critiéal to the success of many students’
curricula and the goals necessary for them to excel in a school environment. When supports such
as speech therapy, physiotherapy and occupational therapy are not available due to lack of
funding or shortage of service providers, it falls once again to the classroom teacher and resource
teacher to provide make-shift services. In many cases these efforfs may or may not be based on
consultative advice, or in many instances the student’s needs are not addfessed at all. Relying on
teachers for this support adds to the demands of their role and albeit with good intentions the

lack of training in these areas can prove counterproductive for the student.

In their evaluation of fourteen Local Educational Authorities’ (LEAs) policies and
processes surrounding inclusive practices in the UK, Ainscow, Farrell, Tweddle and Malki
(1999) identify a joint responsibility for the provision of services by professional stakeholders
such as LEAs, health authorities and social justice departments as imperative for successful -
inclusion, and cite the separate management systems of these services as detrimental to its
progress. Ainscow and Booth (2002) went on to develop an ‘Index for Inclusion’, an instrument
intended for review and development of inclusion which focuses on practicés, policies and
cultures within schools. Relying both on school improvement research and studies reflecting
effective inclusive strategies, the Index for Inclusion guides schools in addressing and adapting

how they manage students’ needs.
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2.6  Alternatives to Full Inclusion‘

There are those, including front line teachers, administrators, parental advocates and
bureaucratic managers, who believe the time has come to explore.other options to a fully
inclusive system which they view as lacking. Ainscow (2007), Armstrong & Moore (2004),
Cigman (2007) and Low (2007) are among the many who are challenging the current movement,
not with the intent to jeopardize the advancements made in the movement toward inclusive
opportunities but to evaluate the current practice and explore additional options. They aim to
review the effectiveness of the model and reframe it within an organizaﬁonal as well as
humanistic lens so as not to compromise quality in order to be politically correct. There is
significant discourse between those believing all students should be educated in the regular
classroom only and those advocating for a variety of placement options. Their arguments may be

framed within three areas; a) political correctness, b) feasibility of funding, and c) efficacy.

a) Political correctness

There is claim that the preference for fully inclusive settings has emerged more as a
‘response to the issue of equal access for all individuals than as a result of what is actually in the
stﬁdent’s best interest. In his argument that inclusion is a right rather than a duty, Colin Low
(2007) advocates for the return of choice of placement and the value of parental input with
respect to the placement of their children. Armstrong and Moore (2000) attempt to distinguish
between inclusion and integration, claiming the latter to be a practice of merely physically
transplanting students into ordinary schools, as a “device concerned with fitting children into

existing systems and focusing on where pupils are educated rather than how” (p. 37). The rights
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agenda has perhaps overshadowed the more pertinent issue of what best serves the students. The

focus has been on what children are not being provided rather than what they may need.

b) Funding

Funding and financial feasibility, as with any government sector, is often at the heart of
many structural changes within education systems. Studies finding special education placement
costs as being considerably more than that of inclusive designs have helped to welcome the shift
to more diverse classrooms. Frattura and Capper (2006) quote a difference of up to 130% of
operational costs for segregated plaeenlellts over those of inclusive forma"[s and challenge the
ethics in continuing to justify segregated settings. However, it should be noted that many
comprehensive inclusive systems are often' structured around integrative support models that
measure the costs to educational autho.rities separately from that of the interageﬁcy support on
which the collaboration depends (Kavale & Forness, 2000). Simply placing'children in integrated
settings within regular schools is far cheaper, but the savings are offset by the significant
supports required to move beyond integration to a model of well supported inclusion. Figures
regarding the costs of inclusive education often misrepresent the complete costs of the models by
highlighting those billed only to educational sectors. Although integration on its own may appear
to be cheaper, proper inclusion costs money, and sustainable provision of that funding is a
hindrance to its further develepment. Providing so called ‘inclusive’ environments may seem
politically correct, but unless resources are provided to support such placements, what may look
like human rights on the surface actually short changes the students in the education they are

receiving. The public may be starting to notice.
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¢) Efficacy

A third factor contributing to the discourse between those for and against segregated
settings is efficacy. There are concerﬁs regarding the lack of quality studies that specifically
assess the effectiveness of inclusive models, claiming that political correctness has overruled the
onus to provide concrete data supporting the removal of alternative settings for educating
students with disabilities (Hunt & Goetz, 1997). The variance in definition of what determines
effectiveness is demonstrated by Nugent (2007) in her review of parental satisfaction of special
educational services in Ireland. Nugent reports survey findings in which méasurements of
satisfaction relied primarily on the child’s emotional happiness, rather than academic

achievements and learning outcomes.

There are other concerns regarding a lack of consistency in determining what constitute_s a
successful placement. Studies have included variables such as acceptance, confidence and, more
frequently, social skills as the determining factors, but ]es‘s often include advances in cognitive
functioning and learning outcomes (Lindsay, 2007). The broad spectrum of inclusive
interpretations also complicates attempts to apply findings abouf effectiveness from one
jurisdiction to anbther. Practices that may have been found to be effective in one area may not
measure the saﬁe reéults within another area’s interpretation of inclusive service delivery. Each
Jurisdiction’s interpretation of inclusive education may reflect its own geographic, political, and
cultural characteristics. Lupart, in her 1999 PCERA Symposium address, suggests that many
Canadian educators in looking nationally or to the neighboring US, will ﬁnd the differences in
circumstance so vast as to question the value of such comparisons if done in isolation of the

variables which make each unique (Lupart, 1999).
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Ainscow (2007) qualifies his advocacy for the movement toward inclusion by emphasizing
its need to be flexible and adapt rather than strive to ‘reach a perfect statef. This perspective of
inclusion as a process rather than a product is at the heart of much of the literature. It is argued
that it is time for a review of sorts to explore opportunities for improvement and within that
impfovement, adopt a realistic approach. The benefits of educating students alongside their
peers in inclusive settings are overwhelmingly applauded iﬁ the literature (Croll & Moses, 2000).
| Those seen as challenging this movement do so with the belief that this least restrictive
placement needs to be individually determined and based less on physically transplanting
students into the regular classroom environment (Kavale & Forness, 2000). Inclusion should not
and was never intended to silhply be the opposite of segregation. Segregation categorically
- removes students based on differences as compared to the norm. Inclusion places students in
meaningful and highly integrative settings based on individual needs rather than group
differences (Kavale & F oﬁwss, 2000). Yet it may be possible to respond to individual needs

while providing the most inclusive and the least restrictive environment for all children.

2.7 Specialty Schools
Baroness Warnock, lead author of the 1978 Warnock Report advocating for the inclusion
of students with special needs in the UK education system, has since retracted her 1978
statement advocating for full inclusion, feeling now is a time to rethink and temper the all or
none philosophy she once touted. In her foreward for Included or Excluded (Warnock, 2007),
she writes of the impact of the 2005 government published White Paper in the UK, Higher
Standards, Better Schools For All: More Choice for Parents and Pupils. She describes it as

ludicrous that the application process to schools in the UK would limit the parents of students
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with special heeds to choices of the lowest available quality of education. She insists the answer
lies in encouraging the dozen or so ‘trail blazing’ sehools or specialist schools which, much to
the distaste of the anti-segregation advocates, conﬁnue to exist. These schools concentrate ona
particular disability or group of disabilities, cognitive, behayioral, autistic? and so on. They not
only educate children with these disabilities but also send their teachers out to neighboring
mainstream schools to share their expertise with the mainstream teachers and classroom
assistants. Ainscow supports Warnock’s reconsideration by conceding that “there are those who
believe that small specialist units located in the standard school environment can provide the

: :special'ist knowledge, equipment, and support for which the mainstream classroom and teachers

can never provi.de a full substitute” (Ainscow, 2006, p. 235).

Baker (2007) supports this belief advocating that inclusion should be the first option unless
parental preference is for a more specialized service or it is determined the student’s inclusion
compromises the effective education of other children. In a review of UK Government policies
on Speciz‘tl Educational Needs (SEN) and other related literature, Baker (2007) suggests there are
a number of students who cannot copein inclusive classrooms and placement within such an
environment not only further disables those students, but often compromises the human rights of
other students and ef staff. Baker’s findings suggest there is a growing awareness of the need for
special schools designed to meet highly complex needs of children with special needs and to
have these schools working in partnership rather than in opposition to mainstream schools

(Baker, 2007).
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Psychiatrist and parent advocate for the National Autismr Society, Lorna Wing suggests
that dﬁe to the complex social implications associated with very severe autism, students
immersed in maiﬁstream settings are negatively impacted by such an environment (Wing, 2007).
Based on her three year study of 173 students with autism, Wing insists the highly specialized
instruction and controlled environment these students require is not conducive to the level of
activity that is typical of inclusive classrooms. Furthermore, she claims in cases of severe autism,
the social indifference and anxiety felt by the individual ié exacerbated by the highly social
environment of mainstream schooling (Wing, 2007). For this select few who require services
. best offered in ai more specialized setting, removing that option can be equated with a form of
| ‘reverse exclusionism’, failing to account for individual needs and hence, grossly impeding their

’chances of success (Baker, 2007; Low, 2007; Wing, 2007).

Baker’s 2007 review highlights two distinct themes as emerging with respect to the status
of special schools. “Special schools should bev centers of expertise, provid_ing education and
support for pupils with the most severe and complex special educational needs; and special
schools should also share their expertise in outreach support into mainstream schools in order to
further greater inclusion” (Baker, 2007, p. 76). This emphasis on student needs rather than a
united effort to abolish all but a mainstream environment supports conclusions made by
Kauffman in 1993 in his review of special education in which he suggests the following:

Change in special ‘ed ﬁcation should be predicated on three assumptions:
1. The necessity of keeping place in perspective, because setting per se has limited impact

on outcomes for students with disabilities.
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2. Choosing ideas over image; for example, equating special education with segregation
and apartheid was a gross oversimplification that distorted debate because image may
become the measure of truth.

3. Avoiding fanaticism, a passion that has become dangerous because it can result in

moral certainty with predetermined answers. (Kauffman, 1993, p.7)

The devout advocate for full inclusion could argue Warnock has come full circle and is
attempting to reverse the progress made. Ainscow (2007) describes alternative design
considerations for a new type of special school acting as support centers and ultimately
- enhancing the success of inclusive placements as a long term goal. Low (2007) asserts that if the
“emotionally loaded language” (p. 4) can be avoided, so could the stigma and negative
connotations associated with what may actually be viable and supportive for students who have
special needs and are looking for a more effective option. Effective placements must consider
advancement in relevant student learning outcomes, contentmeﬁt and happiness of the student,
and sustainability of a supported structure of individual service needs (Kavale & Forness, 2000).
This returns us to Lindsay’s (2003) point that it is the emotional, ethical and political association -
with the concept of inclusion as a social movement that prevents greater amounts of study

challenging the efficacy of the movement.

There are students within education systems whose needs are so complex that the level of
expertise required is beyond that of the classroom teacher and even that of the broad range of
training afforded to special education teachers (Frattura & Capper, 2006). Teachers may be

inserviced or trained to reinforce the programming of health specialists but should not be
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expected to assume the primary role and nor should they be a replacement to a student;s contact
with external professionals (Frattura & Capper, 2006). In cases where significant additional
supports are required, students may be best served in specialized centers. But always the goal
should be placement within the highest level of inclusivity appropriate for all involved (Allan &
Brown, 2001; Baker, 2007). Low (2007) advocates that it is unrealistic to imply that higher level
specialist services will be available in all inclusive settings as deemed necessary by the students
it serves. He suggests that students forced to attend inclusive settings may be missing out on

services they need by spending all of their time in the regular classroom.

The belief that all individuals may learn and that all individuals have a rightful and equal
place in society is not debated within the literature. What is being challenged internationally is
that all students are best prepared for society under one educational design and that choice for
something different jeopardizes this tenet. Removing the element of exclusivity ahd considering
options that allow for somé of the more complex and fragile learners to more readily reach their
potential is espoused by some of the major researchers in the field of special education
(Ainscow, 2007, Cigman, 2007; Low, 2007, Baker, 2007). As stated by Baker, “thefe are no
simple definitions of ‘inclusion’ and special schools can be ‘inclusive’ in the same way that
mainstream schools can be ‘inclusive’ (Baker, 2007, p. 73). He emphasizes fhe continuation of
special schools and special placements within schools as meeting needs of the most severe
students and also providing support to mainstream settings in providing ongoing sharing of
expertise and specialist skills to students within the regular settings. Baker suggests the two
settings need not be exclusive of each other and can integrate their knowlé_dge and in doing so

expand options to all students regardless of setting.
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2.8 Conclusion |
The literature in the field of special education and specifically in inclusive environments
appears to share the recognition that while the intent of current practices are honorable, they are
lacking in efficiency, expertise and sustainability. Researchers are ﬁnding some of the biggest
challenges to inclusion to be the lack of consistent terminology and language that is used, the
pragmatics of teacher responsibilities and the divisiveness of collaborative service provision and

responsibility.

The literature has shown that while there is an abundance of interest in the field of
inclusive education, the lack of definitive clarity around language and structural differences has
complicated efforts made to compare and examine program effectiveness. Research is revealing
educators’ commitment to the fundamental beliefs driving inclusive education as coupled with a

frustration regarding the overwhelming workload and expectations it places on teachers.

Throughout the literature is a common focus on the need for well-funded collaborative
service provision as an integral part of the inclusive model. The need for multi-sector
collaboration continues to challenge effective inclusion and calls for sustainable structural
changes to current policies. Studies continue to show that teachers, while heeding to be
appropriately trained to meet the diverse needs of students, must not be relied upon as the sole
source of professional expertise. No teacher should be considered fully and singly responsible for
the highly specific needs of students with special needs. Professionals such as speech language

pathologists, occupational therapists and physiotherapists are highly trained and bring
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-~ specialized skill sets that are as crucial to many students with special needs as core curriculum

subjects.

Finally, there is an emerging trend to step back and evaluate the path that the inclusive
movement has taken. Many educational researchers are noting efforts to shift the focus from an
act of universal integration to one of individually appropriate learning placements. The return of
an option for special schools that are closely linked to mainstream systems is being explored as a

complement to the inclusive movement for those who need it.

| Still unanswered is the question of how best to move from the declarative knowledge of
what inclusion is and can be to the procedural knowledge of how best to make it work. Obstacles
such as funding and expertise remain as significant éhallenges to be resolved. This study will
seek to compare the trends identified in the literature to the practices and challenges faced
locally. By comparing and contras_ting these findings, this study will identify improvements

worthy of consideration for the ESD’s inclusive service delivery model.
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Chapter Three — Methodology
3.1  Research Design -

This study evolved from a wish to explore the issues surrounding inclusive delivery of
special services in the Eastém School District. My distinct interest in the Eastern School District
is that of an employee and in particular, a special education consultant. Although the issues
faced by the ESD are universal and cited in many studies in the literature, it is difficult to offer
solutions that will apply to each site, each with its own history, politics, and personnel. This
study approached the ESD with the aim to identify, address, and pose possible solutions to
consider for the futu;e. My involvement with the ESD for the last twenty‘ years provided me the
knowledge and access to information, as well as prpviding my own observations from the
‘inside’. T have acknowledged my own bias in this chapter, and recognize its appropriateness in

understanding the processes and historical paths that have led to this moment in ESD’s history.

The research orientation I employed for this study included case study and responsive
evaluation. Stake (Stake, 2004) defines evaluation as a “search for and documentation of
program quality. The essential intellectual process here is a responsiveness to key issues or
problems, especially the ones experiences by stakeholders on site...Issues are regulaﬂy taken to
be the ‘conceptual ofganizers’ for the investigation, more so than needs, objectives, hypotheses,
group comparisons, and cost-benefit ratids ” (p. 209). In this case, the issues revolve around the
delivery of special services for students with special needs in inclusive environments. As Stake
also states, “the evaluators describe the program’s activity, the issues, and make summary
interpretations of worth, but first they observe and inquire” (p. 210). Stake defines responsive

evaluation as:
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an approach, an orientation, a predisposition, as part of any formal evaluation of

education and social service programs. It leans heavily on persbnai experience. It draws

upon and refines the ordinary ways people perceive quality and wérth. More than most

formal evaluation metlﬂods, it draws attention to program activity, to program uniqueness,

and to cultural pluralities. (p. 209) |

Stake also recognizes that “to understand the quality of a program, you have to understand

how it deals with its problems in a political context” (p. 215). Stake, as tﬁe initial proponent of
responsive evaluation, uses case étudy as his preferred way of conceptualizing the “activity, the
issues, and the personal relationships that reveal program quality” (p. 211). From my original
goal of understanding and presenting the practices and policies of the ESD in their historical and
local context, I felt that Stake’s responsive evaluation method thrdugh case study was
appropriate for this study as it addresses the macropolitical and micropolitical bases for policy
and practice while also allowing me to provide my own insight as aﬁ insider collaborator within

the system.

Case study allows one to explore the “how” and/or “why” behind an identified entity (Yin,
1989). It involves “systematically gathering enough information about a particular person, social
setting, event or group to permit the researcher to effectively understand how the subject
operates or functions” (Berg, 2004, p. 1). As aresearch strategy, case study is used in settings
such as policy research, organizational studies to add to our knowledge of “individual, social,
and political phenomena” (p. 14). Case studies can be intrinsic or instrumental, depending on

their use. According to Stake (1994), an intrinsic case study:
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is undertaken because one wants better understanding of this particular case. It is not
undertaken primarily because the case represents other cases or because it illustrates a
particular trait or problem, but because, in all its particularity and ordinariness, this case

itself is of interest. (p. 237)

This case study is intrinsic in that it pertains to the Eastern School District and its
recommendations refer to the specific needs and observations made of the local board. However,
it is also hoped that the case will be useful for other jurisdictions and scholars to apply the
questions regarding inclusion’s implementation to their own sites, and address the issues of
inclusion implementation that are universal and have challenged many researchers and
practitioners around the world (see for example Mamlin, 1999; Avramidas, Baylis’s & Burden,

2002).

Evaluation-based research regarding special education services within an inclusive system,
provides an opportunity to focus not simply on the ethical questions regarding inclusion, and nor
does it limit itself to the effectiveness of inclusive placements. In employing a program
evaluation-based design one can delve into the integral workings of the system and provide
feedback that is key to future development. Combining the program evaluation method with that
of a case study provides the collection of data, the concrete results and the singularity of focus
which will allow for strengths to be identified, barriers to be critiqued, and research-grounded
recommendations to be made. Stake (2004) describes the responsive evaluation as ““a search for
and documentation of program quality. The esseﬁtial intellectual process here is responsiveness

to key issues or problems, especially the ones experienced by stakeholders on-site” (p. 209).
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Although Stak¢ (2004) offers that responsive evaluation “was not conceived as an instrument
of reform, but as an orientation to inquiry” (p. 213), it is this inquiry that has the most potential
to guide future changes to poliéy. My involvement in the ESD enables mé to verify and
acknowledge truths about the ESD while aiming to improve the system for the future. Green
(1994) states that the usefulnéss of evaluation is that it informs’ﬁlture policy. Inkeeping with the

Prince Edward Island Minister’s Directive NO. MD 2007-08, the ESD’s program outcomes and
measure of ‘efﬁciency lie in providing quality learning experiences to all students in the public
school system under the following mission statement:

The ESD is committed to excellence in education. In partnership with the community, wé
will provide a safe and caring learning environment in which all students have the
opportunity to reach their potential and to face the future; with confidence. (Eastern

School District, 1996b)

It is hoped that this study will inform future development of policy and practice. The willingness
of the ESD to provide documentation for study and to receive the results of this study point to a

willingness to improve their practice and policy.

3.2 Identifying the Case
-Stake’s (1994) description of the case as a functioning specific, describes the singleness of
the phenémenon being studied as a bounded system. Creswell (2005) expands on the meaning of
bbunded in that it is “separated out for research in terms of time, place or sdme physical

boundaries” (p. 439).
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For the context of this study, the case is the Eastern School District of Prince Edward
Island and its special education service delivery model which, as described in Department of
Education documents, is based on an inclusive philosophy providing support for studeﬁts with
special educational needs within the public schools. The Eastern School District is one of three
boards of education in a province of 138,800 people (Statistics Canada, 2007). All three boards,

while governed by a common Provincial School Act, operate indépendently of one another..

The Eastern School District is the largest of the three boards and recorded for the 2007-
2008 school year an instructional staff of 1043 full time equivalent (FTE) teachers, serving 43
schools with a total of 13,29‘O students. Within the 43 schools are six senior high schools, five
intermediate schools, twelvé elementary schools, and a remaining twenty schools are comprised

of various consolidated formations consisting of grades 1-9.

The province is composed of only two major cities and a plethora of smaller communities
spread throughout the rural landscape. As a result, ten of the 43 schools, almost 25%, have
pbpulatvions of fewer than 150 students. These schools offer students the chance to be educated
without having to travel to neighboring areas but they often do so to the detriment of facility
upgrades and specially-trained staff. In many such instances, progra.mmiﬁg for the student with
special needs is significantly impacted by the need for shared or partial resource positions within
these smaller schools. The opportunity for specialized programming can also be affected in that
access to off-site learning and community services are far less accessible. Depending on the
specific circumstances, inclusion for some students attending small schools becomes more

focused on physical integration rather than quality programming.
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The Eastern School District administration has four departments, including Corporate
Services, Curriculum Delivery, School Development, and Student Services, all governed by a
Superintendent. The Student Services Department, responsible for meeting the needs of students
with special needs, offers a range of program planning and support, from the significantly and/or
multiply challenged students to isolated incidenées of crisis response. The ESD student services
department, reportihg to the superintendent, consists of a Director, three school psychologists,
three qounseling consultants, two special education consultants, three autism and behavior
consultants and two administrative assistants. While cach department within the Eastern School
District’s head office functions as a unit, collaboration in meeting the needs of the more than
13,000 students of the board relies on communication between this department and human

resources, curriculum, transportation and facilities.

Within those 13,000 students are approximately 260, the equivalent of approximately 2%, -
who without support, would be unable to be in school. This profile includes students with
significant challenges and disabilities affecting cognitive, physicai and medical needs and may or
may not be formally diagnosed. These students are identified as Priority One and Priority Two
students and share access to resource support scrvices typically assigned in the form of
educational assistants (see Figure 1). The approximately 160 full time equivalent (FTE) of
educational assistants are the most common of the ESD’s human resource supports available to
assist school staffs in meeting the special educational needs. The role of educational assistants is
defined by Prince Edward Island’s Department of Education as “working under the supervision
of principals and the direction of certified teachers to assist in the implerﬁéntation of individual

educational plan goals and objectives” (Prince Edward Island Department of Education, 2005b,
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p. 14). Also included in this complement of support personnel are 21 FTE Youth Service
Workers, assigned as per the Department of Education’s guidelines for alternative programs to
work collaboratively With school, home and community for students experiencing behavioral
issues (PEI, Department of Education, Teachers and Support Staff working Together, Standardsv
and Guidelines, 2005). Most recently, in 20006, the Eastern District has added 2 FTE Student
Assistants to administer solely to the physical and medical needs of individual students and, in
2007, 3 FTE Work Place Assistants to provide job placement support to students with special
needs at the high school level. In addition to this are the more than 3,000 ‘students,
approximately 23% of the total population, accessing some support within this constellation of

available services due to moderate academic or behavioral needs.

Figure |  ESD School-based Resource Support (2007-2008)

Resource Teachers
(based on
utilization)
53.38 FTE

Educational
Assistants
169 FTE

Work Place
Assistants
3 FTE

Student with
special needs

Youth Service
Workers
21 FTE

Student Assistants
2 FTE
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In each of the 43 schoois are school-based student services teams designed to
assess and address the needs of the students within that school. Ideally the ;ceam consists of an
administrator, a classroom teacher, a resource teacher,' and a counselor. However, some of the
smaller schools require that staff assume dual roles and in those instances the combosition of the‘
team may be adapted to include a smaller core group but always there is teacher and

administrative representation.

So, using the ESD special services model as a case, [ analyzed the history, workings and
issues regarding inclusive teaching of students with special needs within the entire board, in
order to determine its strengths, as well as areas of challenge. The study culminated in
recommendations for future consideration by the Board and the province. The time boundaries of
the case extended from 1986 to the present, 2008. The geography encompassed all of the ESD,
comprising roughly half of Prince Edward Island. Data was included from the District regarding

all 43 schools.

3.3 Data énd Data Collection
Yin (1989) suggests several potential sources of data for case study. The sources of
information for this study were documgntation, archival records, and participant observations
(Figure2). Documentation consisted of public documents relating to special services in the
Eastern District, as well as unpublished district and, particularly, student services specific data.
Archival records included historical data of the Eastern School District and the provincial

policies which have informed our practice. Participant Observation refers to my own records of
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involvement in decision making and practice as part of the special services administrative team

for the District.

Figure 2 Data Sources

Formal documentation

SN

4

Personal records < > Archival Re‘cords

Yin (1989) specifies documents that can be used as sources of information for the case and
these were used for this study:
o Letters, memdranda, and other communiqués
e Agendas, announcements, and minutes of meetings, and other written reports of
events
e Administrative documents- proposals, progress reports, and other internal
documents
2. Formal documentation
For the purpose of this study, documents related directly to the ESD and Prince Edward
Island’s Department Qf Education’s statistics, policies and procedures. I conducted a thorough

search of available documents, including formal public documents (Table 1).
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Table 1  Public Documents Used for Study

Document Type and Title - Date
Non departmental-based Reviews
o APSEA, Sixteenth Annual Report 2004-05
o Advancing the inclusion of persons with disabilities, Government | 2004
of Canada
o Inclusive policy and practice in Education. best practices for 2004

students with disabilities, Roeher Institute

Department Commissioned Reviews :

o Minister’s Review of Services for Students with Special Needs, 2007
Review Committee Report & Recommendations, NS
»  Connecting care and challenge: tapping our human potential. 2006

Inclusive education: A review of programming and services in
New Brunswick, NB
o Excellence in Education: A Challenge for Prince Edward Island, | 2005

PEI
o Review of specific requests relating to inclusive education in New | 2005
¢ Brunswick .
o Staffing and Funding Program Review, PEI 2003
o Summary report: Review of Special Education, PEI 2002
e Report of the Special Education Implementation Review 2001

Committee, NS

o Shaping the Future for Students with Special Needs: A Review of | 2000
Special Education in Alberta, ALTA
Teachers Federation Reports :
o PEITF Economic Welfare Report 2007

o Educators’ Perceptions of the IPP Process, executive summary 1998

report
Department of Education Documents

o Education Handbook for School Administrators, PEI - 2007-08

o IEP Standards and Guidelines, PEI . 2005

o Department of Education Ministers’ Reports 2001-08
PEI NS, NB, NFLD, ONT, ALTA, BC

o Teachers and Support Staff Working Together, PEI _ 12005

2. Archival records:

Yin (1989) suggests that archival records also provide usgful information for understanding
an organization’s activity. In the case of this study, tﬁere were many documents that were not
public but which were provided to me by my employer or which I collected over time and was

able to use for this study. Yin suggests archival records can include service records,
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organizational records, maps and charts, lists of names, survey data, and personal records. For
the purpose of this study, the ESD and Departméntal records were analyzed (Table 2). Some of
these records cannot be included in the appendices due to the confidentiality of their contents.
However, I have included many in the text of the findings chapter without names. Analysis of
these records included simple statistics and organization using charts and schematics. However,
the lack of exactitude with which some of the numbers were gathered is part of my analysis and

these will be addressed further in the findings chapter.

Table 2 Archival Records

ESD Specific Documents and Memos : : Date
» Resource Allocation and Utilization Data 2007
» Principals Executive Meeting Notes 2006-07
» Resource Teacher Meeting Notes 2001-07
» Intermediate Administrator’s Meeting Notes 2005
+ Administrative Proposal Responses 2001-2008
»  Annual Needs Profile Data 2001-2005

+ Student Sérvices Correspondence
Department of Education Information

+  Annual Needs Profile Data ' 2001-08

» Correspondence Regarding Staffing : 2003-2007

3. Personal records

Personal records span the work that I have done as Special Education consultant for the
Eastern School district (Table 3). Based on my own interpretations of my work, I have analyzed
my various notes and other correspondence, and included my personal observationé of my work
~ to provide insight into the ways that decisions have been made at the School Board. These
records and observations are mine alone and do not ﬁecessarily reflect or try to reflect those of

my colleagues. My own personal experience with these processes was tapped to provide a
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human perspective on the other documents and archival records that were collected and
analyzed. Green (1994) encourages the acknowledgement of self in research and acknowledges
the worth that the insider point of view provbides for access and analysis of significant issues
related to the case. Howéver, in doing so, I have been open to acknowledging and including the

bias that I brought to the analysis because of my personal involvement with it.

Table 3 Personal records

Personal Records Sources of Data
Notes «  Meeting Discussions — District and School Levels
Journals +  Meeting Minutes ~ School, District, Department and Outside
Memos ] Agencies
Correspondence + Professional Development Notes
+ Day Planner
« Auxiliary Support Allocation and Planning
« Internal transitional tracking notes
« Student Services Discussions

The use of multiple sources of data is helpful in creating a full case study and evaluation
that is reliable and valid (Yin, 1989). In this study, the triangulation of documents, archival
records, and personal records allowed for checking across sources to ensure that eéch source was
referring to the actual policies or practices reported. In creating my data base of information, I
used case study notes, documents, counts of data, and other methods of ofganizing data into a
reliable ‘chain of evidence’ that could be traced by an external reader (Yin, 1989). This also

allowed data to be organized according to dates, places, and people so that it could be analyzed

in a valid manner.
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In summary, the data collection for this study provided for a descriptive and
evaluative assessment of the policies and practices of the ESD over a period of twenty years, so
that future recommendations could be made based on as much actual data about the board as
possible. Stake (1994) suggests that in qualitative case work, “to reduce the likelihood of
mi_sintcrpretation, we will employ various procedures, including redundancy of data gathering

and procedural challenges to explanations” (p. 241).

Background and historical information was recorded in the form of a comprehensive
presentation of the past and current practices in the Eastern School District and the factors
connecting the two. These data were generated from my personal involvement with the district
from the perspective of a teacher for more than 15 years and as special education consultant for
the past 6 years. Written approval for use of the documentation was sought from the
superintendent (see Appvendix B). A search was completed for any relevant personal and/or
professional documentétion that would assist in illustrating the developments and changes within
the district over the years. These documents were reviewed to ensure the absence of any
identifiable ‘characteristics and judged to be acceptable on that basis. Data collection continued
throughout the time of analysis as required. Data collection and analysis occurred concurrently at

times as each process informed the other.

3.4 Researcher Role and Trustworthiness of Data
My role as principal researcher was to collect data from the schools regarding the teachers
and students served by the Student Services Department. [ analyzed this data and other data that
are currently available on the special service delivery model at the ESD. I also included my own

observations based on my work in the system over many years.
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My experience in the capacity of classroom teacher, resource teacher and board-based
consultant with the District al]owe}d me to draw upon my familiarity of practices and concerns as
well as being privy to board history and documentation, sanctioned for use in this study by the
ESD (see Appendix B). The value of drawing upon my own personal recollecﬁons and
involvemeht With the workings of the board is supported by Spiro, Vispéel, Schmitz,
Samarapungavan and Boerger (1987), and reiterated by Stake (1994) in noting that “qualitaﬁve
case study is characterized by the researcher spending substantial time on-site, personally in
contact with activities operations of the case, reflecting, revising meaning of what is going on”
(p. 242). Much of the historical data regarding the District was an accumulation of my
involfzement over the years as a teacher and consultant and has been woven into the textual and
literature research during this year of study to formulate the basis for my findings. |

- My role as a consultant involves continuous dialogue with administrators, school-based
student services teams, resource teachers, classroom teachers, students and parents. My objective
was to review the information and input I had gathered over the years through my work and to
reframe that within the larger picture of the district’s model as a whole and in comparison to
other practices and jurisdictions. | made a conseious decision from the ‘start to rely on textual and
contextual data for this intrinsic study. In doing so, my awareness of possible bias became even
more important and perhaps an advantage to revealing findings instrumental to encouraging
improvements in the ESD. Maxwell (2005) stresses the value of experiential data and the
limitation to insights and realities that may occur when research is bound too tightly to

traditional research practices.
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With this dual role comes the responsib.i]ity to approach the data collection and
interpretation with honesty and integrity. As Stake (1994) points out, “the bulk of case study
work, however, is done by people who have an intrinsic interest in the case” (p. 242) and with
this intérest comes a responsibility on fhe part of the researcher to identify any possible
subjectivity that may impact the results, This possibility for subjectivity is balanced with the

benefit of the ‘personal factor’ defined as:

an identifiable individual or group of people who care personally about the evaluation
and the findings it generates. Where such a person or group was present, evaluations
were used; where the personal factor was absent, there was a correspondingly marked

* absence of evaluation impact. (Stake, 2004, p. 282)

My intention to return to the Eastern School District following the completion of my studies
gives credence to this personal factor and my desire to have the findings of the study represent
accurate and practical information. Itis my hope that upon completion, this study will be a
catalyst in providing a clearer direction for the ESD to move forward with organized data,
analysis, recommendations, and suggestions from the literature.

While I was not completely separate from the board during my study leave in 2007/08, I
was able to step back and think about how the board worked without me and how my
involvement with it over the last many years influenced how things were done. The value
inherent in both insider and outsider perspectives is supported by House (as cited by Greene,
1994): “Because our worklcan affect who gets what, we must be actively engaged with the
consequences of our work” (p. 538). It is imperative that I see the prospective changes and their
implications in terms of how they afféct the whole, rather than only my part of the structure. This .

includes stakeholders other than myself and ESD departments and settings other thah those



involved directly with special education. Although this study did not involve direct interviews
with stakeholders, various documents and my own observations have provided sufficient

information regarding staff and parent experiences and this is included in the analysis.

My role is supported by the District with the commitment that findings will be reviewed
and considered in future district planning. However, this study is of my own instigation and
findings are independent of any prior agenda submitted by the Eastern School District. Greene
(1994) notes the effect of the “acknowledged self” in inquiry in that “human knowledge is
literally constructed during inquiry and hence inevitably entwined with the perceptual frames,
histories and values of the inquirer” (p. 539). Therefore a connection between my perspective
and the welfare of the district is unavoidable. My work experiences allow me to vicariously

- witness the perspectives of parent, teacher, administrator as well as my direct connection as
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consultant. It is these perspectives that influence my effort to complete the study and that will, in

turn, influence knowledge I garner from its completion.

As an insider I am able to bring attention to the realities of the operations and challenges

faced by the case being studied. I bring to this study not only essential historical knowledge and

operational insights but also experiences that have the potential to influence my interpretation of

the data being analyzed. There are many people with whom I work across the district and those

closely associated with the children it serves who may be affected by the recommendations
generated from this study. I am cognizant of the potential for my personal opinions and inside

knowledge of the district’s operations and my connection with those it serves to color my

receptivity to new concepts. | have tried my utmost to keep an open mind throughout the course
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of the study to maximize options for consideration and to acknowledge any preconceptions or

assumptions that have come from my years in this field.

3.5 Data Analysis

Yin (1989) suggests that a case study protocol include means of analysis before the study
begins. Of course, in this case, some of the data was collected before the study began, and the
purpose of the study was for it to be organized and structured in a way that would relay as
comprehensive a description as possible of the case from twenty years ago to this point in time.
Yin (1989) suggests such methods for organizing data:

e Putting information into arrays
e Making a matrix of categories and placing the evidence within such categories
e Creating data displays- flow charts and other devise- for examining the data

e Tabulating the frequency of different events

e Examining the complexity of such tabulations and their relationships by
calculating second-order numbers such as means and variances

¢ Putting information in chronological order or using some other temporal scheme
(p. 106)

These methods were used in this study to ensure the maximum objectivity in handling the data.
They were also helpful in providing structure to previously unstructured data and allowing
analysis and comparison to take within the ESD case. The original research questions were used
to structure the data analysis, in terms of: 1. describing the current and past policies and practices
of the ESD with regard to inclusive services for students with special needs; 2. discussing
challenges and strengths of the program; 3. researching the literature for relevant studies that
could inform practice and policy at the ESD, and; 4. providing the basis for analysis and

evaluation in order to suggest recommendations for future practice and policy. The analysis of
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data once the organization and further comparison of data from schools and grade levels was
completed, was based on cross-checking between sources of data, coding data according to
recurrent themes, and building a description of the case that was comprehensivé and noted
differences and similarities within the case board and with other sites studied in the literature.
As such, the study did not follow from original propositions, except that the concepts of
inclusive‘ education, least restrictive environment, and individual service were used as a basis for
evaluation of the district’s practices and policies and comparison of the district to sites in other

studies (Yin, 1989).

The questions “how” and “why” were applied to the case in order to explore the reasons
for practices and the ways in which the formal and informal policies resulted in practices. In this
way, an “explanation” of the case is possible, following Yin’s (1989) analytic strategy of
studying public policies in order to lead to “recommendations for future policy actions” (p. 113).
As this process of analysis required me to go back to the original questions to ensure that they
were being answered, ther¢ was an ‘iterative’ process in which I moved from quésﬁons to data to
analysis and back and forth to maximize the validity of the analysis. Other data analysis
strategies used to enhance the validity and reliability of data analysis included using
chronologies to trace events over time and making repeated observations of similar

events/decisions (Yin, 1989).

Theory was.not conceived from the data. Categories emerged from the analytic process and
directed the evaluation and recommendations. These categories of special services included
modifying curriculum, support structures and alternative options, and within each of these
appeared repetitive themes guiding further exploration and organization of findings. These

processes were not linear in format but blended into one another by means of the issues they
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generated. Stake (1994) describes the identification of themes as the act of choosing issues to
organize a study according to the question, “which issues help reveal merit and shortcomings?”
(p. 239). In this study there were opportunities for many themes and vissues to surface, along
with the temptation to address all of them:
The casé study researcher faces a strategic choice in deciding how much and how long
the complexities of the case should be studied. Not everything about the case can be
understood — how much needs to be? Each researcher will make up his or her own mind.
(Stake, 1994 p. 238)
In this study, as much data regarding inclusive services for students that could be found within
the time frame of a year of organization and analysis was used, and the data coilection- and

~analysis ended when I felt that I had found as much information as was available within the ESD.

In depth analysis
Through the constant comparison method of Glaser and Strauss (1967) I coded the data
several ways including according to ESD, provincial, Canadian and global trends. I also looked
for common challenges from various stakéholder perspectivés, such as student, classroom
teacher, resource teacher, administrators and district representatives, as well as patterns in grade
levels from elementary, intermediate and senior high. In doing so I was able to draw out themes
“and seek development of common threads with respect to efficacy and challenges of inclusive
special education delivery models as they surfaced throughout the analysis. It is from this
comparison and interplay that I identified themes from which to describe the case and then to

make recommendations.
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I examined policies and directives from educational organizations and stakeholders
affected by inclusive practices, as well as examining the literature. From this interplay I then
analyzed the information and attempted to draw out themes frofn which I made connections,
comparisons and ultimately recommendations. These themes included increased demands on
teachers, lack of consistency-and the need for collaborative planﬁing. An extensive literature
review was undertaken to seck out relevant, current data supporting practices elsewhere from
which to compare approaches and evaluate their applicability fo the Eastern School District. An
ongoing search of databases provided access to literary articles, archival materials, reviews of

programs; and public documents pertaining to other areas as well as those directly related to the

Eastern District.

As Greene (1994) points out, qualitative program evaluation, “is integrally intertwined
with political decision making about societal priorities, resource allocation, and power™ (p. 531).
In keeping with this theory, as a product of the data analysis and the themes that arose from the
procéss, I attempted to formulate recommendations for amendments to the current special
educational service delivéry model of the Eastern School District. In doing so, it is my hope that

future decisions will be transparent and based on the most accurate data possible.

3.6 Limitations
This case study présents limitations in that while the data collected will come from a global
perspective, its application is being made to a single province and a single district from which

generalizations cannot be drawn. Each geographic area is gifted and challenged by its own
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dynamics, cultureé, and philosophies, and what is appropriate for one is not necessarily
transferable to others without accommodating for those differences (Lupart, 1999). However, the
narrowness of focus will enrich the depth of this study and will provide m_uch-néeded analysis of
the debate within the implementation of inclusion (Kavale & Forness, 2000). While the specifics
of the case may not be duplicated exactly, the findings may be used for comparison of elements
in common with other cases (Ainscow & Cesar, 2006).

Stake (1994) notes that “case study can usefully be seen as a small step toward grand
generalization but should not be emphasized in all research” (p. 238). My own personal and
professional biases and “personal factor’ (Stake, 2004, p.282) pose limitations iﬁ that the data is
interpreted and recommendations are formed as I have perceived them. Effort has been made to
remain aware of these influences; however, there remains an ethical imperative to recognize the
existence of these internal influences. Balancing this is the triangulation of data including that
contributed by my historical involvement in the case and the vicariously heard voices of
stakeholders such as parents, administrators, teachers and board-based consultants through

observation, documentation and archives as having helped to form that knowledge.

An additional, unanticipated limitation directly impacting my findings arose in the lack of
documentation detailing many of the events that have influenced the development of inclusive
education in the District. Prince Edward Island is a close knit community and its relaxed and -
familiar atmosphere was often reflected in the casual nature in which events occurred without

formal documentation accompanying them.
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Further challenging fhe 'ﬁndings of this study is the lack of congruence between the
reported practices with respect to some schools’ resource models and those known to exist.
Many of the documents informing this study relied on self reporting by each administrator and
recognizes there may have been protective factors influencing the information provided. Schools
may have been reluctant to be identified as less current ip their practices or of having redirected
resoﬁrce supports to unrelated initiatives within the building. This will be further addressed in

the findings.
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Chapter Four - Findings
4.1 Introduction
This chapter describes the special service delivery model currently in place within the
‘Eastern School District and explores some of the history contributing to its design. I will identify
the challenges this model presents and how those challenges affect the day-to-day operations
within the schools locally and as represented in the literature as happenin‘g elsewhere. Addressed
within these findings is the impact such demands have placed on those who work to meet the
needs of the students as well as the étudents themselves in terms of the quality of eduéation they
are offered. Finally, options are examined from the literature that may be applicable for use in
the Eastern School District’s efforts to provide an effective and sustainable iﬁclusive service to
its students. I have chosen to structure these findings in order as they emerged naturally and
allowed the research questions to4evolve and be addressed within that format rather than

answering each question in a sequential manner.

York-Barr et al. (2005) summarized the US Council for Exceptional Children report as
indicating:
The most pressing issues faced by educators and special education systems were:
ambiguous and competing responsibilities, overwhelming paper work, inadequate divstrict
and administrative support, significant teacher isolation, increased demand for well
qualified special education teachers, and fragmented state and provincial licensing

systems (p. 194).



- 56

The Eastern School District reflects many of these same concerns around special education
service design, implementation and the ensuing gaps in inclusive education. The District’s
service model encompasses all students and is one intended to reflect the needs of all students,
not simply those with special educational needs. In keeping with the global movement toward
the abolishment of special schools and many special classes within séhools, the Eastern School .
District operates within a mainstreamed approach in which there are students of multiple
learning levels and challenges in all classes. This, in combination with growing class sizes and
higher expectations for technology, programming and facility offerings, has made it even more
difficult for education authorities to channel the necessary supports that are inherent to
successful management of diverse classrooms. The public’s concept of inclusive special
education models tends to focus primarily on the needs of the significantly challenged or
multiply affected students who, years ago, may have been served in segregated settings but for
whom an entitlement to an inclusive environment is now recognized. It is therefore the planning
and support of these students that epitomizes special education needs and services and for Whom

the funding and planning is primary.

There is however, within the Distriqt, a la1‘ge group of students whose needs, while less
visible and typically not diagnosed, present a major challenge for teachers. Many times these
students are awaiting assessment or, once assessed, have been found to have a cognitive delay or
difficulties not formally identified that slow or impair their learning processes. These students
are functioning at levels often three or four grades below their peers, require considerable
support in order to meet with success, and are often in need of an individual educaﬁonal plan.

This chapter will examine not only how the District’s current model of special education meets
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the needs of students commonly recoghized as having special needs, but will explore the service

implications for this less public yet equally demanding group of diverse learners.

4.2 ‘Delivering Modified Levels of Curriculum in the Inclusive Classroom

The Eastern School District is currently faced with increasingly diverse classrooms and class
compositions that often include high student/teacher ratios and broad levels of functioning within
those ratios. In September of 2006, the PEITF circulated a written survey to its members in
preparation for negotiations of the new Memorandum of Agreement slated for spring of 2007.
The survey addressed issues of salary, benefits and class composition. The Class Composition
segment of the PEITF Economic Welfare Committee Survey (2007) reported an average 17% of
students in the 440 respondents’ classes who were not supported by formal Individual
Educational Plans but required some form of intervention or modification to experience success.
Only 16% of respondents noted that the number of students requiring this support had lesseﬁed
in recent years. Approximately 66% of those indicated they received inadéquate support to
address the needs of these students. These figures are further reﬂecfed by the identified needs as
reported in the District’s Annual Needs Profile statistics that see upwards of 3000 students
receiving individual planning support and services within the district’s 43 schools (Eastern
School District, Annual Needs Profile, 2006-2007). The 20% of all Distriét students identified in
these figures present a broad range of needs but typically, the large majority requires modified
programming reflecting changes in the prescribed curriculum content, teaching strategiés and
evaluation teéhniques. This claim is supported further by the Departmenf of Education’s (2006)
Student Services Annual School Profile Data for 2006-2007, in which prdvincially an estimated

15.9% of students are supported by special education/resource programs and a similar figure of
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16% in their Eastern District data. Additional to these numbers are the students within boards
who may not be receiving special education/ resource support but for whom behavior plans and

medical and physical support plans may be in place.

The strain of providing quality educational services to students of diverse needs is of equal
concern to our neighboring provinces. In June of 2001, Nova Scotia’s Special Education
Implementation Review Committee (SEIRC) released a report in which 34 recommendations
were made to improve programs and services for students with special neéds. Considerable

-funding was allocated to address the recommendations and in July, 2007, the Minister’s Review
of Services for Students with S‘pecial Needs was released as a recap of progress to date. Among
actions taken within that time were an additional 8.4 million dollars providéd from 2003-2006
addressing concern for the lack of qualified professionals delivering services to students.
Additional monies were allocated to address teacher concerns regarding the lack of time for
program planning and the need for resource materials and assistive technology to support
resource programming initiatives and professional development. Advances were also made in
response to calls for monitoring systems to ensure the appropriate utilization of allocated staff
and effective implementation of resource pfograms and services, as well as combetency
guidelines for hiring core special education professionals. The SEIRC reviéw identified many
areas of growth but acknowledged a continued need to build on their capqcity to meet all

students’ needs (Nova Scotia, Department of Education, 2007).

Students functioning significantly below grade level have been inadvertently affected by the

inclusion of students with higher needs into the classrooms and also the increase of social




59

promotion. In keeping with literature that suggests little is gained by retention and that even
small gains are quickly eradicated (Nagaoka & Roderick, 2004), students are being ‘placed’ in
age appropriate grades regardless of their academic ievels. Teachers are faced with demands that
exceed their supply of time and expertise, and oftep find it is this group of students who,
ultimately, are missing out on quality individualized programming (Edmunds, 1998; French, -

1998).

4.2.1 Identification bf Needs
The current practice within the Eastern District involves board-based consultants meeting
with each school’s student services representatives each spring (see Appendices C1 and C2). At
this time the students’ special edﬁcational needs within that school are reviewed as documented
on the school’s Annual Needs Profile. Resource teachers draw from formal and informal
assessment results as well as input from those involved including IEP team members, ciassroom
teachers, counselors, and involved professionals to identify the needs of tfxe students. Rather than
relying on a formula’s index or a diagnostic-based categorical approach in which support is
available only to those students who have received formal diagnosis and then weighted
accordingly, support is allocated to schools based on the individual needs at that school as
represented by the profile data and in consideration of that school’s dynamics such as size,

population and staffing.

This information is then used in combination with ongoing involvement in case meetings
to aid the District’s special education consultants in the annual allotment and assignment process

during which educational assistant support is allocated to schools. Information shared during the
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Annual Needs Profile meetings concerning the nature and severity of needs, as well as the
individualized program planning for students, contributed to decisions regarding the level of EA

support allotted to each school and the skill set required within that support person.

The process is labor intensive, requiring the full attention of the District’s two special
education consultants as weil as collaboration with other student services consultants and human
resources staff for the better part of six weeks. All three of the province’s school boards utilize
similar processes to allot this support to schools and have, to no avail, attempted several times to
improve the process. Yet, adhering to an allotment process that relies on student specific |
information and school specific variables rather than a formula-based approach, has been thus far
and remains a priority. Under this model, children who struggle, present risks, and require
support, are considered eligible for support regardless of an absence of a formal diagnosis, even

when that support is not necessarily available.

Once the total Full Time Equivalent (FTE) of Educativonal‘Assistants (EA) required is
established, it is formally requested by a submission of need to the Department of Education.
The Department must view all three boards’ requests and allocate the availablé resources as
fairly as possible. While there is no documented, formal process in place, traditionally the
decision has been made with consideration given to the number and nature of needs, the size of
the school board, and the human resource budget to which the Department muét adhere. A
specific budget addressing the yearly EA staffing needs is not accessible; however, concern has
been noted by the Department of Education’s Director of Student Support Services regarding the

growth from 1996-97 total FTE amounts of 112 to the current 2007-08 allotment of more than
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290 FTE across the province. In circumstances where available funding is less than that
requested, the original request is revisited and boards may be required to lessen the support they

had originally hoped to provide to schools, an example of which follows in the next section.

4.2.2 Allocation of Auxiliary Support

In recognition of the changing needs of students and in encouraging the practice of fading
support to build independence, hours of EA support are allotted to schools but not typically
tagged in hourly increments to specific students. However, it is expected that the students’ needs
will be covered within those allocated hours. While school administrators are encouraged to
vary the levels of support provided to any one student throughout the year as the needs dictate,
the level of support provided to identified students is monitored by consultants through their

involvement in case meetings.

Students are grouped as priority one or two on a needs-based listing completed for each
school (see Appendixes D1 ‘and D2). The criteria define a priority one student as one who, for
reasons of personal care, mobility, communication or safety needs, without support would not
otherwise be able to physically attend school. A Priority Two student is one who may not have
the same limitations but who would not be successful at school without occasional or shared EA
support. Both types of students are recognized as needing significant individual planning and
consideration. Students’ status on this list of needs are re-evaluated yearly at the Annual Needs
Profile meetings and may or may not be altered due to changes in individual needs or, in some

cases, changes in funding.
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The task of allocating support to schools and making decisions about which students will
and will not be identified as warranting support is not a pleasant task and in my experience is ohe
that involves a degree of relativity, depending on the number of needs in a given year and the
available funding. Historically, the practice had been to directly attach hoﬁrs of support to
students. Barring any significant changes in the students” status, that support ‘remained in place,
often provided by the same educational assistant over a period of several years. Since 2003 the
Department of Education, in partnership with working committees from the Eastern, Western
and French Boards, have published several documents that emphasize the importance of
considering all support as belonging to the school with specific students in mind. The Individual
Educational Planning(IEP) Standards and Guidelines, (2005a) and the Teachers and Support
Staff Working Together Standards and Guidelines(2005b) both encourage the gradual phasing
out of EA support as well as introducing frequent changes in support persons to avoid an overly
dependent bond forming between the student and EA (PEI Department of Education, 2005). The
school is encouraged to complete frequent reviews of the students’ IEP goals and to capitalize on

any opportunities to increase levels of independent functioning where possible.

Refraining from attaching time directly to students also helps to ease the loss during times
of feductions in available support to schools. Allowing the schools to have freedom in how they
utilize EA support within the building means support to students is not cut on an individual level
but absorbed by all of the students’ 11éeds in the building. This approach presents advantages and
disadvantages in that while it avoids some students experiencing a complete loss of service, it

may potentially impact a very necessary service to many others. This practice is a by-product of
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the freedom provided schools in avoiding attaching time to specific students rather than a reason

to do so.

An example of decreased support as a result of fiscal restraint occurred in the spring of
2002. Due to a high number of incoming grade one needs, in addition to heeds already in the
system, the EA request submitted to the Department was significantly higher than in the previous
year and exceeded the Department’s resources. The District was left with no choice but to
remove approximately 80 students from thé priority listings. Funding had to be spread thinly and
the result was the removal of the strongest of the weakest students from the list of intended
service provision. While the eXact figures are no longer available, the notice of reduction is
evident as indicated in correspondence from District personnel to Department officials, and

concern over the rising needs and diminishing resources are clear (see Appendices D2 and D3).

Students’ needs were still planned for and individualized programming expectations
remained in place but the delivery of that service changed significantly. Students who had
previously received EA support for weaknesses of a purely academic nature were no longer able
to be considered in EA time allocated to that school. This practice has remained in place since
that time. Teachers were expected to meet the needs of those students through classroom
modifications but without the aid of educational assistants. This increased expectation of
teachers relied heavily on the support of resource teachers, yet funding allowed for no additional
training or consultative support measures to classroom’teachers beyond what had traditionally
been available to them through regular professional development and consultation with their

school’s resource teachers. The result of this reduction meant either students went without the
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support they needed or students who remained identified as priorities shared the available

- support.

4.2.3 Impliéations of Changes in Auxiliary Support

Teachers in Island schools continue to be challenged by the demands placed- on them by the
diverse needs and exceptionalities of their students. Pﬁyllis Hbrne, in her Master of Education
thesis, found teachers emphasizing the need for additional support both in terms of
paraprofessional support for students and instructional éupport for teachers. Teachers in Horne’s
study identified the need for time to effectively collaborate and implemént individualized
planning as critical for effective inclusion in our Island schools-(Home, 2001). These concerns
were again echoed in the PEITF Economic Welfare Review findings (2007) in which teachers
identified the following as the top four suggestions toA addresé the claim of inadequate supports in
meeting the needs of these students:

e More resource teachers and educational assistants

» Teacher training and support

e Time needed to prepare for all students

e More resources to support programs being adapted and modified. (p.2)

Frustration and feelings of being overwhelmed by the demands of diverse classrooms are clear
from comments collected as part of the economic review report, in which the following

statements by teachers were included:
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“Students with an IEP or a need for an IEP seem to be more and more common each
year. This puts a lot of extra work on the classroom teacher in terms of planning and
programming.”
“This is impossible. .. to serve those with needs and the rest of the class as well. I'm over
taxed and neither is getting. what they need. HELP!”
“Too many (students requiring modification). Its overwhelming! Chaos! Crazy! Help
Stressful!” (p. 6)
These comments echo sentiments frequently expressed to me during my visits to schools and
consultations with teachers. Many have communicated the same frustration and despair and

resigning themselves to feelings of inefficacy.

Nova Scotia’s SEIRC report of 2001 and the July, 2007, follow up review include teacher input,
: representative of grades 1 — 12 as identifying similar areas of concern. Participants in the survey

generated as part of the 2001 report identified teacher training, opportunity for collaboration

among colleagues and professionals, provision of materials and resources and class composition

as priority concerns (Nova Scotia Department of Education, 2005).

In 2001 the Eastern School District, in response to increasing demands on teachers to meet
diverse classroom needs, implemented a new one year position known as an Adaptation and
Modification Consultant with hopes of extending it to a permanent position. The role of this
consultant was intended to be two fold: 1) to in-service teachers and administrative teams with
respect to what adaptation and modification of eurriculum and programmihg involved, and 2) to
support the practice in our schools. I was fortunate to have that assignment for the 2001-2002

school year. This role allowed me to witness both the need for clarity and understanding in terms
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of what was being asked of teachers and also the ongoing support they were seeking to complete
these measures for their students. The initial phase of the strategy went as planned, as each and
every school was provided opportunity to be educated about the expectations around
individualizing instruction for students and the processes involved, but fell short of offering

follow up support for the teachers.

Due to unanticipated increased financial demands on the overall operational costs affecting
the District as a whole and subsequent restructuring within the District, the position was not
extended beyond the first year. Guiding teachers in providing adaptations and modifications to
students’ programs fell then to the resource teachers in schools and to board-based special
education consultants to provide ongoing professional development and classroom support.
‘Teachers had been asked to spend additional time tailoring pro grams to meet individual needs
but when the position designed to support them in this area was terminated after one year, it
implied this practice was not a priority and any headway that had been made was lost. A focus
on the need for continued and committed funding on behalf of educational authorities to
implement and sustain the required support services is repeatedly stressed throughout the
Iitérature (Ainséow et al., 1999; Croll & Moses, 2000; Manset & Semmel, 1997). This particular
instance is indicative of the ESD acting in response to needs in the schools without a long term,

cohesive plan to sustain its efforts.

4.3  Resource Teachers, Support Structures, and Available Expertise
Horne (2001) found teachers feeling in need of additional support given the wide variety of

exceptionalities with which our students with special needs are affected and also the broad
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spectrum of specific skills and training required to develop meaningful and comprehensive
programming. As identified in Prince Edward Island Department of Education’s (2005a)
Individualized Educational Planning (IEP) Standards and Guidelines, no teécher is expected to
have the skills sets required to meet the individual learning needs of all students single hand.edly.
This commitment is made on the premise that student services teams within schools will
collaborate to meet the diverse needs and also the recommendation that schools collaborate with

outside agencies and service providers to complement the service models for individual students.

Héwever, limited staffing, over extended resource teachers, insufficient time to meet and
plan, and a lack of training and access to outside agencies have led to a reality in schools that is
not reflective of the supportive model outlined above. My experience in visiting with schools and
spebaking with administrators on a regular basis regarding their efforts to meet the needs in tﬁeir
buildings is that this level of support is often not available to teachers. In most cases where
‘stu-dents are on in-depth individual educational plans, an operative support team is in place to
support the teacher. However, in cases where students are requiring modifications to meet
learning levels two and threc grades below their peers, this support system is not so readily
available to teachers. Teachers in these circumstances are attempting to single-handedly meet
needs which may be beyond their level of training and experﬁse. Much discussion and problem
solving has focused on alleviating this occurrence, however the culmination of the demands on
teachers, resource teachers and administrators, and the limited resources and the additional needs

within schools, has impeded any real change in response to the issue.
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4.3.1 School-based Support Structures
The ESD operates on a continuum of supports and services within each school and at the

District level (see Figure 3). As mentioned in the introduction, each school has a student services
team consisting of staff from that school as well as access to the consultaﬁve services of the
student services team at the District office. As defined in the Minister’s Directive NO. MD 2001
-08, Special Education,

the school based student services team 1s an on‘going collaborative team that has a

specific role to pay in assisting classroom teachers to develop and implement ‘

instructional and/or management strategies to coordinate support resources for students

with special needs within the school. (p. 2)

The number of playersk comprising the school-based student services team is at thé discretion of
the school and often reflective of the student population and the complement of staff within the
school, but typically includes as advised in the Department of Education’s (2005) Individualized
Educational Planning (IEP) Standards and Guidelines, administrative, counseling and teacher

representation.

In many of the schools, this team is instrumental in providing and supporting the
collaboration of special education services to the students with special educational needs and in
doing so the resource/ special education teacher assumes a primary role in leading the team. My
experience in attending such meetings and through discussion in my daily work with
administrators and resource teachers indicates there remains a lack of consistency between
schools és to the manner in which these teams operate. Some schools meet regularly and within

the school day, others meet less often and or hold meetings outside of the school day. Prioritizing
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planning time within thé school day has been reflected in the literature review as both a teacher
priority and exemplary of the leadership commitment recommended for improved student
planning and management of teacher workloads (Horne, 2001; Mackay, 2006; York-Barr et al.
2005). When, how and about whom the team shbuld meet is identified in the Department of
Education’s (2005a) Individualized Educational Planning (IEP) Standards and Guidelines
(2005). These pfotocols regarding the functioning and makeup of the school-based‘teams are
guidelines rather than policy, further identifying the emerging theme of the absence of a.

comprehensive plan on which inclusive education in the District might be anchored.

Figure 3  ESD Continuum of Support Services
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4.3.1.1 Role of the resource teacher

The role of the résource teacher is to support students and staff in the identification,
development and delivery of individualized instruction to students. This design is based on a
;[hree pronged role including assessment, direct instruction, and consultation as deﬁned in the
Individualized Educational Planning (IEP) Standards and Guidelines (2005a), and play-out
differently depending on the size, scheduling and expertise in each particular school.

« Assessment includes the resource teacher gathering and processing various forms of
information regarding a student’s learning strengths and needs to facilitate in
individual educational planning for that student. This may include observations,
formal assessments or referrals to higher level assessment professionals.

«  Consultation refers to the resource teacher’s ongoing sharing, planning and
consulting with teachers based on the results of such assessments to provide
appropfiate learning opportunities for the student.

« Direct Instruction refers to the individual or small group instruction provided to
students by the resource teacher to strengtheﬁ specific learning needs or remediate

skills and may occur within a pull-out or an in-class modelg

In the ESD there is no formal distinction made between the titles or roleg of resource:
teachers and special education teachers and for the purpose of this discussion the position will be
referred to as that of a resource teacher. The title special education teacher had been in place in
Prince Edward Island schools in the 1970s when schools had a teacher specifically designated for
a population of students with special needs for whom they were solely responsible in segregated

classes and settings. In the 1980s, positions of resource/special education teacher became more
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popular as stu(ients began to be more actively integrated within schools to support this
mainstreaming. The role included creating individuial educational plans that would support
learning goals and objectives for students with special needs and allow teachers to integrate
students into their classrooms when it was deemed appi’opriate. Resource teachers, along with
auxiliary support, assumed responsibility for these students at times when they were away from
the regular classrooms. In addition to this, resource teachers provided direct instructional
support, typically in a pull-out design, to struggling students working below gra(ie level in
various subject areas. Since the early 1990s, the title ‘resource teacher’ has been predbminafely
adopted by most schools yet is still considered interchangeable with special education teacher.
Asa (iistrict, we have explored the possibility of using a universal language when referring to
these instructional positions, but due to the diversity of our school sizes, cultures, and staffing

complements, have yet to impose a single label for the position.

The current practice in PEI, and particularly the Eastern District, sees some schools naming
both a special education teacher and a resource teacher and making a distinction between the two
based on the students whose needs they support. Schools with a large number of students having
significant special educational needs involving IEPs, EA support and outside agency planning
will often designate a special education teacher in addition to a resource teacher who may be
intended to oversee the support of students with less involved learning needs and challenges. To
date, suggestions made regarding efforts to unify the language silrrounding inclusive services in
Prince Edward Island schools (MacKey, 2002) have not been formally acted upon. Discussions
within the ESD Student Services Department to do so have led to concerns regarding aligning

such a distinction with the non-categorical system within which it operates. Staffing does not
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allow for every school to obtain one teacher to administer the needs of low needs and one to high
needs students and nor does each school’s population warrant this. Thoughts of creating partial
positions reflecting the needs within each school have generated further concerns regarding the

splintering of roles and less, rather than more, clarity and consistency.

4.3.1.2 Funding and allocation of resource teachers and reS'ources

Historically, resource teacher positions in Prince Edward Island were assigned outside the
ratio of staffing allotment, meaning they were allocatéd above and beyond the instructional
staffing allotment given each school. There is no formal documentation of events that led to the
shift of resource teachers from having once been allocated outside the ratio, to the current
within-ratio practice. In my discussions regarding the hi’story of staffing Within the district,
reference has been made by longstanding board personnel as to the changes this process has
endured, specifically with respect to resource teachers whose numbers increased signiﬁcanﬂy in
the early 1980s when students with special needs were placed in regular classrooms. There was a
period of time up to the late 1980s when any additional resource staffing, haviﬁg been assigned
to schools as determined by each school’s individual needs, was tracked with yearly reports on
the manner in which it was being used. According to those involved at the time, as needs
- changed and schools tailored the services to meet the demands in their schools, the staffing
eventually fell into the ratio and any ensuing counts became muddied by the passing of time and
changing of circumstances. There is no written documentation of this trend or the factors
motivating it, however those involved attribute the expanding focus of édditional programming

as playing a part.
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Tﬁc emergence of Reading Recovery™, a literacy intervention targeted specifically at
grade one students, exemplifies a éituation that saw a new initiative absorbing portions of
staffing that had been originally designated to resource programs. This program offers intensive
literacy instruction for grade oné students with reading and writing difficulties. In response to the
favorable results in the eleven schools in which Reading Recovery™ was piloted on a half day
~ basis in the previous year, the decision was made to extend the program throughout the District
to the remaining twenty five schools with grade one populations. As noted in the 2003-2004
budgét approval letter déted June 25, 2002, addressed to trustee chaifperson, Robert Clow and
sent by then Minister of Education, Jeff Lantz, the Department of Education provided 0.25 FTE
of the required 0.5 FTE position needed for each of the newly included schools (see Appendix
E). The additional funding was conditional on each school matching the remaining .25 FTE to
complete the half time teaching position required. With discretion leff to administrators as to
where the additional 0.25 FTE wouid come from, the common response fbr those schools where
the needs warranted offering the entire half time program, was to borrow from existing resource
teacher time to fulfill the 0.5 stafffng requirement. Some of the smaller schools with fewer
students chose to operate the program on a less than half day basis. In many cases the resource
teacher was the staff member identified for the training for the program aﬁd hence, it was his/her

role that was fragmented.

Over the years similar effects have occurred with the introduction of various school-based
alternative education projects and extensions to curriculum offerings and have further strained an
already inadequate resource teacher allotment. The Department, the District and the schools are

continually rotating limited funding to offer new and valuable programming to its students in
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hopes of increasing learning outcomes and better serving the students. Frequently, as with the
implementation of Reading Recovery™ and its early intervention, these initiatives, while highly
effective, target small and specific populations of students but draw from the limited resources

intended for the whole.

While the District’s allotment to schools is reviewed annually, funding for resource
teachers falls within the instructional staffing allocation process and does so based on enrollment
figures rather than individual student needs. The current funding adheres to recommendations
put forth in the Staffing and Funding Program Revz'ewv, in which it is reported that 7% of the
student population represents high needs students and a further estimated 25 — 30 % of the _

student population is thought to have more moderate special needs (Andrew, 2003).

The funding ratio as outlined in the Prince Edward Island Minister’s Directive No. MD
2007-08, under Instructional _Non-Supervisory Personnel, section3 (5), dicfates allocation of
special education and /or resource staff to boards as follows:

« To address core (high) needs:
Incidence rate of 7.0 % of enrollment: 1 instructional position shall be assigned to
boards for every 14 students as determined by the incidence rate.

« To address general (lower) needs: 1 instructional position shall be assigned to
boards for every 500 students.

This category shall include consultant, coordinator and psychologist positions as are

approved by the Minisfer, including all applicablé allowances under section 6(1) (c).

(Minister’s Directivé, 2007-08, p. 4)
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The interpretation of the above directive identifies the enrollment based ratio by which
boards are allocated staffing for resource positions from the Department of Education; however,
when distributing these resources to schools, boards consider population, as well as thé number‘
and severity of needs. When funding permits, the boards have allocated addiiional support to a
school with exceptionally high needs or removed support from a small school without significant
needs. The inclusion of psychologist and consultant positions within this ratio, of which there are
currently thirteen positions within the District’s student services team within these categories,

further lessens the actual number of resource teachers in schools.

There is little flexibility to adjust this ratio from year to year except in cases of extreme
fluctuation of student needs. Some provinces such as neighboring New Brunswick make use of
funding formulas that apply a specific dollar amount based on the age of the student, specific
programming needs and the severity of needs (N. B. Department of Education, 2005). Under this
model, schools are provided funding for exceptional students within five categories: special
education per-pupil amount; special equipment amount; high needs amount; special incidence
portion; and facilities amount. In doing so, schools are financed and subsequently staffed to
accommodate the precise needs in each building rather than having a predetermined ratio applied
which may or may not mect the specific needs in a building in any given year, as is done in

Prince Edward Island.

4.3.1.3 Use of resource teacher allocation in schools
Currently, the total of FTE resource positions within the Eastern School District for 2007-

2008 is 53.38 (see Appendix F). This total refers to the actual FTE of instructional staffing



76

cievoted to resource teachers, performing resource teacher duties within the schools, rather than
that which may have been allocated to the Board by the Department of Education. In 2007 an

~ attempt by the District’s Student Services team was made to clarify inconsistency surrounding
the actual number of resource teachers allocated and the number of teachers fulfilling the roles of
resource within schools. Administrators were asked to submit statistics regarding the number of
FTE positions and the number of teachers sharing those positions within their building. Only
those teachers providing direct resource instruction to individuals or small groups of students,
consultative support to staff in adapting and modifying, and/or assessment were included. The
comparisons for each scﬁool of the actual numbers of instructional staff and the FTE devoted to
the role of resource can be Viewe.d in Table 4. This table shows that only 42% of schools
(indicated by asterisks) devote staffing equal to or more than the advised ratio recommendation.
All schools names have been replaced by labels reflecting grade levels and are vreferenced

consistently as such throughout the study.
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Table4  Use and Allocation of Resource Staffing in ESD Schools

B | > @) B x| =y )

SIEI I 2E\FE| B

LA 2| B &
School o g 2 School o 3 &
1CONS .89 75 14 | 23CONS 1.11 1.2 *.09
2INT 2.5 2.1 4| 24SEN 1.37 1 .37
3SEN 2.43 1.34 1.09 | 25CONS, .26 5 *24
4CONS .96 5 46 | 26ELEM .93 1 * 07
SELEM . .5 1.0 *5 | 27ELEM ) 1.77 1 77
6SEN 3.91 2.34 1.57 | 28INT 24 1.9 .5
7SEN 3.63 2.17 1.46 | 29INT .75 75 0
S8CONS .78 .5 .28 | 30ELEM 1.04 1 .04
9CONS 36 i *34 | 31CONS 43 65| *22
10INT 2.8 .92 1.88 | 32CONS .39 .38 .01
11CONS 71 3 .36 | 33ELEM 1.93 1.75 .18
12ELEM 1.87 1.7 .17 | 34CONS 1.17 1.28 *11
13CONS .97 .9 .7 |-35SEN 1.24 1.5 * 26
14ELEM .5 45 .05 | 36CONS 1.19 1.6 | *41
15CONS ) 31 1.15 *84 | 37ELEM 1.18 2.55 | *1.37
16ELEM 2.57 3.84 | 1.27* | 38INT 3.6 1.8 1.8
17CONS 5 0 .5 | 39CONS 1.09 .7 39
18CONS 1.07 1 .07 | 40CONS 74 85 *11
19ELEM 1.06 451 - .61 | 41ELEM .56 6| *04
20ELEM 1.79 3| *1.21 | 42ELEM. 1.54 1.61 *.07
21SEN 1.95 1 .95 | 43ELEM 2.3 2.6 *3
22INT 1.81 1 .81

The District’s current total of 53..38 FTE resource teachers is considerably less than what
was suggested by Gar Andrew in his Department of Education commissioned Instructional
Staffing Proposal of 2003 upon which the ratio in the Ministers Directive No. MD 2007-08 is
based. This figure falls alarmingly short of the recommended 93.03 based on Andrew’s formula
as per 13,290 students (see Table 5). This inconsistency is in part attributed to the discretion
awarded administrators in utilizing staff to meet the needs of the school as they see most

appropriate and the inclusion of board-based consultants within this ratio.
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Table 5  Discrepancy in Resource Teacher Ratios in ESD Schools

High Needs (7% incidence rate) Low Needs Total
Recommended 1:14 1:500 _
Based on ESD 13,290 6645 FTE 26.58 FTE 93.03 FTE
enrollment
Currently allocated within Calculated as a total combined high and low needs 53.38 FTE
schools
Discrepancy Calculated as a total combined high and low needs 39.65 FTE

Note. As per Recommendations Included in the Instructional Staffing Proposal (Andrew, 2003) applied to 2006-

2007 enrollments of 13,290 students.

The manner in which a particular school’s administrative team chooses to use their
resource‘ allotment is often in contrast to expectations the board may have when assessing that
school’s challenges with respect to meeting'the special educational needs vof the students in the
building. To date however, there is no policy in place that prohibits this practice. The absence of
- accountability structures in the implementation and utilization of staff with respect to special
education services in the ESD continues to emerge as a significant theme in which a lack of a
cohesive plan fails to provide the necesséry foundation. When the Annual Néeds Profile
(Appendix G) is reviewed and decisions are made regarding the auxiliary staffing required af a
school, it is done so with an understanding of the resource support available to teachers at that
school. When changes are then made to the FTE devoted to the role of resource teacher in that
school, either to address scheduling issues or to reduce large class sizes, it diminishes the

original designation to the point where the EA support put in place and the expectations on
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teachers are no longer reasonable. Schools that may have had an original allotment of 2.5
resource teachers from which to provide support to teacheré, and assess, program for and instruct
students, will not have that if they have borrowed from that number to alleviate congestion in the
regular class sizes or extended other programming by adding additional séctions of other courses.
In turn the EA support placed in that building, based on the original allotment, will be

considerably less than the school feels it needs.

Some of our high schools ﬁave chosen to alloqate less instructional time to resource
services in the traditional sense and have iristéad, created additional sections of lower level
courses in which students can receive group instruction in practical classes. The result of such
actions is a gradual diminishing of individualized student remediation and consultative support to
teéchers. The flexibility given to school administrative teamé to meet the needs in their building
as they best see fit cannot work if the structure upon which allocation decisions are made is not
an accurate reflection of how the resources are employed. There continues to be an apparent
absence of a common, compréhensive plan that is well documented and monitored to support a

vision in which students are educated and teachers are supported.

This tailoring of resource allocation and design within éach school is a measure of
desperation and administrators make such decisions in response to what they see as a lack of
options. Pleas are continually made to the District’s Student Services and Human Resources
departments to increase resource allocations after they have been piece-mealed by other needs in
the building and this has been echoed in reports reflecting educators’ priorities (Andrew, 2003;

MacKay, 2006; Mackey, 2002). Additional resources for students with special heeds ranked in



80

the top four of the most frequently mentioned points in written submissions included in the
Staffing and Funding Program Review completed for the PEI Departmenf of Education. This
concern was preceded by the need for additional funding, the need for additional staff and calls
for class sizes to be reduced (Andrew, 2003). My experience has been that administrators are
keenly aware of the residual effects of reducing the resource support within their schools and do
so with great hesitation and only when feeling no other options are available to them. This
practice will be further explored in the next section, with respect to current resource designs at

the elementary, intermediate and senior high schools.

4.3.1.4 Current resource designs

‘The various resource programs and services offered in the schools within the Eastern
School District exist both by design and default. The District advocatés the three pronged role for
 resource teachers that provides students with direct instruction in individual and small group
settings, assessment where appropriate, and consultative support for teachers, parents and outside
professionals in adapting and modifying for their students (PEI Department of Education,
- 2005a). There is an overall governance of the programs by the District’s student services teams |
and the special education consultants whose roles are further explained under Board-based
Supports, but ultimately, the deéision rests in the hands of the schools as to the design of their
resource programs. Each school has unique charactéristics in terms of location, size, staff, and
needs guiding them in the design they choose, but there is a tendency for schools of particular
grade levels to share commonalities. My ongoing contact with schools throughout each year and

our more in-depth communication as part of the annual staffing processes has-allowed me to
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have an understanding and awareness of eaéh school’s resource model and has formed the basis
for my comments regarding the practices common to the particular grade levels. In each division
of the District’s schools there appear to be trends in the way this imbalance of needs and -
resources is realized and the manner in which the schools are attempting to cope with the

challenge of meeting the nceds of all students with the resource support they have available.

Data reﬂéctéd in Table 6irepresents the diversity throughout the Eastern School District schools
as collected in 2007 by the District’s Student Services team and reported by the administrator of
each school. Included in this chart is the student population of each school, number of positiéns
and staff members devoted to the role of resource teacher duties, as well as the types of Priority
One and Two needs in eaéh school and the means by which they report meeting these needs with
personnel. While every attempt was made to accurately reflect the humbers and practices in each
school, the District recognizes inaccuracies in the reporting of pull-out, in-class instruction and

consultative services reported.
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This data was examined for patterns within elementary, intermediate, senior high,
consolidated and small schoolpopulations of less than 150 students and is represented in Tables
6 to12. I will begin by looking at the split of sghools where the amount of staffing allocated to
the role of resource is equal to or above the recommended ratio as per the Staffing and Funding
Program Review (Andrew, 2003) and those for whom it falls short. Trends with respect to, in

particular, the levels and sizes and location of schools shall follow.

Based on an overall report of grades 1 to 12, only 18 of the 43 schools, representative of
41.9%, are operating with resource teacher positions within or above the recommended ratio (see
Table 7). Of those schools, 170f the 18 schools are rurally located, 94% of which are either
elementary or consolidated schools with students between grades 1 to 9. None of these schools
are intermediate only populations and only one services high school students. The remaining 25
schools represent 58.1% of the District as operating at an average of 0.622 FTE beiow the
recommended resource teacher ratio and only 4% of those are rurally located. Of these schools
with less than the recommended resource teacher positions, 60% are elementary or consolidated
scﬁools and all but one of the high schools and intermediate schools in the District fall short of

the recommended ratios of resource teacher staffing (see Table 8).

This data illustrates the majority of schools that have either redirected staffing in the
building away from resource services or extended the role to include duties beyond the intended
role of resource such as in the case of modified classes. The data further illustrates this
occurrence as particularly prominent at the secondary levels as is discussed in the next section..'

There also appears to be a far greater number of the rural schools who are operating within or
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“equal to the recommended ratio as compared to schools in more highly pdpulated areas.
Traditionally, rural schools in PEI often have a higher incidence of split classes in which
multiple grades are taught. While this study does not explore the correlation, it would be
interesting in the future to investigate a connection between this trend and the possible multilevel
instruction that is inherent in split-level classes and the subsequently reduced call for modified

classes that could redirect staffing intended for resource.

Table 7  ESD Schools Using Resource Staffing Equal to or Above the Recommended Ratios

Cited in the Staffing and Funding Program Review (Andrew, 2003).

Name of school with

resource staffing equal to or Enrolment | Rural | Recommended | Actual | Difference
above the recommended ratio R) FTE FTE

S5ELEM ' 182 | R S 1.0 S
9CONS 75 1 R 36 7 34
15CONS 85| R 31 1.15 .84
16ELEM 639 2.57 3.84 1.27
20ELEM 360 1.79 3 1.21
23CONS 161 | R 1.11 1.2 .09
25CONS 59 | R 26 5 24
26ELEM 111 .93 1 07
29INT 89 | R ‘ 75 75 0
31CONS 70 | R 43 .65 22
34CONS 189 1.17 1.28 11
35SEN 267 1.24 1.5 26
36CONS 276 | R 1.19 1.6 41
37ELEM 342 1.18 2.55 1.37
40CONS 153 | R 74 .85 11
41ELEM 173 56 6 .04
42ELEM 374 1.54 1.61 .07
43ELEM 398 2.3 2.6 3




Table 8 .

the Staffing and Funding Program Review (Andrew, 2003).

Name of school with v
Resource staffing less Enrolment | Rural | Recommended | Actual Difference
Than the recommended (R) FTE FTE

ratio _
1CONS 163 R .89 .75 14
2INT 355 2.5 2.1 A4
3SEN 820 R 2.43 1.34 1.09
4CONS 127 R 96 5 46
6SEN 1102 3.91 2.34 1.57
7SEN 960 3.63 2.17 1.46
8CONS 140 R 78 5 28
10INT 578 2.8 .92 1.88
11CONS 70 R 71 .35 36
12ELEM 435 1.87 1.7 17
13CONS 198 R 97 .9 7
14ELEM 69 R S 45 .05
17CONS 33 R .5 0 .5
18CONS 249 R 1.07 1 .07
19ELEM 243 1.06 A5 61
21SEN 655 1.95 1 95
22INT 335 1.81 1 81
24SEN 330 R 1.37 1 37
27ELEM 240 1.77 1 77
28INT 555 2.4 1.9 5
30ELEM 127 1.04 1 .04
32CONS 50 R .39 38 01
33ELEM 500 1.93 1.75 18
38INT 874 3.6 1.8 1.8
39CONS 79 R 1.09 7 39 |

Lookirig at the data representative of small schools in the ESD with populations of less

than 150 students (see Table 9) reveals no specific trends other than the role of resource being

shared between fewer staff members than in schools with greater numbers of students. The

smallest school in the District, 17CON, which houses only 33 students in grades 1 to 8, is also

the only school to have no staffing devoted to the position of resource teacher. Only 15% of the

85

ESD Schools Using Resource Staffing Less Than the Recommended Ratios Cited in
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small schools share the role of resource teacher between more than two staff members and 62%

of the schools have only one person in this role. This, as well as only an average 0.26 FTE

difference between the recommended ratios of resource staffing (Andrews, 2003) as compared to

the actual staff devoted to resource in the schools, may be reflective of the fact that smaller

schools have fewer staff and a smaller resource allotment need.

Table 9

(less than150 studenfs)

Resource Teacher Utilization and Recommended Allotments in Small Schools

o) v R = S e B~ B ) ol |~ = | 8® Qc
— | *
(4] —_— L) = — 2 - \43 B a E B =
w 3 — & < g o e |25 3 o 3 =
o 2 4 - Ve § 1 E g g |25 &
= 4 o o= 1B 8 a2l ma 8
- TEIEE| E|EE] g
Name of school & 2! & l*e | = g
: 5 2
5 g g
[0}] Nt
4CONS 1-8 127 S 1 4 .6 10 71 25 .96 46
8CONS 1-9 140 S 1 4 3 7 S 28 78 28
9CONS 1-8 75 7 1 2 1 3 21 15 36 34 %
14ELEM 1-4 69 45 1 2 3 5 .36 .14 5 .05
15CONS 1-8 851 1.15 5 2 0 2 .14 17 31 84 *
17CONS 1-9 33 0 0 3 3 6 43 .07 5 5
25CONS 1-8 59 S 1 1 i 2 .14 12 .26 24 *
26ELEM 1-6 111 1 2 3 7 10 71 22 93 .07 *
29INT 5-8 89 75 1 1 7 8 57 .18 75 Even |
30ELEM 1-6 127 | 2 { 10 11 79 25 1.04 .04
31CONS 1-8 70 .65 3 1 3 4 29 .14 43 22 %
32CONS 1-8 50 38 1 2 2 4 .29 1 .39 .01
39CONS 1-8 79 7 1 2 11 13 93 .16 1.09 39

The breakdown of resource teacher staffing in the District’s consolidated schools is shown in

Table 10. There is very little difference between the findings in this group of schools to those of

the small schools. The average difference in the recommended number of resource positions as
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compared to the actual number of such positions in the consolidated schools is 0.31 FTE and is

only slightly higher than for the small schools. In 76% of consolidated schools the role of

resource teacher is shared by no more than two staff members. The remaining 34% distributes

the role between as many as 5 teachers.

Table 10 Resource Teacher Utilization and Recommended Allotmenté in Consolidated

Schools
o S lg@m|8™ |9 |8 |BE |28 |82 |5¢ |¢&
) F YL &R |2 % |25 |78 |5 |5E |82
a = o & s B a. @)
e % |mg |~ e s g e S S 182
Name of School 7 = S 2= -3 o | Ja|&s
3 @ &8 g a2 | ma | ] *
@ e, =
1CONS 1-9 163 75 1 4 4 8 57 32 .89 [ .14
4CONS 1-8 127 .5 1 4 6 10 1 25 .96 | .46
8CONS 1-9 140 S 1 4 3 7 5 28 .78 | .28
9CONS 1-8 75 7 1 2 1 3 21 15 36 34 *
11CONS 1-8 70 35 1 3 5 8 57 .14 711 .36
13CONS 1-9 198 .9 2 2 6 8 57 4 971 .7
15CONS 1-8 85 1.15 5 2 0 2 .14 17 31| .84 *
17CONS 1-9 33 0 0 3 3 6 43 .07 S1.5
18CONS 1-9 . 249 1 1 5 3 8 57 .50 1.07 | .07
23CONS 1-8 161 1.2 4 4 7 11 .79 32 1.11 { .09 *
25CONS 1-8 59 ) l 1 1 2 .14 12 26| .24%*
31CONS 1-8 70 .65 3 1 3 4 .29 14 43 [ 22%*
32CONS 1-8 50 .38 1 2 2 4 .29 1 39 (.01
34CONS 1-8 189 1.28 2 3 8 11 .79 .38 1.17 | .11 *
36CONS 1-8 276 1.6 3 5 4 9 .64 .55 1.19 | 41 *
39CONS 1-8 79 7 1 2 11 13 93 .16 1.09 | .39
40CONS 1-9 153 .85 2 4 2 6 43 31 41 .11%*

Elementary — Thirty-one of the total forty-three schools in the Eastern School District house

students in the elementary level. The service models assumed in these schools vary depending on

the student population, specific populations, and skill level of instructional staff within each

school, but typically the role of the resource teacher is based on the recommended three prong
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descriptor; 1/3 assessment, 1/3 consultative and 1/3 direct instruction as described in section
4.2.1.1, Role of the resource teacher. As explained, within each school and level of schools
there is flexibility allowing for individual interpretation of the design of resource that is invited
‘by the existence of guidelines rather than policy to direct .it. The assessment and instruction is
scheduled throughout the day but often, as is consistent with much of the literature both locally
and globally, time restraints lead to consultation being left until the end of the day and perhaps
being overlooked entirely (York-Barr et al., 2005). Reviews consistently cite time to prepare,
consult, plan and meet as among the biggest challenges and most influential on the success of

inclusive practices (French, 1998; Horne, 2001; & York-Barr et al., 2005).

In my discussions with many elementary scho-ols regarding staffing and programming it
has become apparent that in mény cases there has been a shift away from Small grouﬁ or
individual pull-out programs as the core of the school’s resource model. Many administrators
and student services teams are recognizing the value in extending the reach of resource services
by makinﬂg use of resource supports within the regular classroom setting. It is thought that in the
regular classroom a greater number of students may‘beneﬁt and collaboraﬁon between classroom
teachers and resource teachers may occur more readily (York-Barr et al., 2005). While it remains
an integral part of resource, schools in the District have expanded to include resource teachers
providing direct instruction within classrooms, in a team approach with teachers. In having
lessened the demand for the pull-out model, many elementary schools ha\}e experienced the
advantages of freeing the resource teacher during the day to support classroom teachers as they

program for students and to provide assessment of student needs.
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The role of the resource teacher at the elementary level is in many instances, challenged by
the tendency for the role to be shared by a number of teachers within one school. In some
situations resource positions may be divided by one person being responsible for specific grades
and in others it is divided acéording to periods of time throughout the day. A teacher may be
assigned to a regular classroom for a portion of the day and to the role of resource for blocks of
time when his or her class are attending specialty classes. Based on data gathered in the District
regarding the utilization of resource time, elementary level schools, at an average of 3.15 people,
have the highest average of staff positions sharing in the role of resource teacher (see Table 11).
This data also shows that 54% of the elementary schools allocate resource staffing time equal to
or above that which is recommended in the Staffing and Funding Program Review (Andrew,
2003) with an average 0.58 FTE above the recommended ratio. These figures illustrate the value
that elementary sChooIs are placing on resource services and their efforts to make it a priority. It
is perhaps due to the splintering of resource assignments tﬁat these schools are able to commit to
such a level of service. The elementary schools operating above recommended ratios average
4.14 persons sharing the role within their schools. However, it has been my experience when
working with the schools and their resource staff that when this splintering occurs it is difficult to
maintain the three pronged model and also difficult to support focused, ongoing training for the
resource teacher. The data shows a greater amount of support being available in these instances

but the quality and cohesiveness of the service may be compromised.
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Table 11  Resource Teacher Utilization and Recommended Allotments in Elementary Schools

ol zlozlerzlz]5z|=7l57]s7 | 7o¢
e S |lgm |§ &~ | 9 S B8 | ~8 38 |28 R
& 181 B9 |5 & z=|&8 S8 |FE 5 *=
& - o @ < e | @5 g8 a3 | B
= e e — ) o @ = @ [T @
Name of School v o |48 a5 |3 % ?D_ ﬂ% ?b.
5 ma g8 g a|lma | &
o a
SELEM 1-6 182 1 1 0 2 2 .14 36 .5 58
14ELEM 1-4 69 45 1 2 3 5 .36 .14 5 .05
16ELEM 1-6 639 | 3.84 9 9 9 18 129 1.28 | 2.57 1.27 *
19ELEM 1-6 243 45 2 3 S 8 .57 49| 1.06 .61
20ELEM 1-6 360 3 6 6 9 15 1.07 721 1.79 1.21 *
26ELEM 1-6 111 1 2 3 7 10 T1 22 93 .07 *
27ELEM 1-6 240 1 3 S| 13 18 1.29 A48 1.77 77
30ELEM 1-6 127 | 2 1} 10 11 .79 25 1.04 .04
33ELEM 1-6 500 | 1.75 3 3] 10 13 93 1 1.93 18
37ELEM 1-6 3421 2.55 4 5 2 7 5 .68 | 1.18 1.37 *
41ELEM 1-6 173 .6 1 0 3 3 21 35 .56 .04 *
42ELEM 1-6 3741 1.61 3 5 6 11 .79 5| 1.54 07 *
43ELEM : 1-3 398 2.6 41 14 7 21 1.5 8 2.3 J3*

Intermediate - The intermediate level schools, of which the District includes five, varying in size
from three to eight hundred students, experience their own struggles with resourée models and
the challenges of meeting individual learning needs of students. Factors such as complex
scheduling to meet the average seven periods per day and escalating social concerns and
potential for disengagement, coupled with the increasingly apparent learning gaps caused by low
reéding levels, are particularly challenging to middle or intermediate level schools (Frattura &
Capper, 2006). Evident within the Student Services notes dated February 9, 2007, are concerns
regafding challenges at the intermediate schools as voiced by administrators of the District’s
middle schools (see Appendix H). Some intermediate schools have turned to creating modified
classes when they have been unsuccessful in meeting the needs in large, diverse classes of
learners. There has been the challenge in thgt intermediate school student in inclusive classrooms

shun assistance that may make them stand out from their peers.
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Table 12 illustrates the utilization and allocation trends within the District’s intermediate
schools. All five of the intermediate schools are currently devoting less than the Staffing and
Funding Program Review (Andrew, 2003) recommends for resource services within their
schools with an avérage of 1.08 FTE less than the suggested amounts. One school is significantly
below recommended levels with 1.88 FTE fewer positions than advised. This practice of
redirecting resource teacher time to teach lower level classes further limits the direct instruction
and assessment for students and consultative support to sta.ff that should be the framework of the
resoufce service within a school. This phenomenon is mirrored in findings of Frattura and
Cabper (2006) in which they identify this practice of intermediate schools forming lower level,
sub-skill groupings as contrary to a preventative model of integrated comprehensive service.
Frattura and Capper assert that greater and longer lasting systemic. efficacy comes from resource
teachers providing in class support to heterogeneous groupings so that student needs are met, and

more importantly, teacher capacity is-enhanced.

Table 12 Resource Teacher Utilization and Recommended Allotments in Intermediate Schools

Name of school

g— 3 M |8 =t =t = — 8 SQ |9 o &
S| F|°IER| & &z | B |SE |88 |ES
2 ¢ |mg -~ N1 a8 | Eoe S 15818z
7 o | =33 = a |da &g

5 |me S eg| & (Ee 8

o a (=N

2INT 7-9 355 2.1 5 10 15 25 1.79 71 2.5 4
10INT 7-9 578 .92 3 7 16 23 1.64 1.16 | 2.8 1.88
22INT 7-9 335 1 -1 8 8 16 1.14 .67 | 1.81 .81
28INT 7-9 555 1.9 3 6 12 18 1.29 1.11 24 .5
38INT 7-9 874 1.8 2 6 20 26 1.86 1.75 3.6 1.8
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In some instances within the Eastern School District these schools have grouped students
to provide lower level materials with little attention to prior identification of instructional levels,
little to no documentation of curriculum planning and only minimal individual instructional
support. Some students, following extensive assessment Both at the school and District level, are
placed in modified classes’. However, others are grouped into the modified classrooms based
solely oﬁ their level of achievement or level of disengagement with very little assessment of
learning needs having been done prior to the change in class placement. Because modifications
are intended to be done on an individual basis as directed from the findings of formal or informal
assessment, there is no approved modified curriculum available to teachers that is appropriate for
entire classes. In most instances these classes are smaller in number but offer a teacher-made
watered down version of the curriculum in a generic one size fits all apprdach rather than being
tailored to the individual strengths and challenges of the students. This approach may, by
offering less demanding content and a less pressing pace, offer students more success in work
completion but it does not address thé needs of students with respect to advancing their levels
and strengthening their areas of weakness. Frequently these are students Who, once in high
school, will register for practical and general level programming and should experience success
at that level but who, in the interim years, are significantly below the prescribed grade level

curriculum.

The schools in these cases are recognizing the importance of student success and the
formative time frame of the adolescent learner’s years, and wanting to create successful
environments, less threatening to students, who in turn, will be more likely to remain engaged in

school. In doing so, however, they are abandoning assessment and planning per individual needs,
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and grouping students as a whole. In other situations the schools have, following pre-assessment,
temporarily grouped struggling students for specific subject areas until improvements have been
made. Periodic grbuping of students for skill specific learning experiences with attention to a
governing ethos of individual student value may be useful in some circumstances and not in
direct conflict to inclusive philosophies (Wedell, 2005). However, the groupings of these

students typically last into high school, where it impacts the academic stream available to them.

Senior High - The role of the resource teacher at the high school level is impacted by variables
unique to secondary level schools and the pro gramming offered. The most evident difference is
the shift in focus toward the accumulation of credits. vSocial promotion and individualizing
curriculum within age appropriate groupings is no longer the practice. Teachers at this level are
more likely to be trained in subject areas and are commonly thought to be more focused on
teaching the content than the students and therefore, less inclined to individually tailor the
content without strong encouragement and support. My experience in working within a District
high school setting as‘a resource teacher, a classroom teacher, and in consultation with schools at
the senior high level, has been that with appropriate support in planning, collaboration and
gathering of materials from an available resource teacher, most high school teachers are open to
the idea of modifying courses but unlikely to do so without continual prompting from
administration and from resource staff. In all Prince Edward Island high schools, resource is a
course credit offered to all students requiring additional support to address learning barriers. The
label of resource teacher is often associated with the teacher delivering that curriculum and may
include blanket units .(.)n social skills, time management organizational skills and study skills.

Other schools offer this credit based on students wishing to address individual skill weaknesses
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and/or deliver the coursé using small 'group instruction delivered by the resource teacher. The
term special education teacher is most often reserved for the teacher coordinating the
programming and support for more significantly challenged students. There is a considerable
range of resource models within the high schools that again is attributable to the lack of policy
mandating a consistent approach and the subsequent interpretation of gﬁidelines as they fit

within each school’s dynamics.

In the high schools in the ESD, programming of core subjects is offered within a leveled
system based on ability and career paths. Students who may have struggled -with the prescribed
curriculum and pace are afforded options in high school through practical, general and academic
level programs. The practical and general levels, while not formally defined, are intended to
offer alternatives to the university preparatory stream upon which the academic level is based
(PEI Department of Education, 2006a). Many students who may have required modifications in
particular subject areas in their earlier years are then capable of meeting the less advanced
outcomes identified for the general and practical courses. As a result, teachers are less frequently
called upon to modify for individual students. Courses however, for which there is only one
stream offered, such as native studies, grade eleven writing courses or grade tén internet
technology and communications class, do more individualized planning. It is assumed a student
who may be unable to handle the content of a grade eleven academic math class will instead be

enrolled in a grade ten general or perhaps practical level math class.

The decision of how to allocate resource staff within a school is at the discretion of that

school’s administrative team and is influenced by all the needs of the school as a whole. In many
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of the District’s high schools where a high number of significant special educational needs are
present, there may be a special education teacher position designated for the planning and
programming of these students and if available staffing allows, a second individual charged with
a more tradiﬁonal resource teacher role. This role includes supporting students and staff in
modifying coﬁrse work, completing assessments, providing remediative instruction and assisting

with adaptations.

The impact of class composition and course‘scheduling at the high school level often
interferes with resource service when administrators find themselves needing to borrow portions
of the allotted resource teaching time to offer additional sections o’fv other courses to lessen class
sizes. As shown in Table 13, representing the allocation and utilization of resource staffing at the
senior high level, all but one of the high schools are operating with significantly less than the
Staffing and Funding Program Review (Andrew, 2003) recommends, averaging 1.09 FTE short
of what is advised for resource services in schools. These figures reflect the abové mentioned
trend of redirecting resource services which result in teachers, who may be willing to modify

programs, being left to do so without the support they need.

Table 13 Resource Teacher Utilization and Recommended Allotments in Senior High Schools
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4.3.1.5 Qualifications of resource teachers

Up until the past year, qualifications of resource teachers had been left to the discretion of
administrators, the result of which saw é range from skilled, highly trained teachers in the area of
resource to those without official training but a distinct interest in the needs of struggling
students. The lack of policy dictating a level of specialist training for staff in resource teacher
positions is consistent with the absence of an overall lack of guiding policy surrounding special
education within the Distri¢t. A frequent inability to find trained resource teachers and a desire to
keep regular classroom teachers on staff during times of declining enrollments and reductions in
total staff numbers by moving them into available resource positions, has contributed to this
phenomenon. At times resource positions have been splintered to include teachers _looking for a
lighter or less demanding role with which to end their careers and the duties have fallen to those

inadequately trained.

In 2006 the District initiated a guideline for skills that specified any newly hired resource
teachers would have a degree in Special Education or a B. Ed. and the eqnivalent in resource
training such as an Inclusive Educatinn Certificate or a Diploma in Special Education (see
Appendix H). The guidelines included an expectation that existing resource teachers would work
toward ancumulating the required expertise. As yet there has been no financial assistance
provided by either the ESD or the PEI Deparfment nf Education to suppoﬁ teachers in this

endeavor.

With no policy in place to govern against it, a common occurrence has been for

administrators to divide a resource position(s) among several staff members or to shave portions
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from the original allotment to meet other programming needs in the building. A school may have
a trained resource teacher but also have several teachers who are not appropriately skilled

sharing portions of that role.

The number of resource teachers for each school can be seen in Appendix F and
demonstrates the vast number of teachers and students they support in each school, often times
doing so while balancing additional subject or course work that has been added to their role in
the building. The resource teacher position in any given school includes consultative support to
teachers, assessment, and direct instruction. Within each of these roles are many duties as
outlined in Table 14. Situations exist in which resource teacher staffing has been redirected
elsewhere in the building, and/or additional duties such as teaching low level classes or
additional sections of classes for which there is a heavy demand, have been added to the resource
teacher’s schedule. This has resulted in many of the duties identified here being neglected or
falling to staff who are less trained in this area. Similarly if resource staff are expected to spend
the majority of their time delivering direct instruction to students, a large portion of the duties
may be unmet. In Table 14, direct instruction represents the smallest percentagé of the duties
falling within the ideal position'of resource support. However, my experiénce in working with
the resource teachers and in visiting the schools find it to be the most dominating as an expected

duty for most resource teachers.
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Table 14 Roles and Responsibilities of Resource Teachers (ndividual educational planning

(IEP) standards and guidelines, 2005; Minister's Directive no. MD 2007-08: Special Education,

2001; Teachers and support staff working together standards and guidelines, 2005

Consultation

Providing support to classroom teachers in the development, implementation and review of
adaptations and modifications for students

Assisting in the development, writing, implementation and review of individual educational
plans(IEP)

Initiating and maintaining communication with parents/guardians regarding individualized
planning implementation and review

¢ Coordinating and chairing [EP meetings

o Contacting and acting as a liaison between outside agencies and service providers

¢  Lead role and often chair position on school based student services team

e Providing direction to and collaborating with auxiliary support persons such as EAs, YSWs, SAs,
and WPAs.

e Along with the classroom teacher, monitoring written communication between auxiliary
personnel and parent/guardians

¢ Direct involvement in the referral and implementation of tutor services within the school

e Developing and monitoring schedules for auxiliary personnel

e Coordinating transitional planning in preparation for students moving schools or exiting the
system ‘

e Overseeing the administration of medications and medical monitoring or procedures provided to
students

o Coordinating additional transportation arrangements for students with mobility concerns or travel
assistance needs. ‘

e  Assisting the school’s Annual Needs Assessment Profile

| Assessment

e Performing informal, curriculum-based and where training permits, approved standardized
assessments on students

e Making referrals for Board-based or outside agency assessments stemming from preliminary
informal diagnostic assessments

¢ Coordinating, attending and or chairing meetings with parents and IEP team members regarding
‘the results of formal assessments

» Supporting teachers in the development of strategies to support assessment findings

Direct Instruction

* Providing direct instruction to individual students or groups of students for periods of time

throughout the day through either in class or pull out support to assist in addressing identified
individual learning goals and objectives
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4.3.2  Board-based Support Structures

The coordination of the District’s Student Services Team is managed by a single director;
who is responsible for all special education and psychological services and consultants (see
Figure 4). The director provides supervision and leadefship to district consultants as well aé-
providing support to school administrators and teachers. The director is also responsible for the

student services budgets, program initiatives and professional development.

The consultants that comprise the District’s Student Services Team act as contributing -
| members of that team and are directly involved in many of student cases. The two special
education consultants include among their duties, their direct involvément in case meetings for
the more than 200 students of high needs in the district. In 2002, as part of the Provihcial Autism
Strategy, two positions of Autism Consultants were introduced to the board and later increased to
three highly-trained behavior specialists. These individuals support teachers in the design and
implementation of programs for students with Autism. There are 60 autistic students in the
District whose programs are highly specific and require close monitoring and frequent
- adjustment. The growing number of identified cases of Autism, coupled with the complexity of
programming, has quickly proven to be beyond what can be responsibly delivered by only three
consultants. The current practice sees the programming and materials designed by consultants
for thé teachers and followed closely with direct and consultative support. Ideally consultants
would develop and introduce the programs with teachers. Then gradually they reduce the support
as the teachers become more familiar with the programming for that student. However, fading
District support so that consultants continue to play an advisory role and participate in case

conferences and planning, but remove themselves as program coordinator and provider, has been
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a challenge. Families and teaching staff have quickly become dependeﬁt on the high level of

District involvement.

The assessment component of an intervention model upon which inclusive programming is
based is critical to its success. An increase in recent years of two full time positions has resulted
in a total of’three registered psychologists for the District’s Student Services Team. These
psychologists are available to perform educational/psychological assessments on students;
provide feedback to parents and teachers in best meeting the learning needs of these students;
and lead in crisis responée by conducting threat assessments and counseling to staff and

students.

Figure 4  Eastern School District Student Services Team
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The sheer number of students requiring and receiving resource support makes it
unreasonable to assess all students on the profile. Ideally, students are first assessed at the séhool
level with a battery of informal assessments and when deemed necessary, referred on for more
~ formal assessment by Board-based psychologists. The informal assessments done by resource
teachers at the schools prior to referrals are key to expediting the proceés. Much of the
preliminary data compiled by the resource teacher is relevant and time saving for the
psychologist when a formal assessment begins. Many times resource teachers are able to identify
strengths and weaknesses at the school level and apply intervention that alleviates the concerns
and minimizes or eliminates the need for a Board-based referral. It is imperative that a resource
teacher in the school be available to devote time to student assessment. Schools who divert time
away from resource staffing or allowvdirect instruction to monopolize a resource teacher’s time

often find themselves unable to fulfill this role.

Currently, the wait for new referrals for formal assessment by board-based psychologists is
approximately 2.25 years based on an average 52 completed assessments per year. This wait is a
direct result of too few staff doing the assessments and continues to be a challenge with new
referrals being made each year. There have on occasion been times when assessments have been
contracted out to private psycllo]ogists in efforts to reduce the accumulation of referrals. Such
instances are rare given the economic strains, as additional funding within the Student Services
budget to do so is rarely available. The recommended ratio of school psychologists per students
is 1: 1000 (Andrew, 2003); a ratio the district is no where close to with its 3 psychologists

servicing 13290 students at a ratio of 1: 4430. According to this ratio the Eastern School
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Districts is currently operating with approximately 9.29 fewer psychologists than the

recommended ratio for the 13, 290 students it serves.

Counseling consultants are also available from the District to support school-based
counselors and figure prominéntly in many of the support teams of students with special needs
within our schools. They, along with the psychologists, are assigned to schools to assist with
crisis response support, threat assessment and ongoing management of behavioral feferrals, and

are key to the supports provided to schools by the District.

4.3.3 Interagency Collaboration

Interagency collaboration and services delivery for students with special needs is an
integral component to effective inclusive education (Frattura & Capper, 2006). Such
collaboration, when in place, serves as the equalizer for required levels of expertise,
conimunication, and fundability. Without it, teachers are finding themselves borrowing expertise
and being expected to perform beyond their professional training and doing so within an already
full schedule. The provision of professional support ser\}ices available to Prince Edward Island
students within the school day is a critical issue amongst educators in terms of the funding
responsibilities of the government sectors involved (Frattura & Capper, 2006; Kavale& Forness,
2000; Kurial, 2005). Over the past few years there has been a reduction in integrated service
practices available to Island students within their school day and in some cases, supports have
been eliminated entirely. This trend is particularly evident with respect to Speech Pathology

services for students in our schools. Figures reflected in the 2006-2007 Départment of
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Education’s Student Services Annual School Profile show that more than 42% of students

identified as needing SLP service are not receiving it (PEI Department of Education, 2006b).

4.3.3.1 Speecﬁ pathology services

Prior to 2003, students in Prince Edward Island in need of speech language pathology |
(SLP) services were able to access support services within their school day. Specialists would
provide direct support to students as well as consultation for teachers on a fegular basis

depending on the severity of the student’s need.

In 2003, the Eastern School District was informed by Speech Pathology Services of a
reduction of services available to children in the Eastern School District. The amended mandate
was limited to grades one and two for consult and assessment and grades 3 to 6 for annual
assessment and program recommendations only. The recommendations and ongoing support was

to be the responsibility of the parent or teachers as case determined.

In September, 2005, Queens Region Speech Pathology Services issued notice to principals
that extensive caseloads had proven beyond their capacity and that service would be further
adjusted to provide a more comprehensive service but to fewer students for the 2005-2006 year
(see Appendix J). The Department of Education was not supportive of this decision and several
meetings were held to identify and further protect the needs of the students from disruption of
speech support. As of 2007, the service available to students has been limited to grades 1 to 6
with priority given to grades 1 and 2 and consultative services available for grades 3 to 6 if

students have high needs and time allows. Students beyond grade six are ineligible for any in
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school service at all with the exception of students in grades 7 to12 who are using Assistive
Augmentative Communication and who are flagged as priority cases. These students, who may
be referred by parents or teachers, are typically those who were supported by SLPs in their

earlier grades.

This exclusion of students with significant and severe speech language needs from the
mandate caused great upset among parents, educators and SLPs, as reflected in the discussion
forums conducted by the PE! Task Force on Student Achievemeht Students, 2005. In accordance
with Recommendation 9: Integrated Services for Children and Youth, under which the need for
improved access to SLP services was noted, the Department has filled three of a planned four
SLP position addition to its student service continuum (Kurial, 2005). According to discussions
between Departments and Board-based consultants, delivery of the service will support a
Languagé and Literac;y model linked closely to a three tier Response to Intervention design.
Class-based, small group and individual intervention will be approached in phases during which
the classroom teachers and resource teachers will partner with the SLPs to provide language
development support to students identified as not meeting literacy benchmarks. It has yet to be
determined whether the SLPs from the Department of Health will continue to provide the

traditional speech based programming to students in schools as before.

For those who are ineligible to receive support or qualifying for consultative services only,
there will remain concern. For some students the development of communication skills is
critical to independent functioning and success. Without trained professional involvement, less

qualified albeit well meaning professionals may employ practices that are counter productive and
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potentially further impede the communication development for students. This consultative model
is further challenged by the limited time available to classroom and resource teachers to meet
regarding students and their programming plans and goals (French, 1999; Horne, 2001; York-

Barr et al., 2005).

4.3.3.2 Physiotherapy and occupational therapy services

Equally critical to the programming needs of many students within the district who have
_special needs are the services of both physiotherapists (PT) and occupational therapists (OT).
Twenty years ago, as was my experience as a special education teacher, when students with
complex physical needs were being introduced to the public school system, OT and PT services
were available to support the studenfs’ success within the new environment. As more and more
students have come to be educated in inclusive settings within the public schools, the demand for
OT and PT consultation has also risen (BC Physiotherapists, 2006). It is however, no longer
common practice to have these professionals working directly with the schools and contributing

first hand in case conferences and collaborating within the schools.

In 2002, areview of OT/PT services revealing increased demand for service, subsequent
lengthy and uﬁmanageable wait lists and limited staffing, led to a reallocation of service to Island
youth (History of Occupational Therapy, 2003). Department policy did ﬁot require a public
document to detail this change. 1llstead, following discussions with OT/PT management and
associated risk directors, a notice of revision to service was sent to affected service recipients
including then ESD Director of Student Services, Mary Lou Morrison (see Appendix K). In

some regions of Prince Edward Island there are OT services available within schools under the
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umbrella of community services. For example, in Kings County, which falls within the Eastern
School District, a 0.6 OT position includes students of school age. Queens County, which
encompasses the bulk of the ESD schools, has only one full time OT, and due to the volume of
needs is noi able to provide service to school age students under this community support
provision. While the Department of Health supports OT and PT services to those who need it in
PEL, it is now considered beyond their mandate to do so in the school system as part of the
school day. Referrals to the Department of Health continue to be made by parents and resourée
teachers to identify the need for school age services and are encouraged by the service providers

to do this as a means of highlighting the need for increased collaborative services.

As is the case with speech services, OT and PT professionals are constantly advocating for
increased service for PEI students and are gravely aware of the diminishing skills and risks
associated with an absence of service for Island youth. Iﬁ many cases information regarding
specific movement training and or limitations and muscular and strength development and
therapy reaches school professionals via communication through parents and guardians of the
students. There are opporttlnities in some cases for resource téachers to attend medical case
conferences hosted out of the building but the information chain in such instances is lengthened
further by relying on the teacher to communicate the information to the educational assistant who
is frequently the immediate care giver. A 2006 survey conducted in British Columbia involving
117 physiotherapisﬁ working in pediétrics highlighted significant concerns regarding similar
changes in service provision implemented in that province in 1996. Concerns included 67% of
respondents citing an increase in the number of complex and fragile clients and 66% noting a

reduction in frequency of treatment (BC Physiotherapists, 2006).
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4.3.3.3 APSEA & HEAR — support to blind and visually impaired and deaf and hard of

hearing students

The Atlantic Provinces Special Education Authority (APSEA) continues to offer
significant levels of support to students in the district who are blind and visually impaired as well
as those who are deaf and hard of hearing. Itinerant teachers providing a range of support from
yearly consults to daily specialized teaching, equipment provision and maintenance, work
closely with teachers and administrators to ensure these students are receiVing appropriate
adaptations, modifications and supplementary programming to meet their learning needs. Based
out of Halifax, Nova Scotia, étudents are afforded the opportunity to attend short term programs
varying in length for specific curriculum learning needs. The collaborative planning that is
afforded to students via these highly trained professionals is reflective of é multidisciplinary
team effectively meeting student needs. A more in-depth exploration of this model will follow in

the next section in which alternatives to full inclusion are discussed.

Prince Edward Island’s representation of APSEA falls under the student support services
within the Department of Education, as do services to students who are deaf and hard of hearing
and are supported through Hearing Education Auditory Resource (HEAR). HEAR is not inter- |
provincial, but does follow a service provision model similar to APSEA and accesses some of
the same programs. Provincially HEAR provides four full time itinerant téachers funded by the
PEI Department of Education who work closely with teachers, students and‘ their families to
assist in ensuring students with hearing loss and impairments receive the necessary adaptations,

programming and technical aids to meet their individual learning needs.
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4.4  Alternatives to Full Inclusion

For some students within the Eastern School District who experience periods of difficulty
in school, there is the opportunity to attend out of school alternative education sites. Typically
these students are functioning below grade level and present behaviors including school
avoidance, drug and alcohol dependency and emotional factors that have been unsuccessfully
resolved within the regular school. Such programs offer students time away from their peers and
the classroom environment where the difficulties have occurred. The oppoﬁunity to attend an
alternative education placement is conditional on continued base school involvement and a
planned return to a placement within the regular classroom. The programming is adjusted to be
more success-focused and introspectivé and includes experiential based learning curriculum as
well as continued focus on the regular curriculum subj ect areas. There are currently only four
such sites that are out of school sites, each housing between six and ten students at a given time;
three of those serve students in intermediate and senior high school and ohe meets the needs of

students ranging in age from grade three to six.

At present the above alternative education sites within the Eastern District are not designed
td meet the needs of students with special needs. The nature of the auxiliary programming is
geared toward socially mature students and dependent on ah ability to interact within a group
experiencing similar challenges. There is, however, a critical need for those students who do

have special needs and who are experiencing a lack of success in their inclusive in-school
placement to be offered a similar option. Within the ESD there are several cases each year

involving students whose behavior or programming needs are so extreme they may have
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exceeded the expertise and offerings of the regular school and who require a more secure and

specialized setting.

The issue of placement options for students with special needs in the Eastern School
District is one that has been closely protected by its commitment to inclusion for all students. At
present in Prince Edward Island, there are no alternatives to integrated publié school settings for
students with special educational needs. There are varying levels of mainstreaming within

| intégrated schools but there are no separate and distinct sites designed spéciﬁcally to meet the
needs of identified groups of students. Ideally, students are expected to attend the school to
which they are geo graphical]y zoned and a program that suits that student is designed as his/ her
needs dictate. As reflected in the literature, support for an inclusive philosophy can at times
override the specific learning and environmental needs of some students. The adherence to
integrative placement based solely on the argument of human rights can be counter productive
when the recommendations of parents and professionals are ignored in favor of inclusion for all
(Croll & Moses, 2000). The reality of that situation in the Eastern District is that the right of the
student to rece'ive schooling in the same school as their neighborhood peers has usurped any
exploration into schooling options that fnay be less community based but perhaps better geared

to meet specific programming needs.

There are some of our smaller schools with only a few students with significant needs and
challenges for whom the sheer numbers do not allow for the level for facility and programming
options that may be made available to them in a school where there are higher numbers of needs.

Approximately 54% (see Tables 7 and 8) of the schools located in remote areas of the ESD have
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less feasible access to supplementary programming options such as swimming in community
facilities or visits to stimulatory centers such as the Snoezelen Room. However, many
community faciliﬁes are located in Charlottetown and able to be accessed by students attending
in those zones. Availability of funding plays a large role in this, with access and transportation
costs being left to schools’ individual operationai budgets without supplement to support specific
services for studentslwith special needs. Schools that are geographically remote from facilities
such as community pools and stimulatory centers are further impacted by the additional travel
costs and travel time required. The District has simply been unable to fund equal specialized
programming in all of its 43 schools and has, in many situations, had to settle for make-do

arrangements such as improvised sensory activities within the school and costly, if any, access to

supplementary programming offered in another region.

The facility requirements, skilled professionals and supplementary programming that are
called for in many of the more complex cases are beyond what the province is able to provide in
schools and beyond what schools can manage oﬁ the budget provided, regardless of the centrality
of the school. As a result there are times when goals and objectives identified as critical to
developing the necessary skills go unaddressed and little to no progress is made. In other
provinces there are assessment and treatment centers that offer assessment and program
consultation to individuals with special needs and liaise with schools regarding programming and
student needs. The JaneWay Center in Newfoundland has in the past accommodated some Island
students and corresponded with our teaching professionals ’regarding the recommendations and
follow-up planning but this luxury has lessened as the demand for the service has increased to

allow fewer out of province consults. Current access to this service is now based on a combined
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severity of need, available funding for the individual within the province’s Disability Support

criteria and at times, the tenacity of those supporting the individual.

Students who in the past may have received such support and consultation, remain.
included in the public system but may not be receiving the learning supports they need. Board-
based consultants, administrative and school-based student services teams meet regularly
regarding these cases where required specialized programming is unavailable. Often, the student
is simply unable to cope given his or her circumstances and inclusion is not proving
advantageous. The student, while integrated with his or her peers, is not progressing and in fact

begins to regress and in some instances has prolonged disruptions in attendance.

The understanding that inclusion will mean all students are educated within the public
school to which they are zoned has in several instances failed to recognize that for some highly
unique students this can result in a reverse exclusion when the mainstream setting proves
unsuccessful for them (Allen, 2006; Zigmond, 2003). There are several cases when students are
simply unable to meet with success within an inclusive design and their period of attendance at
school is suspended, cither at the request of the parent, the school, the district or the team as a -
whole. When this occurs it is always with the hope that the student will return to school when it
is deemed safe and appropriate. At times adjustments can be made for a relatively quick return.
Other times, students have been out of school for lengthy periods'of up to one or more years. In
these instances the full iﬁclusion model upon which the Eastern School District and PEI’s
Department of Education is based fails to serve its students. At present there is no distinct policy

in place regarding the continued placement of special needs students. Each case is reviewed on
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an individual basis in conjunction with the Caring Places to Learn/Safe School Environment
Policy, as developed in 1999 by the District (1999a). This policy identifies risks and categorizes
them within a grid of possible behaviors. Appropriate responses, intended to protect the victim
and the accused, are laid out for professionals to use as a guide for their respohse in each case.
The policy acknowledges the “use of professional judgment whereby staff members recognize a
variety of student abilities and needs, and provide programs, teaching strategies and the use of
prevention and intervention methods appropriate to the varying circumstances and individual
student needs” (Eastern School District, 1999a, p.2). It does not, however; elaborate on response
options or provide direction in cases involving studenté with complicating variables such as
significant cognitive limitations or lack of speech. Recognition of these Variébles and
amendments within the policy to accommodate extenuating circumstances would greatly assist
administrators in determining appropriate courses of action when dealing with quéstions of safe
inclusion, but are dependent on the existence of other placement options being available as

temporary alternatives.

For students who exhibit behaviors and needs exceeding the present capacities of the
current educational system, the effect is far greater reaching than the school placement issue
ffom which it begins. These families are often faced with care giving dilemmas that cause
enormous strain to an already stressﬁl] family circumstance. My involvement in such cases bhas
seen parents who have been forced to leave their employment and family felations being taxed to
the point of break down. Financial demands associated with having a child with extenéive special
needs are not able to withstand the additionai burden of full day supervision providérs even if

there were such a service within the area.
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Prince Edward Island’s Provincial Disability Support Program funds such amenities as
supervisory care, transportation, respite and social programming for individuals meeting
disability criteria for the hours outside of the school day. When school ceases to be an option for
 these people, the criteria do not change. Families are left with funding the care arrangements for
the hours the student would have been attending school. IEP teams and, specifically, district
special education consultants lobby in conjunction with parents for review of these cases and a
reconsideration of their circumstances. These letters and acts of support lead to compassionate
dialogue but sharing or overlapping of funding parameters‘ are extremely rare across government
sectors. The Atlantic Provinces Special Education Authority (APSEA, 2004) services provided
students in the Atlantic Provinces was born oﬁt of a shared funding arrangement between
Departments of Education in four provihces and exemplifies what can be done in a partnered
arrangement in which collaboration extends beyond philosophy and into financial commitment.
This prograin shall be further explored under section 4.3.1 later in this cﬁapter. Similar
arrangements within or between provinces in which the sharing transcends into multiple
government sectors such as health and education are yet to come. Many regions within Canada
and beyond are pursuing workable shared funding models but as yet, the most common models
remain those in which the Department of Education allocates funding to schools to purchase

services from other sectors (Baker, 2007; Frattura & Capper, 2006; MacKay, 2006).

One such recent case in which a child and his family have been greatly compromised by
the lack of placement options available in the ESD involved an intermediate-aged student
~ diagnosed with Tourette Syndrome. This student was affected by extreme raging and

inappropriate sexual behaviors resulting in unsafe and demeaning circumstances for him,
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students and staff. The team, including the parents, agreed it would be in his best interest not to
attend school for a period of time and the family was left with seeking out and funding a care
giving arrangement for that student for a period of three months and following that, afternoons
for the three months that followed. That student has returned to school but‘ only due to the
collaborative work that was done by Health and Education representatives and under careful
reminder by Health that such efforts were beyond their boﬁndaries of service provision which
proﬁibits services dﬁring the school day. It was stressed that funding support during the hours of
the .typical school day would not be a pattern to be repeated but rather an exception to the rule to
be avoided in the future and viewed as a one time interventioﬁ. Should that student experience
another period of upset where it is decided he is unable to be attending school, there remains no

alternative for him and his family.

Students left without placement options for periods of time, and schools presented with
meeting the needs of students at the risk of compromising the safety and dignity of their students
and staff, are not satisfactory a]terﬁatives. The recent New Brunswick review of inclusive
education mentions several cases in which the rights and responsibilities of students and
educators have come before the courts followiﬁg incidents that have challenged the parameters
of safe schools (MacKay, 2000). Several cases cited within this report address the issue of
students with exceptionalities who may act out and/or present behaviors that risk their own and
others’ safety. Students’ violent and aggressive behaviors, found to stem from disabilities,
particularly those involving communication deficits, are often recognized as attempting to
convey a need or escape discomfort. The protection of freedom of expression in Canada includes

acts of extreme aggression but not at the expense of the safety of teachers, staff and other
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students for whom proactive measures to avoid risk have been taken (MacKay, 2006). The
question remains whether in some extreme cases, the proactive measures of utilizing a quiet

room and training staff in de-escalation and restraint techniques is enough.

In the case of Bonnah (Litigation Guardian of) v. Ottawa—Car;alton District School Board, a
student was removed from an inclusive setting and returned to a special class environment
following concerns regarding the sfudent’s tendency to demonstrate violent and aggressive
outbursts. In this case the judge supported the principal’s right to exclude a student based on a
determined risk to the safety and well-being of those sharing the environment. This ruling was
found to be applicable regardless of the student’s exceptionality (Nolan, Trepanier & Ellerker,
2005). If this measure is to be considered proactive rather than punitive, a call for a well-planned
alternative placement is needed. Students seen as posing extreme risk must not be held in a

holding status within remote parts of schools or worse, left without any option at all.

The 2005 Task Force on Student Achievement Report, generated as part of the Excellence
in Education initiativé spearheaded by the Department of Education, includes a recommendation
specifically addressing the need for “a joint effort by various provincial government branches to
act as a unified body to identify the supplementary needs required to servé children, youth and
their famiiies, and to co-ordinate the delivery of thése services” (Kurial, 2005, p. 31). An
interagency committee including ministerial representation ffom each sector was struck in
response to this recommendation and has been exploring possible initiatives. As yet, no changes
are in place that would provide options to the students requiring alternate plécements and no

public reports have been issued detailing their plans.
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4.4.1 Short Term Placement Options

" An exception to this lack of alternative placement options for Prince Edward Island
students with significant special needs are the short term placement pro grams offered by the
Atlaﬁtic Provinces Special Education Authority (APSEA) to students who are blind or visually
impaired and/or deaf and hard of hearing. This inter-provincial agency, in operation since 1975,
‘was born out of a joint funding agreement from Departments of Education from Nova Scotia,
Prince Edward Island, New Brunswick and Newfoundland (APSEA, 2003). Operational costs are
supported by the member provinces in addition to private contributions. Students serviced by
APSEA have the same inclusive rights and needs as all students and therefore are educated
primarily within the mainstreamed philosophy on which our district operates. In addition to this,
they are recognized as having “unique learning needs associated with skills required to

accommodate or compensate for the effect of vision loss on learning and development” (APSEA,

2003, p. 5).

In addition to direct instructional support, consultative services, library and transcription
services for students using Braille and assessment and prescriptive programming, APSEA
provides a variety of short term programs designed to offer ‘expanded core curriculum’ to these
students. The Short Term Programs are intended to complement rather than replace public school
placement and include orientation and mobility training, life skills, and transitional planning
programs. Programs are offered both as 1 to 5 month placements and 1 to 2 week placements

~depending on the skills being taught. Students’ regular curriculum is maintained and the itinerant '
teacher wofks as the liaison between the classroom teachers and the short term placement

teachers.
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This model is very focused and effective in developing skills that students will require to
function independently in future learning environments and in life in general. Comments
gathered as part of forums for concerns and best practices as part of the New Brunswick
inclusive education review included only applause for the APSEA and suggested it as a quel
‘worth considering elsewhere and in response to other areas of need (MacKay, 2006). The
APSEA model is extrernely expensive and in Prince Edward Island, currently operates with 3.0
full time itinerants servicing 48 students, a ratio much lower than the approximate 54 FTE
resource teachers currently servicing over 260 high level and an additional unidentified number
of low level needs estimated to be in the ESD. APSEA’s operational costs are shared by the
Departments of Education representing the four provinces it serves, as well as significant trust

fund donations and on going fund raising efforts.

A less skill specific placement option available to students in the province of Ontario is based
én an advisory process made by an Identification, Placement and Review Committee (IPRC)
(Ontario Ministry of Education, 2004). This-committee responds to referrals made by parents,
guardians and/or administration and determines the student’s eligibility as exceptional, his/her
learning needs and appropriate program recommendations. Students whose needs cannot be
entirely met in ;[he regular classroom are advised placerﬁent based on a continuum of placement
options. Within this practice the level of optimal integration is maintained to the highest,
mutually beneficial degree possible but allowances range to include alternatives for students
requiring a removed placement. These options include:

e A regular class with indirect support where the student is placed in the reguiar class for

the entire day, and the teacher receives specialized consultative services.



118

e A regular class with resource assistance where the student is placed in a regular class for
most or all of the day and receives specialized instruction, individually or in a small
group, within the regular classroom from a qualified special education teacher.‘

e A regular class with withdrawal assistance where the student is placed in a regular class
and receives instruction outside the classroom, for less than 50 percent of the school day,
from a qualified special education teacher.

e A special education class with partial integration where the student is placed by the IPRC
in a special education clasé but integrated with the regular class for at least one
jnstructional period daily.

e A full time special education class where the student teacher ratio conforms to regulation

298, for the entire school day. (Ontario Ministry of Education, 2004, p.21)

Ratios in regulation 298 are based on the nature of exceptionalities of the students in the class
and range from maximum 6 to 16 students in a special education class (Ontario Ministry of
Education, 2008). Under these guidelines Ontario has been able to continue to provide placement

for students unable to meet with success in the regular classroom.

This process in which referral and criterion-based assessment guide decisions regarding the
needs and services for the 290,756 students, or 13.7% identified as having special needs, is
supported by a provincial tbtal of 189.1 FTE psychologists and 11,472.4 FTE resource/ special
needs teachers (Ontario Ministry of Education, October Board Report, 2005). Prince Edward
Island’s enrolment of 20,367, and 15.9% of students receiving special needs services, shares

similar features of this process but is far less categorically based (PEI Department of Education.
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2006b). As previously discussed, many ESD students are waiting for assessments and referrals
are continually being made to support improved learning circumstances for students. Typically,
however, the needs, programming and placement decisions are made by the‘ collaboration of
administration and resource-based representatives and Board-based consultants during the
Annual Needs meetings as described in section 4.1.1. Consultation and determination happen in
a far less structured and formal manner than in Ontario and decisions are non-categorically-
based. There are advantages to this in that philosophically, students are equally entitled to
services but realistically there are limited reéources and an informal ranking of needs does occur.
In contrast to Ontario, placement options are rarely discussed due to the district’s commitment to

educating students within their zoned schools and an absence of other available options.

Special schools within Ontario are referred to as Provincial and Demonstration Schools
and cater ’to a variety of student needs through day and residential design. According to the
“Ontario Ministry of Education, provincial schools are intended for students with severe learning
disabilities, whose conditions may include but are not primarily the result of other disorders.
There aré currently schools meeting the needs of studénté diagnosed as blind and/or deaf,
severely learning disabled and/or severely affected with ADHD, aﬁd or severe social/emotional
conditions. No provincial special school’s enrollment exceeds forty students (Ontario Ministry of
Education, 2000). Although-there is not a reason given for imposing maximum enrolments, much
of the research on the continued value of special schools suggestsA that keeping enrolments small
enhances both the sense of focused, quality , individualized instruction as well as reducing the
stigma of a ‘come one, come all’ depository'(Ainscow, 2007; Low, 2007, Wing, 2007). This

alternative has allowed all students a publicly funded placement option with individualized
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programming, trained staff and realistic class sizes. The focus is on a provision of a service
rather than the removal of an option. There is an identified process by which parents can appeal
an IPRC advised placement and reconsideration of the recommendation will ensue. The
aforementioned cases in PEI’s Eastern District where students are in need of alternative

~ placement options may fall outside of this group of indi viduals but such placements fepres‘ent the
acknowledgement of Ontario’s education system to maintain an interpretation of inclusive

education that is not tied to regular school integration.

Most of the country has ended the practice of maintaining special schools. However, as
noted in the UK literature, similar schools, many referred to as trail blazing schools, are
emerging to meet the needs of students with severe cognitive, emotional and behavioral
challenges (Warnock, 2007). Much like the Ontario practice, students are assessed and issued a
statement, entitling them to an option to attend a special school placement. Warnock suggests
there is a lack of consistency around the criteria determining a statement and significant variation
in the number of statements issued by the various educational authorities. Such fluctuations
result in many parents who desire special school placements being denied this opportunity.
Warnock applauds the efforts and the educational opportunities being offered in trail blazing
schools. According to Warnock, each of the 12 existing schools is designed to accommodate
students with a particular nature of disability sﬁch as cognitive, behavioral or Autism, and
incorporate an outward education practice to extend the knowledge base of teachers in the
regular, neighboring schools. The trailblazing schools often send their teachers out to the regular
schools to assist in planning and professional develobment and invite exchanges with regular

school teachers to broaden their hands-on practice, implementation and observation of these
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approaches. Warnock proposes that within education there will be a surge in the number of
trailblazing schools in Britain supporting the many students whose needs she feels are

undeniably best met in focused, specialized settings (Warnock, 2007).

This acknowledgement that educational systems offer many students a rich and quality
education in diverse formats and levels of inclusivity has caused these jurisdictions to expand

their options and to return to student nceds rather than student rights as the building platform for

their systems.

4.5 Conclusion

The model upon which the Eastern School District delivers services to its students with
special needs is one firmly based on an inclusive philosophy. Supported in this belief by the
Prince Edward Island Department of Education, the District strives to operate within a system
reflective of that philosophy. Staff at the District and school levels have embraced the belief that
all studeﬁts have a right to a meaningful learning placement and that a diverse school culture is
potentially beneficial to all (PEI Department of Education, 2007-08). The flaws in the District’s
delivery model are due not to a lack of philosophical support for the concept of inclusion and the
rights of students to be educated in peer-based settings, but to the lack of resource and policy
support for the model itself. The absence of a comprehensive, organizational framework to guide
the District in finding the ﬁnanciai resources to respond adequately to the escalating needs and
monies to support its implementation have emerged as ever-present themes throughout this

study.
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Teachers and administrators have indicated frustration and exhaustion with the demands
placed on them in What they view as ill-supported and overly demanding class compositions for
which they feel inadequately prepared (Horne, 2001; PEITF, 2007). These concerns have
fostered a number of trends further hindering the success of the model and placing compounding -
stress on the current design. Leading these trends are: 1. resource teachers who are extended
beyond what they can responsibly manage in their role of supporting students and staff; 2.
administrators who juggle the challenges within their buildings by borrowing staffing from
resource and further depleting an already scant allotmenf and; 3. teachers who are expressing
doubts in their ability in competently addressing the needs of their students and hence, doubting
the practicality of inclusion. At the root of these concerns are the lack of accouhtability and

consistency that exist in a system absent of an appropriately supported foundation.

The inconsistency between schools in how resources are used and how students’ needs are
met are in part due to the diversity in the schools t};emselves. Schools within the Eastern School
District range in populations from 33 to 1102 students and therefore, staffing and programming
options are respectively diverse. The tendency to tailor practices to meet the individual

characteristics of the schools is further challenged by the lack of governing district policies.

There are several guidelines in placekregardin g special education practicés to which
administrators are encouraged to refer but there are very few actual policies to which they ére
held accountable. Administrators are giyen freedom within their buildings to allot support where
they see it best meeting the needs of the whole school and in some cases they redirect resource

support to other areas in the building. In other cases, administrators have grouped students into
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lower level classes in efforts to maximize the services available to students. Also occurring is the
splintering of resource assignments within schools where up to nine teachers of varying levels of
expertise share the role of resource teacher. These efforts, while well intended, have resulted in

jeopardizing the available resource services to students and teachers.

The District is in most cases aware of these practices and strongly discourages them when
addressing staffing issues with administrators and when meeting with school based teams at the
annual profile meetings. Efforts are made to encourage alternate ways to problem solve in
schools and ways of increasing support to students and staff by protecting the role and design of
resource. Schools are advised to adhere to the intended role of the resource teacher in allowing
sufficient time for student and staff to be supported in direct instruction, consultation and
assessment. Without policy to mandate against this praétice however, there are only district and
Department guidelines to support this message (PEI Department of Education, 2007-08; PEI

Department of Education, 2005a; PEI Department of Education, 2005b).

Ultimately, the model even when implemented within the guidelines, requires significant
support and collaboration to be effective. The investment of additibnal resources that are integral
to an effective inclusive environment are lacking within the province of Prince Edward Island
and the result is a less than adequate model of service. Short term solutions that merely shuffle
existing resources are not enough to resolve the issues. The high level needs of students in areas
such as speech therapy, physiotherapy and occupational therapy are necessary yet they often
occur separately, if at all, from the educational system. The current situation in which teachers

are relying on yearly consultation, if at all, to provide program direction in areas in which they
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have no skills or training., is far from collaborativé, nor does it offer students the individualized
programming tQ Which they are entitled. For teachers, this means additional expectatidns for
them béyond what they have time or skill to deliver. The result challenges their faith in the
inclusive process as a whole, as can be heard in the following quote gathered as part of the
PEITF Economic Reviéw (2007) on special educational services in response to class composition
demands: “There is a feeling that I am left to my own resources to handle the wide range of

challenges. I wonder if we should rethink inclusion” (p. 8).

Mainstreaming in the 198’s brought with it welcomedvsavings but effective inclusive
systems have been shown to be more than a mere integration of students, and are highly
dependent on available, sustainable funding (Frattura & Capper, 2006). Prince Edward Island,
and specifically the Eastern School District, must not for want of appropriate funding be driven
to abandoning inclusion, or reverting to a traditional model of segregation. We must support
inclusive education with the resources and training it needs to be successful in order to best

represent the philosophy to which our educators adhere.
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Chapter Five - Discussion & Recommendations

In the prei/ious chapter, data was analyzed and responded to within three categories of
special services: modifying curriculum, support structures and alternative options. In this
chapter, to synthesize the findings from this study I have focused on three central themes as they
have appeared within all three categories and their effects on the operations of the Eastern
School District: 1.increased demands placed on teachers, 2. Lack of consistency, and 3. Lack of
collaboration among professi‘ona]s and departments. Findings within this étudy include those
regarding practices of inclusive education both on a global level as well as those specific to
 identified cases and geographical areas. No one school population, nor one locale will mirror the
dynamics of another and no one practiée, deemed effective in 6ne area, can be assumed to be
transferable to another with any assurance of similar results. There is neither a package nor a
prescriptive design available to apply to the ESD; instead an analytical look at the practices, the
gaps and comparison to other jurisdictions and research, is a meaningful way to determine the

challenges and strengths we experience.

In response to the original research questions of this study, the current model of special
education delivery of the Eastern School District is found to be embedded within an acceptance
of its inclusive philosophy and the rights of children to be educated in a placement of meaningful
equality. Teachers have been shown to believe in the concepts of inclusion and the rights of
students to be placed in educational settings that allow them to belong to and participate in their
communities (Horne, 2001). The tenets upon which the province of Prince Edward Island bases
its decisions to place all students in integrated learning environments are harmonious with those
voiced elsewhere and are a result of the gradual recognition of both the human rights of all

persons, disabled and otherwise, as well as an acknowledgement of research asserting superior
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academic outcomes and social benefits stemming from heterogeneous placements (Kennedy

2001; Rea, McLaughlin, & Walter-Thomas, 2002).

Similar to virtually all educational authorities, Prince Edward Island’s Eastern School
District struggles to meet the ever increasing learning needs of all our children. Expanding
curricula, increased technology expenses and operational costs for schools, boards and their
governing depaftments place ongoing strain on government budgets that are struggling to
maintain high quality educational' programs. Further impacting this are the increased demands
blaced on teachers due to complex class compositions and als§ the severity of the needs of

individual students that has come with an inclusive design.

Theme 1. Increased demands placed on teachers

As noted, teachers claim there simply are not enough operational or instructional hours to
do justice to the inclusive education expectation that all children will be programmed for
according to their levels of learning. Many teachers have voiced concerns regarding the diversity
of needs within the classrooms they teach. The reality of meeting these needs given their own
limited training and the lack of ongoing support are suggested to impact teacher stress levels and
the success of the class as a whole (Horne, 2001; MacKay, 2006; Mackey, 2002). As' a result,
there are groups of students who are falling through the cracks in our system and for whom
changes must be made if they are to experience success in public schooling. The Eastern School
District continues, five years following Gar Andrew’s Report on the Proposed Instructional
Staffing Model, to operate on student/teacher ratios in the area of resource support that are 39.65

FTE or 42.6% (see Appendix [) less than the recommended ratios.
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Theme 2. Lack of cénsistency

There is a strong belief among researchers that effective and sustainable inclusion is based
on a clearly defined ViSiOIl,‘ a commitment' to its cause, and the support structure that surrounds it
(West, Ainscow& Stanford, 2005). The Eastern School District has been found to possess pieces
of that puzzle but lacks the consistency within its schools and accountability surrounding
implemented resources to see it to operational success, When administrators make decisions
leading to resoufce positions being shared or compromised to alleviate other strains within the
building, teachers are consequently lacking in the support tkhey need to meet the diverse
classroom needé. Key to the success of an inclusive model is the commitment to a collaborative
foundation. This comrﬂitment must ensure inclusive practices and resources are protected from
other issues and pressures wi thin schools. Alleviatin g large class sizes by redirecting resource
support for other duties within buildings, minimizing the amount of resource teacher time
devoted to supporting classroom teachers’ efforts individualize programming, and leaving the
teaching of the most challenging students to staff who lack the necessary expertise, exemplify
practices within schools that are counter productive in their efforts to meet the needs of the
students they serve. One cannot add more hours to the day and we cannot level the playing field
of the students in our classes but we can ensure that the support intended for teachers and
students is not compromised in the name of solving other organizational dilemmas. Redirecting
resources to alleviate large class sizes or to teach low level classes may be viewed as having a
more immediate impact on a school’s operation but in the long term dramatically diminishes its

ability to provide valuable resource support to its students and staff.
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Theme 3. Lack of collaboration among professionals and departments

A traditional degree in education may not provide one with all of the expertise needed to
plan and support this trend alone; nor might a graduate degree in exceptionalities. To offer
students the individually-based programming to which they are entitled, the designof a
successful inclusive delivery system must be collaborative and must incorporate skill and
expertise from a team of trained professionals. Speech language pathologists, physiotherapists,
occupa‘sional therapists, interpreters, mental health and medical professionals all must
collaborate, sharing knowledge and services for students whose needs require a high degree of

individualized planning.

Frattura and Capper (2006) look at Integrated Comprehensive Service Delivery as an
approach placing the collaborative provision of whatever service and expértise is deemed
necessary for an individual student’s success in school as being the key to successful inclusion
| and the separating factor that frees students from the need for segregated schooling models. This
service is effective only when done in a proactive and preventative manner that is embraced by a
truly collaborative team of educators and professionals. Long lasting and impacting changes in
structural design are called for and must include a merging of funding sources and policies that
are congruent with reallocation of resources and implementation practices within schools

(Frattura and Capper, 2006).

There is no magic solution that can be applied to solve this District’s or any other school
board’s dilemma regarding inclusive education services. There are, however, efforts to learn

from models of best practice elsewhere and to try alternative approaches to achieve a system that
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1s more accountable, collaborativ¢ and sustainable. The answer is not simply increasing the
number of EAs (Andrew, 2003; MacKay, 2006; Nova Scotia Department of Education, 2001).
Instead, research shows the answer is in developing highly qualified, well supported classroom
teachers to work along_side available resource teachers and trained professionals, including EAS,
to support students in meeting meaningful programming goals in a meaningful and mutually
beneficial placement (Croll & Moses, 2000; Frattura & Capper, 2006, Lindsay, 2007).
Researchers agree that a systemic reform is in order to maﬁage the strains that impact the success
of inclusive systems (Wedell, 2005). The funding, staffing, allocation and utilization vof resources
needs to stem from a unified commitment by all involved to provide high quality, meaningful
programming for all students. This commitment must be woven as the central thread throughout
a comprehensive policy docum enﬁng realistic expectations for teachers, administrators, and

‘

Board-based support persons.

Recommendation&

It was never my intention to provide a prescriptive program that would resolve the issues
of the District, but to explore what the issues are and what direction the District might take to
resolve them. In keeping with the findings, and upon review of the District’s current practices,
the following recommendations are suggested and grouped into the categdries pertaining to 1)
individualized instruction in the classroom, 2) support structures and available expertise to
support teachers and students, and 3) alternative placemént options within the continuum of
supports available to students. In keeping with the district’s focus, the majority of these
" recommendations identify actions directed at the district level but recognize the need for support

from the Department of Education, as well as other governmental departments.
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5.1 Delivering Modified Curriculum in the Inclusive Classroom

Throughout the literature, teachers are continually expressing a frustration with the lack of
expertise they feel in their abiiity to adequately meet their students’ diverse learning needs
(Edmunds, 1998; French, 1998; Horne, 2001; Wedell, 2005; York-Barr et al., 2005). This lack
of self-efficacy, reported by teachers as stemming from a lack of time, an over-abundance of
preparation involved in creating and delivering individualized curm'cula, and a lack of training, is |
threatening the longevity of inclusion within schools. Teachers are reporting having doubts that
an inclusive system is maﬁageable and report feeling that trying to>spread themselves too thinly
is impacting the quality of their teaching (York-Barr et al., 2005; Horne, 2001; Wedell, 2005).
Resources for teachers are equally as important as resource for students and must be planned for

at the Department and District level.

- Recommendation #1

Establish positions of modification mentors at the elementary, intermediate,‘ and senior
high school levels to support teachers in the design and implementation of modifications for
students functioning below grade level in their classrooms.

Modification mentors would assist teachers in the development and implementation of
modifications for those students working considerably below grade level. Adding to the support
personnel available to assist classroom teachers would alleviate thé pressures on resource
teachers and the significant role they play in schools (Frattura & Capper, 2006; York-Barr et al.,
2005). Teachers, having identified this as a time consuming process for which they feel
unprepared (Horne, 2001; PEITF, 2007), would have access to increased support through the

addition of such positions. Working with mentors to create student centered modifications and

assisting teachers in improving their skills in this area would strengthen teacher capacity to do so
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in an efficient and continued manner, Adaptations, which refer to “measures téken to support
students who, with changes in instructional processes, assessment and strategies are able to meet
the prescribed grade level curriculum” (PEI Department of Education, 2005a, p. 9), would not be
the primary focus of this support. However, such strategies are often included in modification
plans and such strategies may be included wh_en applicable. Mentor positibns would be board-
based and fulfill a teacher leader role in which they would maintain ongoing contact with several
schools and follow students who function below grade level, throughout their elementary and
senior years as needed. Included within this role would be the continued education and advocacy
for instructjonal staff and administration regarding the need for proper implementation,
documentation and review of modifications for students functioning considerably below grade

level who may not receive direct planning support as a prioritized student.

Recommendation #2

Identify a perceyntage of discretionary days allotted to schools to facilitate teachers meeting
with modification mentors to plan for and review individualized programming efforts for
students in their classrooms.

In response to the shortage of time that is continually noted by teachers as being one of the
main challenges they face in attempting to meet the individuai needs of stﬁdents (Edmunds,
1998; French, 1998; Horne, 2001; Wedell, 2005; York-Barr et al., 2005), time must be allotted
for this collaboration to happen. Modification mentors require direct consultation time with
teachers as well as observation of classroom settings and this time must be spread throughout the
school days to make optimal use of mentors as well as to allow the teachers to do the planning

required. In too many cases this planning is reserved for the end of the day, resulting in a lack of

focus and completion (Frattura & Capper, 2006; York-Barr et al., 2005). There must be
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recognition of the value of this planning time and an allocation of substitute funding provided to

schools to allow for it to happen regularly and within the school day.

Recommendation #3

Provide ongoing professional development opportunities for teachers in the area of
individualized planning for students.

Training opportunitiés must be made available to classroom teachers to increase the skills
and confidence with which they approach individualizing instruction for their students. The
district promotés the classroom teacher as the primary contact person for students as outlined in
the PEI Department of Education, Individual Educational Planning (IEP) Standards and
Guidelines (2005a) and therefore must assist in efforts to educate teachers regarding the
exceptionalities, programming and curriculum required to meet student needs. Training
opportunities must extend beyond an introduction to exceptionalities. They must include
addressing concrete strategies and follow-up implementation support as well as opportunities to
be kept abreast of current trends relevant to inclusive teaching practices. Such trainiﬁg must
include: continued collaboration with post secondary institutions to ensure pre-service teachers
are appropriately prepared; ongoing professional development by District-based and
Department- based support persons; access to conferences; and opportunities to share best

practices.

Recommendation #4

Establish the following criteria to govern the implementation of like-group classes within
intermediate and senior high schools. :
e individual goals and objectives must be established for each student
o students must be integrated with the mainstream for an appropriate portion
of their instructional day
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e pre and post assessment must be completed and placement must be reviewed
throughout the year

e are-entry plan must be in place for gradual return to the mainstream
classroom.

Research has demonstrated that a greater benefit is gained from focusing efforts on
increasing teacher capacity for meeting diverse needs rather than grouping students to
accommodate lower learning levels (Frattura & Capper, 20006). Periodic grouping of students for
skill-specific learning experiences with attention to a governing philosophy emphasizing
individual student value may be useful in some circumstances and not in direct conflict to
inclusive philosophies (Wedell, 2005). However, mainstreaming must continue to be the

preferred placement method and cases where class composition is based on like-skill groupings,

above or below grade or course level, must adhere to guidelines ensuring individual needs.

5.2 Support Structures and Available Expertise

Reécommendation #5

Establish clear descriptions of the role of the resource teacher and the expectation of how
that role will be implemented in schools. Description must include areas of assessment,
consultation and direct instruction and must specifically exclude the teaching of entire
classes unrelated to small group remediation and/or individualized support.

Calls for clarity in terminology regarding inclusive education extend to the need for the

concise identification of roles and responsibilities of resource teachers (Bunch et al., 2005).
‘Resource teachers have become overextended with additional duties beyond the scope of
resource and have in some cases been dominated by a single focus such as pull out instruction.
The result of this practice has led to a high turn over of resource teachers citing burn out as the

driving factor for their leaving (York-Barr et al., 2005). Ensuring resource roles are balanced and

representative of the teacher/student support they are intended to provide will strengthen the
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student services within schools and enrich the inclusive culture and skill base of those with
whom they work. Resource roles must reflect a) time devoted to direct instruction of individuals
and small groups of students, b) assessment of students and c) follow up program planning as

well as d) consultative support to teachers in meeting the diverse needs of their students.

Recommendation #6

Implement a Department of Education supported resource teacher FTE allotment ratio
reflecting that which is recommended in the Proposed Instructional Staffing Model

- submitted by Gar Andrew in March, 2003.

In this report it is recommended that staffing reflect an allotment of one special education
teacher for every 14 students with high needs, as well as an additional one resource teacher for
every 500 students to reflect support for the lower needs students. While the Prince Edward
Island Department of Education Minister’s Directive No. MD 07-08 supports this
recommendation; it is not an accurate reflection of the current use of staffing within many of the
schools. According to the recommended ratios, a minimum FTE of 93.03 resource/special
education teachers would be in place within the Eastern School District, an increase of 39.65
FTE over the current positions dedicated to resource. This would not include teacher allotment to
support EAL needs or Reading Recovery programs in the schools. It is recommended that this
djscrepancy be addressed both at the district level and at the department level, identifying within
schools what can realisfically be redirected toward resource programming, and what remaining

gaps need to be realigned with additional supports.
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Recommendation #7

Implemeht a monitoring and accountability process as recommended in the 2002 Mackey
Report to ensure that all special education/resource positions are utilized by administrators
in the manner in which they were intended and in keeping with the three strand role
indicated in the Department of Education’s Teachers and Support Staff Working Together
Standards and Guidelines.

The practice of borrowing resources intended for one area of curriculum to alleviate strain
on another area is a common administrative response to the current strains under which schools
operate (Wedell, 2005). Use of resource staff to assist in overloads in regular programming
and/or extending resource supports to create entire classes of lower level students are practices
leading to the absorption of staffing intended for resource into the pool of general programming.

Staffing that is originally designated for resource must be protected at the District level within a

comprehensive policy that includes an accountability structure monitoring the discretion
exercised by administrators when allocating staff within their school and preventihg the
redirection of resource supports. In doing so, schools will be better able to meet the diverse needs

of the students in the classroom with strong, present and appropriately staffed resource programs.

Recommendation #8
Adjust policy to reflect that resource positions be held only by those with specialized
training in the areas of assessment, individual educational planning and remediation, and
collaborate with the Department of Education in offering financial assistance to support
current, untrained teachers in upgrading their skills.

The role of resource teacher is integral to an effective inclusive school and the skills
required are those requiring specific training (Kavale & Forness, 2000; Lindsay, 2003; York-
Barr et al., 2005). Specific educational training that ensures a level of expertise must overrule the

practice of splintering resource positions to include a number of teachers, many of whom lack

formal training. The Eastern School District has implemented guidelines regarding the training
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requiréd of newly hired resource teachers and the expectation that they will hold a Degree in
Speéial Education or a Bachelor of Education degree and the equivalent of an Inclusive
Education Diploma or Special Education Certificate (See Appendix G) and efforts must be made |
to formalize these expectations, incorporating them within a comprehensive policy guiding

special education services.

Those resource teachers who may lack formal training but have a wealth of knowledge and
experience in the field must be supported in their efforts to become formally qualified. It is
recommended that the Department of Educaﬁon work with the Eastern School District to support
a financial assistance program encouraging current resource teachers to attain the necessary
upgrading needed to competently fulfill resource teacher duties and that any new hired staff meet
identified skills training levels. Such efforts should also support additional, specialized training
in areas of interest within resource-related services such as appropriate levels of assessment,

learning disabilities and Autism Spectrum Disorder.

Recommendation #9
Continue to work as a District and in conjunction with the Department of Education to
encourage collaborative service and support structures for students that includes
professionals for Education, Health and Justice.

In response to the recommendations in the PEI Task Force on Student Achievement report
(Kurial, 2005) an interagency working committee has been established involving Departments of
Education, Health and Justice. There must be continued focus in this area and a District voice

regarding the specific needs required to appropriately support students. There must be

recognition at the government level of the need for services such as speech language,
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occupational therapy, and physiotherapy. These are not additional supports provided to students
with special needs; rather they are compulsory supports for an inclusive service delivery model
and ones that must come with a clearly stated provisional plan. Doing so requires interagency

partnering between the various government sectors and identifying the required financing and

from where the dollars will come. A collaborative service plan must be established that reflects a

response to student needs that is not limited by interagency barriers and funding obstacles and as

well is clearly reflected within a policy-based comprehensive inclusive education model.

5.3 Alternative Placement Options

Much of the research regarding inclusive education refers to a firm commitment to full
inclusion for all as being Utopian and unrealistic within the practical realities of schools (Baker,
2007). Many jurisdictions are recognizing trends supportin g the value of special schools and
focus centers as playing a role within an inclusive system for some students (Baker, 2007,
Warnock, 2007; Zigmond, 2003). Establishing alternative placement options.is not intended to
remove students from inclusive educational settings but rather to provide an option for students
with special needs who experience great difficulty within inclusive settings, or for those for
whom a highly specialized curriculum is foun’d to be needed and temporarily best offered outside
the regular school setting. The creation of focus centers will also meet the needs of students who,
after lengthy consideration of programming and review of the Caring Places to Learn/ Safe
School Environment Policy of the Eastern School District (1999a), are deemed best served
outside of the regular school environment. The ‘Least Restrictive Environment’ must be
recognized as determined by individual needs and a guiding principle of an inclusive system that

provides multiple environmental options. Learning communities must be equated with
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environments in which programming and curriculum best reflect goals supportive of the greatest
amount of inclusive learning and living that is mutually beneficial for all students, rather than
determined solely by neighborhood integration.

Whereas recommendations #10 and #11 involve the creation of new programs emphasizing

skill development and interagency access, consideration should be given to a shared location.

Recommendation #10

Establish short term placement programs to facilitate focused learning for students in
specific skill development areas under the direction of specially trained professionals.

In keeping with a non-categorical approach, eligibility should be considered based on level
of need for particular skill development rather than a particular diagnosis.

Examples of program content areas may include:

¢ Attentional skills - extending time on task, following directions

e Pre employment skills — activity schedules, specific skill instruction

e Communication skills — initiating requests, conversational turn taking

o Social skills — personal care and hygiene, social cues, appropriate play

e Behavior skills - self regulation, replacement behaviors, de-escalation and anxiety
management
Life skills — community orientation, public transit use

There are several students in the Eastern School District whose learning needs and
individual educational plans include development of particular skills not taught as concentrated
units of study within the regular classroom. This proposed model would allow students of similar
learning needs to have programming in a focused and removed setting for two to four week
blocks of time during which they would receive intensive teaching in that area. APSEA
recognizes value in the participation based programming offered to students in short term
placements in which like-skill groupings are taught, skills are practiced and students are
transitioned back into the regular classroom (APSEA, 2004). Such placements provide valuable

intensive learning opportunities for student as well as training opportunities for teachers as they
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collaborate to support transitional planning énd present a model worthy of duplicating. APSEA
recognizes the improved future learning and socialization as well as the potential for building
independence foeréd by short term removal from the mainstream. Research has recognized the
value of withdrawal when it is viewed as flexible grouping and not exclusion (Wedell, 2005) and
when the goal is a timely return to the regulér stream. Students attending the placements would
receive integrated support services and transitional follow up. to assist teachers in skill

maintenance.

Recommendation #11

Establish an alternate placement program for students unable to attend the regular system
but who may excel in a removed setting.

The basic premise of inclusion is that of sharing a learning environment with peers in

‘welcoming and diverse settings (Bunch et al., 2005) and is based on appropriate individualizing
of curriculum and instruction. Operating under a design in which no alternative is provided to an
integrated setting challenges the commitment to individualization (Zigmond, 2003).- Students
must be afforded opportunity to learn in educational settings that are least restrictive and most
successful for them. “The right to be included must not be confused with the duty to include”
(Low, 2007, p. 5) and nor should it usurp the rights of all student and staff to learn in a safe and

valuing environment (Eastern School District, 1999a).

This center would be purposefully designed to cater to students with special needs who
experience extreme difficulty in inclusive settings as the result of high risk behaviors considered

unsafe for that individual and other students and staff, and/or require complex specialiZed
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programming beyond what can be made available within regular school placements. This,
placement option would be offered to those students otherwise unable to be educated in an
inclusive environment for extended periods of time and would provide a stepping stone for the
student’s return to a more inclusive school environment. The option to acééss an alternative

placement site would decrease risk to all involved and provide a safe environment.

Emphasis would be placed on individualized skill developmenf to address the necessary
learning each student may r.equire to participate in a shared community to his or her individual
potential and to return to an integrated setting. A core team of specially trained teachers,
consultants and service providers would work collaboratively with school administrators,
resource teachers and classroom teachers to develop individual goals and objectives to support
the student’s transition to a higher degree of inclusion. Alternative placements would provide
low ratio staffing and specialized programming options and curricula such as appropriately
initiating a request for a time away from others, apprépriately indicating frustration or upset,
and/or toileting, beyond what is feasible for that particular student in a regular school setting.
Students’ learning outcomes would be reviewed regularly and reflected in current IEPs including

relevant curricula which the student may have been following at his/her base school.

No student would be ‘sent’ to an alternative placement center. It would instead be an option
made available to students based on school-based referrals resulting from collaborative IEP
planning that includes parents/guardians and other [EP team members. Placement options would

be intended for students unable to have their needs met within the base school but may also
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explore the requests of parents/guardians whose preference it is to access a more specialized
setting.
5.4 Conclusion

My goal

The goal of this study was to review the special education services under which the Eastern
School District currently operates by exploring its history and comparing the development and
practices to those experienced elsewhere. My hope was that by identifying the challenges of
inclusive education facing this district as well vas other areas, insight would be gained as to how
the ESD may improve its current model. It is my belief that this research study has done that and

that its contents provide direction for the district in question and other areas seeking to make

comparisons.

Findings

There is no ideal prescription for inclusive education that any one school board may
employ. Each region brings with it unique variables and circumstances. The findings of my study
on the Eastern School District reveal three central and emergent themes: increasing demand on
teachers; a lack of consistency; and a need for improved collaboration. Each theme interconnects
within an overall need for a documented, comprehensive and collaborative policy to guide
teachers, administrators and governing personnel in meetingv the needs of students with special

needs.

Prince Edward Island teachers should be proud of their commitment to educate students

with special needs in inclusive settings, but if this practice is to continue, and if the students are
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to be afforded a quality inclusive experience, changes must be made. The te‘achers’ concerns
regarding lack of time, skills and support to meet the needs in their classrooms echoes loﬁdly
throughout my findings and are further compounded by inconsistency in the manner in which
administrators attempt to manage the increasing demands in their schools. Teachers and students
must be permitted access to the supports they require and funding provisions must be made to

secure those supports both within the Department of Education and across other service sectors.

- My motivation for this study was to establish a path to facilitate ifnprovements within the
Eastern School District. Rarely is there time to step away from my role and examine the issues as
a whole. I began this study with a keen awarenes‘s of the many concerns and challenges that our
District faces, while noting that the root of these concerns had not been explored. This study
provid‘ed me with that opportunity and allowed me to research the successes and the struggles we
experience and compare them with those experienced in other areas. it offers others who may be

considering similar reflection, a measure of comparison for their own case studies.

It is my hope that those who read this study will be do so in its entirety and within the
context in which it was intended. Educators in PEI should be commended in their acceptance of
inclusive philosophies and their continual efforts to create inclusive classrooms. The gaps and
challenges are in spite of, not due to a lack of, their efforts. I have suggested within my
recommendations that we should expand our continuum of inclusion to reflect a broader range of
placements based on what is least restrictive for each individual student. Initially and/or out of
context, this may sound contradictory to inclusive practices as we .in the District have come to

recognize them. I sincerely hope that my belief in the rightful and most integrative placement of
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all students is not lost within this one recommendation and that all stakeholders join me in

recognizing the value in continued commitment to inclusion.

Outcomes of the study: What is next?

I believe this study validates the concerns and frustrations many educators feel regarding
the complexities and pragmatics of teaching within inclusive systems. This>study revealed
several opportunities for further research within the ESD, particulquy in the area of school-
specific practices regarding existing resource models and student outcomes, as well as those
stemming from the possible implementation of focus centers and alternative placement options.
Much of the literature alludes to focus centers and the return of skill-based training units but
there remains little in the way of specific program review of such centers. I suspect that with the

development of such sites more research attention will be given to best practices and outcomes

as they emerge.

Closing kemarks

This experience has been one which has been extremely frustrating and rewarding for me.
This process has allowed me to see a complete picture which at times was not pleasant, exposing
the flaws within a system in which I play a part. I do feel it has afforded me the first step in the
right direction toward acknowledging the gains, the triumphs, and the remaining obstacles to be
addressed. I am proud to be a part of the Eastern School Distric"c and I feei honored to be working

with the teachers and administrators who meet the many needs of our students.
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Appendix A

Administrators and Resource Teacher Concerns

Student Services Meeting Notes

April, 2007

Re: Concerns expressed by Principals Executive and Resource Teacher
Meetings. :

Discussion amongst team regarding the concerns shared with management and
also with working group from resource teacher meetings. Including;

Numbers of students needing individual planning is beyond what the
schools are staffed for. Many teachers saying they have four or five
students below grade level as well as one or two high level special needs
students in their classes.

Resource teachers are way oo busy: In most schools they are doing all
the coordination and writing of all IEPs. Only a rare situation where that is
being done by classroom teachers. Is it realistic to expect resource
teachers have the time or to expect that classroom teachers have the
skills?

Teachers having to sign off on communication books adding to the list of
duties.

Getting harder to find trained resource teachers and to keep them. They
are overwhelmed by the amount of work and the number of needs.

There is no time for assessment at the schools. Resource teachers are
swamped with students to see and IEP mesting duties. No time to assess
all the students who are being referred for testing and no time to assess
all the needs teachers are seeing in their classes. )

Medifying programs is too time consuming. Teachers are looking for
materials and finding they are told they do not exist. Students are often put
off by a lower grade text book being stigmatizing.

Many parents resist modifications, what do they do then? Should teachers
be ignoring children’s needs because parenis resist?

Lots of concerns around what to put on report cards of modified students.
Directive to put placed is seen as unfair. Some teachers reluctant to .
maodify because of this. It is a yearly concern and lots of calls coming in
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about questions about this. Must put placed even if IEP or modifications
are indicated elsewhere on the report card.

- What about situations where there are subject specific modifications?
Some students need it for Math only. Should they receive a placed
designation? What about the spread of reading levels at the elementary
schools?

- There needs to be additional money for materials for students with
program binders and activity schedules, etc. Very costly for the schools as
are supplementary programming outings such as trips to pools and job
training outings. There needs to be recognition of this and a budget
allocated to schools for this.

Discussion: .
Hearing the same concerns in the schools from teachers. Everyone is feeling the
needs are higher than the resources.

Seeing many of the schools managing the number of modifications by doing low
level classes but not including any assessment or individual planning with this.
Have worked with them to encourage individualizing the curriculum in these cases.
Questions regarding the documentation for modifications - is there any?

Most of team has been doing regular presentations at conferences, PD days and
after school sessions on individualized instruction, goal writing, modifying,
adapting, etc. Does not seem {0 be transferring to the classroom. This does not
address the time issue.

The concerns around placed/promoted are yearly issues. Had been advised to
write ‘promoted based on modified pgm’ no longer an option. Must write placed.
Julie and Steve spoke to Mgm Coucil and legally we must write ‘placed’. No one
happy with this but we have no choice. Calls will continue to come in and we need
to give a consistent and clear message.

Terri and Julie willing to meet with Principals Exec. to discuss report cards and
how to better address the directive regarding placed and also what to do about
single subject situations. Western Board currently dealing with this as well.

Concerns regarding what will happen if some of the schools lose their resource
teachers due to the increasing demands of the role. Rumcrs of a number of the
more highly trained ones ieaving.

We have brought the issue of funding for supplementary programming expenses to
the Special Education Standing Committee every year for the last several. Never
supported. Must come from the schools’ budgets same as any other extra they
offer.
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Appendix B

Letter of Permission

Civic: 234 Shakespeare Drive
Stratford, PE C1B 2V8

Mailing: PO Box 8600, Charlottetown
Prince Edward Island

Canada C1A 8V7

Tel: (902)368-6990
Fax: (802)368-6960

Eastern Schoof District

Qctober 1, 2007

TO WHOM [T MAY CONCERN:

This is to advise that for the purposes of Julie Gaudet's Masters thesis, | give
permission for the use of non-identifiable, personal and professional documentation
pertaining to the Eastern School District. :

‘”Sincereiy,

Alex (Sandy) MacDonald, Ph.D.
Superintendent of Education




Appendix C1

Outline of Annual Allotment Process

ANNUAL ALLOTMENT PROCESS

Identifying the needs of each school - includes priority listings and total hours.

Meet with each Family of Schools
- Meet with each school separately and in combination with receiving schools = 82
meetings. :
- Discussions include:
(1) Incoming grade one students
Students exiting the system or zone
Students who are priority students
Students whose circumstances have changed significantly.
(2) Input regarding satisfaction with current teacher assistants.

Identification of Students/Needs

(1) Begin with previous year's priority listings and remove students who have exited a
particular school and add to receiving school’s list.

(2) Addincoming grade one students to respective listings: Add any new or reduced
needs identified at meetings. i

(3) Attach rough time calculations based on last year's allotments for current students
and grade one eniry meeting recommendations for new students. - working copies

for us.

(4) Keep a list of students in “limbo” with zone yet to be determined and include in
numbers.

(5) Do initial totals for:
- each school

- entire district
- #incoming system
- # exiting system
(hours and FTE)
(6) Compare with available FTE allowance and start to {rim where possible using:
- YSW, resource teacher information
- sheets on resource set up
- discussion with Student Services Teams.

(7)) Consult with schools regarding altering delivery models to better meet
proposed needs, i.e. resource teacher assignments, classroom assignments /
split grade levels, cooperative work and alternative programs, shared delivery
of TA support.

(b) Revisiting the students who are eligible to exit the system but are scheduled to
return for an additional year and for whom a second transitional meeting may
present possibilities outside the system.

© Revisiting kindergarten entries to further clarify and review information and
updates from assessments, reports and case conferences regarding changes
in current status and to discuss a possible hold-out. In three situations a
second complete case conference was held.

(8) Teacher assistant allotment sheets typed listing names of priority one and

priority two students as well as the combined resource teacher FTE, Teacher
Assistant FTE and YSW FTE,

GASS_DEPTWSPECEDWREFORTHSTRPS WD
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Outline of Annual Assignment Process

157

ANNUAL ASSIGNMENT PROCESS

ldentifying who will be assigned hours at each school.

*

Using each school's assignment list from previous September and the new rough
totals for each school, we look at who will be assigned to each school.

Factors:

- Who has requested to move

- Input from administrators re: suitability

- Seniority at the school

- Criginal hours assigned in September of previous year.

ldentify teacher assistants and assigned hours. Include those on leave and relief
persons.

Create list of needs far specific skill sets/training, teacher assistants requesting
leave or resigning.

Record vacancy in any unassigned hours on each school’s assignment page.

In schools where the totals have decreased, we make a list of permanent
employees needing to be placed elsewhere and the residential area.

Create ongoing list of relief people we would like 1o see assigned.

Check each tlist for seniority conflicts within a school and on overall lists - best to
record start dates beside each name.

Letters typed with assignments.

Check each school's assignment page with principals - send on Wednesday -
received on Friday - feedback by Wednesday - released to teacher assistants on
Friday.

All assignments given at specific date and time - special page with directions.

Need:

Updated teacher assignment list

September 2003 assignment list

Current seniority list by school and also by employment date

List of relief people

List of dually qualified teacher assistants and youth service workers

GASS_DEPMNSPECEINREPORTSIWSTEPS. WPD
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Appendix D1

Guideline for the Assignment, Allocation and Utilization of Educational Assistants

Guidelines for the Assignment, Allocation and Utilization of
Educational Assistants

Educational Assistants are one of the supports in a wide continuum of support
services avaiiabls to students with special aducational needs.

Educational assistants are assignad annually based upon clear criteria for
severs special needs - physical, behaviour, medical, develepmental. (sze bslow)

Educational assistants are noi assigned based upon academic neesds.

To help the student become as independent as possible is our goal - therefore,
the tsacher and educational assistant sirive to foster that independence in every
way possible,

To encourage growih in the student, we strongly advise against having. a studant
receive all their educational assistant support from one educational assistant.
Unhealthy dependance may develop when the one educational assistant
remains for a full day andior an extended period.

The tzacher is also the p }'*wary communicator rag ardmg the child and his
o

program when sharing informalion with parents and othe rprorwbxona}_.

The teachsr is ihe person wr:sibis for the studeni's program and IEP, not the
educational Hss;smn T,r ucational zzsséstam Wr,k.s in the dalivery of the
progranyi=e.

Educational assistant hours are assigned 1o the school based upon the most

-

pressing nse d of the students who qualify for support. 1t is the school’s job 10
assign the time to the priority students, recognizing that even with their priority
status, the-re are certain times of the day/wssk/ysar that the student may require
more of less support than others. This reguires on-going re-avaluation and
monitoring throughout the vear.

Thars is an ebb, fliow and flaxibiiity to the educational essistant support for a
child.
- it is not carved in stone
~ be creative whare and when the suppart is raquired,
Occasionally, tims may be utilized with a student not on the priority list.

Bes careful of the ianguags you use when spaeaking 1o parants and staff abbout
gducational assisiants, ,
i.e. - “Johnny's” educational assistant

“Wiary's” time has been cut
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Guidelings -~ Educalional Assisiants

May, 2005
Fage 2
11, f a priority student is absent from school for more than one week, District

Student Services should be notified by the principal.

The roles of Educational Assistanis and tutors are separaie and distinct and the
wo roles should not be performed by the same person.

N2

=z.celional Assistanis are assigned to schools where students with assessad
sz.cational needs have 1EP's that demonstrate that they are Priority One (A/B)
=rizritv Two (C) studenis based on the following critaria.

Frioritv Cne A
Sirst oricrity will be given to students who require educational assistant support in order
z¥end school. Priority One A students have one or more of the foliowing needs:

e severe disorders wnich necassitaiz continuous supervision
¢ provision of suppori for foilefing, feading, mobility and/or medical
procadures
e personal health and safety issues as the result of a;
~medical/ngalth condition
~profound developmental delay
Priority One 8
Secon priority will be given fo students who display chronic and severe aggression

anggerous behaviours as evidencad by:
endangering the safety of salf and others
d an idaniified medical or psychological condition
e documentation of interventions, such as an implementation of 2 b“’*haVlDU"
pian as well as outside agencies involvement

Third priority will be given to siudents who have |EP goals and objectives, which are
substantially diferent from the re gu ular provincial curriculum. Any educational assistant
support for Priority Two C students shouid b2 considered temporary and/or intermittent.
In most casas the support for this group of studenis will not be directly assigned, but wil
come about as a result of the school's capacity fo creativaly schedule in order to
‘borrow’ or ‘'share’ the tima of Priority One students. Pleese note that any decisions
made {o ‘piggyback’ support for Priority Two students must no jeopardize the lsarning
or satety of Priority One students,
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Appendix D2

Criteria for Determining Priority Status in 2001-02

Criteria for Determining Priority Status in 2001-02

Prigrity One:

- Moderate to severe communication needs

- Behavioral concerns (flight risks, sexual concerns, etc.)

- Physical/verbal aggressive behavior

- Verbally inappropriate behaviors

- Specific diagnosis - Tourette Syndrome, Down Syndrome, ADHD, Autism, Tramatic
Brain Injury

- - Medical concerns

- Social and emotional concerns

- Personal care and physical mobility needs

- Visual and hearing impairments

- Global developmental delays

Priority Two:

- Academic weakness

- Reinforcement and review of skills

- Moderate speech concerns

- Organizational weakness

- Attentional difficulties |

- Social skills/skilis training and personal hygiene support

- Playground support



Appendix D3

Qualifying for Teacher Assistant Support 2004-05

161

Students Qualifying for Teacher Assistant Support - 2004-05

Priority One:

Students requiring significant support to manage......

Extreme communication needs:

- unintelligible

- non-verbal

Autism students with individual program needs
Extreme high risk behaviors:

- physical aggression

- flight risks

- personal safely

Extreme mobility and personal care needs
Sexually inappropriate behaviors

Extreme mental health concerns
Significant visual and hearing impairments
Extreme medical care needs

Priority Two:

Students requiring some support to manage......

Students previously identified as Priority Two students due solely to a diagnosed
intellectual delay or ADHD or LD, etc. are now highlighted as students to be Monitored

Monitoring medical care needs

Personal care assistance

Significant behavioral needs

On-the-job supervision

Periodic and/or emergency mobility assistance

Support for transition times

Intellectuat disabilities (not learning disabilities)

Significant expressive and receptive communication needs
Moderate visual and hearing impairments

and are not on either priority list.
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Appendix D4

Notice of Reduced Support May 2004

x K,

. Mailing: PO Box 8600, Charlotictown
Princ¢e Edward Island
Canada C1A 8V7

Tel: (902)368-6990
Fax: (502)368-6960.

Eastern School District

TO:
FROM
DATE:

RE:

MEMORANDUM
Winnie‘f\/laclnnis, Department of Education
: Student Services, E.S.D,
May 12, 2004

Information for Department and Board

49 incoming grade one students with priority needs will require 153 hours
teacher assistant time = 21.86 F. T.E. (full time equivalent people)

10 students exiting high school (Priority One & Two students) with combined
teacher assistant hours of 22 hrs. = 3.14 F. T.E. )

Incoming numbers minus numbers exiting:
2186 F.TE.-3.14F.T.E. = 1872 F.T.E.

Important fo Note

This does not reflect the escalating needs of a number of students presently in the
system (see attached information). Nor does it reflect an allowance for any new

studen

.

ts who may come to the area in the summer.

We have removed from the Priority One & Priority Two lists any students with
strictly academic needs. (In 2001-2002 we removed 80 students from the list).
A number of these have escalated to such an extent that they have been put
back on the list.

358 Priority One & Two Students
204 - Priority One
154 - Priority Two

approved time from the Department of Education: 144.95 F.T.E. teacher
assistants, 14.0 F.T.E. Youth Service Workers - which is what we now have in
the system to cover students.
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Appendix E

Excerpt from June 2003 budget letter

M TRANS&PUB WORKS PET FAYX NO, 19823685398
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Edwm 1112 0e=
e oo
\ﬂ]:g d72 Department of Education _,do%d7 Minsisiére de ['Education
R eonaior=t e
CANADA CANADE R
Ofhce of the Minister ‘ B’u:z_:::)gu ministre
140 Fax 2000 G2
E IR VRN Charlstetown SR RGA dRLD Chadkaespwn
Clax D02 08 Apve Prince BEdward fstany Celé 002 268 480y Il.< du-!’rny 'n-;qh')u,ml
Bty Humcewe genpreeaiedine Lanady A TNY S gor pe e e Canada ClLA TN

Tune 25, 2002

Mir. Rabert Clow, Chairperson
Eastern School District

P.0. Box 8600

Charlottztown, PE ClA 8V7

Dear Mr. Clow:

The atmched schedules prowde the budyet approvals for the opera‘uon of the Bastern School

Appendix A reflects a freeze of the number of approved insiructional positions at the 2000 ~ 2001
school year level.
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reguested.

1 bope to be able to provide a supplementary budget approval letter in the near future ro deal with

the outstanding issues noted above. In the meantime 1 trust that this letter will allow your board
to complete its budget deliberations. '

Fncinsure(s)

Fuliudetdewesdsudupprovaijune_Dlawpd




INSTRUCTIONAL SALARIES

A sum sufficient to cover the following iems:

4) Salaries for;

In accordance with salanes contained in the Document Terms and Conditions of
Employment for Excluded Supervisory Employees of School Boards approved by the
Minister,

In accordance with salary scales contained in the Teachers' Memorandum of
Agreement.

b) Salaries for:

8.75 instructional siafl for the Reading Recovery™ Program - conditional on the
assignment of a matching 7.25 FTE positions by the Board;
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Appendix G
ESD Annual Needs Profile Template

ANNUALb ASSESSMENT AND PLANNING FOR SPECIAL NEEDS PROGRAMS AND SERVICES
A SCHOOL PROFILE - STUDENTS WITH SPECIAL NEEDS

SCHOOL TOTAL ENROLLMENT PRINCIPAL ___- YEAR PAGE
FTE of ResourcefSpecial Ed. Teachers Numbsr of Teacher Assistant Hours Signature of Contact Person .
ABILITY
. LEVEL
KATURE GF fiseasmants e Cthar fys ! Recommendad PROFOSED INTERVENTICNST
SESESSIREnt: T ¥t i H
OIFFICULTIES ibm;)‘wara;}' PRESENTJU‘{,\ESEENHOM Agencies | Rest | Grade RECEWING SCHOGL
IEP ACAD, BEHAY, NS G N eoeated | lwolved | Spec | Placement COMRIERTS
YES/ | PHYS, MED, CTHER Averagel modt tionsiresoucce i <
STUDENT NAME | DOB | GRADE | NO | miLD,MOD, SEV Below Average ispecify}

GiSS_DEFTPROGRAMSVinnyal Sssevswent - profile 200MPROFILEwped




Appendix H

Intermediate Administrators Concerns - February 2007 meeting notes

Meeting Notes

February, 2007

re: intermediate level concerns regarding disengaged/ underachieving students
Attending: Intermediate Alt Ed and intermediate school admin reps, ESD student
Services

- Students disengaged (*mtermednate and senior)

- Seems strong correlation between the behavior issues and the
students working below grade levels.

- Literacy levels are really low

- Teachers claiming they have too many to modify for, way too time
consuming

- What to do with the growing number of students who are needing
modified programs. Many of them won't agree to do work that is
obviously lower levels than peers.

- Need more resource staffing in the schools

- Would be good to have exact strengths and needs identified. Resource
teacher not available to do assessment on the students, definitely not
pre-testing, mid way and post testing.

- Money not there to support programs that would engage the
unmotivated kids and to provide supplementary programming for sp.
needs students - to give them the transitional opportunities and hands
on time throughout the day. Most of the kids shine when they have a
chance to actively participate in a project of some kind. Craig’s projects
and ropes projects are really successful for them.

- Parent piece is very much an issue -~ not much support from home at
times, home is frustrated too.

- Projects need to be small in number to be manageable and successful.
Doing projects means tying up staffing for a few students and taking
from the rest of the students to do it.

- Some schools have resource staff tied up doing all the IEPs and others
paperwork. Too much paper work for the teachers to manage, reason
often given for not modifying. ’

- No modified programs available for teachers — making own too time
consuming

- Teachers wanting more direction on placement — vs. - promotion for
students who are modified. Reluctant to modify if getting placed.

- Wanting more direction regarding students at the intermediate and
senior level, single subject modification impact on placement and
graduation. (What if just Math?)

Many comments regarding reluctance of teachers to modify and the fact that time
does not allow for it. Concerns expressed regarding the one size fits all
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Appendix |

Requirements for Resource/Special Education Teachers

Requirements for Resource/Special Education Teachers

Currently more than 50% of our resource/special education teachers are lacking
formal training in areas outlined in their role description. A commitment must be
made to hire trained professionals for these positions as it is the expectation they
will be providing assessment and consultation as well as direct instruction to
students. Teaching assignments and hiring practices must support this expectation
if schools are to meet the needs of their students in an effective manner and without
draining board based supports.

* Qualifications for newly hired resource/special education
teachers: ’

Degree in Special Education - or - B Ed & the Equivalent (Inclusive Ed. Certificate or
Speciai Education
Diploma)

* Upgrading expectations:

Courses in adapting & modifying
curriculum IEP writing and
management

Assessment

Behavior Management

Literacy instruction

and support

Leadership

* Assessment courses should include training in the following:
KTEA - Kaufman Test of Educational
Achievement PIAT - Peabody Individual
Achievement Test PPVT - Peabody Picture
Vocabulary Test
EVT - Expressive Vocabulary Test
Woodcock Achievement Test
Key Math Diagnostic Test
Running Records
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Appendix J

Letter Outlining Changes in SLP Services, September, 2005

161 St. Peters Roac’ Telephone

Speech and Audiology 20 Box 2000 902 368 6807
Charlottetown Facsimile
Prince Edward Island 902 368 6186
C1A 7N8

September 7, 2005

Dear Principal:

Speech-Language Pathology Services will resume in your school district in
September. Extensive caseloads in 2004-05 prevented staff from providing a
complete speech and language program to the students assessed. As a result, the
program in 2005-06 will include a more comprehensive program to a lesser number of
students. Apain this year, students will be prioritized using the Manitoba Outcome
Measures with priorities considered on a district wide basis,

Health Services will be consultative and will include components of the following depending

ospital on individual student needs:

Homs

’ assessment
. teacher consult
v programming
e . dcymnstration
Group Homes . referral (o other agencies
. pdrent contact
 Fontingisg Sare . classroom observation
£ Ciove Home - .
. [EP planning
. material preparation
. teaming
J follow-up
. home programming

Given the known caseload which encompasses both returning students and those in
transition, onlty priority referrals will be cousidered before January 2006. Our
Specch-Language Pathology Teain will continue to strive to provide quality services
to your studlents. »

We look torward to working with you this vear.

| |

" Linda Kéél-Hale, SLP(C)

Sincerely,
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Appendix K

Notice of Reduced OT Services - February, 2002

4T

Gueen Elizabeth

Hospital Q%}, !

ey

80 8‘534 "11‘1

Sharicsi o o Faow
Serasdd Intma BO2 894 2976

This lettoristoom R)z‘ \ cupational therapy serv
out of the Queen Elizabeth Hogpiial Tor schoo] age children are currently not
eepling new pationt referrals. Children whe are 'ﬂrcad\. on the caselnad and
hmcl : 'J e (.lm ren with Cerehral Palsy, Down Syndrome or Autism)

Tl decision to lmut this servic
TESOUT

. We are currently i the process
; therapy services to determine how
noour limited resources.

vice

bmited oocon mmmi%hﬁ-r

of des

me of 4 ocoupational therapist who will
¢ apderested. You cancontact our
Cyou have any qUestions of Conoems,
Thank you ﬁ:ar vour understanding in 1his matter,

Stncerely

Yvonne Thomps
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Appendix L

Summary of Applied Resource/Special Education Formula

e Recommended resource /special education ratios:
High Level Needs - based on 7% incidence rate
14:1 (student: teacher ratio)

Low Level Needs - 500:1 (student: teacher ratio)

e Current Figures :
2007-2008 enrolment totals: 13,290 students

Resource /special education positions as utilized in the schools: 53.38 FTE

¢ Recommended Level of Support:

7% high level needs = 66.45FTE plus and additional 26.58 FTE for low level needs

= 93.03FTE per 13,290 students

Discrepancy of 39.05 FTE

Note. Ratios from the Andrew (2003). Staffing and funding program review. Proposed

instructional staffing model. Prince Edward [sland Department of Education. Charlottetown,

PE.




