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A Disabled Child in a Mass Kindergarten — Educatioml Perspectives

For many years in Poland, the educational autlesritepresented highly segregational
attitude towards the education of disabled childeenthey were convinced that only schools
for children of special needs will provide disabletiildren with proper educational
conditions. (A. Maciarz, 1999, p 11). Mass educatwas oriented only on education of
healthy and full-fit children. In the 60s of thedmtieth century an idea of social integration
was born in Scandinavia which, thanks to A. Huéferts, was also transferred to Polish soll
during the next ten years. The natural consequehtlee idea of social integration was its
implementation into educational system and creatdneducational institutions called
integrational institutions. According to the origlnpresumptions, the integration was
supposed to enable each disabled child to grownddesarn in its natural environment where
the appropriate conditions for the child's develeptmand education would be created. (A.
Maciarz, 1999).

However, the realization of the integration proc@ssducation still differs from the idea
itself. Although partly, on the legislation levehe educational regulations regarding the
organizational side of the project are favourabledisabled people Act on the Education
System ensures the possibility to study in all types ohad for disabled children and
teenagers according to their needs and abilitidfggraegulations limit the possibilities to
choose the institution for a disabled child. Fritra point of view of educational regulations,
the only form of integrational education accepted®pland is the basic integration unit — a
kindergarten group, a school class of 15 to 20Ipupicluding 3 to 5 disabled children. The
fact is, that disabled children cannot attend asehoinstitution near their homes, but the
school or kindergarten which have been architetyuelapted according to the children's
needs. To tell the truth, there are more and naegrational institutions, but the number of
them still does not fulfil the requirements. Intspof the integration idea, the segregation
practices discriminating against disabled childrare still common in Polish education

system.

-Integrational education vs. inclusive education



Integration, with reference to social structures,always an individual process,
demonstrated by the sense of acceptance, belorgmagidentification, and the result of the
process is minimizing the group differences. (MoGkowska, 1998). The essence of social
integration is the psychosocial process of creathg concept of community (of values,
standards, opinions), community of life conditicensd interests, of aspirations and human
activities. The result of this activity should Heetacceptance of autonomy of people with
dysfunctions and their full incorporation into sadife. (M. John, P. Baylis, 1994, p. 18).

Integration is a phenomenon that continuously ugakes significant evolution; a
phenomenon that changes its shape while adaptingewo problems which occur during
implementation and realization. Although integratevolves from the idea of innovation for
a valid norm, it should be admitted, that the id#fahe full social integration is not generally
accepted in a society, and what is more — it issuptported by all the people engaged in
education of disabled children or any childrent whéer from the model determined by the
modern school. The organization of integrationatitutions does not always provide a child
with appropriate conditions for development, fondtioning in its natural environment and
for having the satisfactory position within the sbtierarchy.

Therefore ensuring the actual realization of theai@f social integration requires a
step forward i.e. transformation of the integrasibeducation into inclusive education, which
constitutes the most advanced attitude in educatahsabled children. Because of the lack
of the proper Polish equivalent to the tarmdusive education, the concept 'integration’ is still
used, which may cause additional terminology proisle

The term 'inclusion’ with reference to educatiogams perceiving the teaching matters
in a wider context, which includes changes in etlanasystem and social policy. The idea of
inclusive education is based on a belief that eb@man, including the disabled, has the right
to fully participate in social life. Salamanca taent — Framework for Action on Special
Needs Education (1994, p.viii) states clearlyildtbn with special educational needs must
have access to regular schools which should accalataothem with a child centred
pedagogy capable of meeting their needs. (...)laeg@echools with this inclusive orientation
are the most effective means of combating discimary attitudes, creating welcoming
communities, building and inclusive society andiagimg education for all.’

Inclusion in education does not only mean spatial ppogramme integration,
separation of integration al schools, but the foigsi a child would have to enrol in school it
would choose if not being disabled, i.e. accesany school and kindergarten. This would

mean that schools would have to change the wayfthmyion and the teachers would have to



take educational responsibility for all childrencluding the ones with dysfunctions, also in
schools, from which such children have been exclstefar. (P. Littler, 2000). Prof. Littler, a
specialist on equalizing the chances of the disalflermer special education aide of UN,
UNESCO, WHO, and Inclusion International emphasitleat the inclusive education
contradicts the previous integration model whichngists in completing the child's
deficiencies and adapting it to the social 'norm'the best possible way, which means
adjusting a single child to the functioning systeangd taking advantage of what the system
has to offer. He sees diversity and differencesrayrmupils as a norm, and claims that there
are no 'special' needs and that disabled childrensaecial’ only because the educational
system has not been able to meet their naturalsneedar. It is the school that 'needs to be
changed, to be able to adapt to particular childreto answer the greater variety of pupils
population' (P. Littler, 2000, p. 3). The principtd inclusive education is a gradual
liquidation of schools for children of special neethd schools separated as integrational ones
for the benefit of accessibility of mass school &y even disabled children, and creation of
specialist care system. As the concept statespbeial education is supposed to be a way of
helping a child, and not only placing it in a pautar institution.

The benefits for all children — not only the dikab ones — from the inclusive
education are, first of all, the possibility of reased intellectual, personal, and social
development, and the fact that the social integnaprocess takes place in a local, natural
environment and with friends around which is crufvaa disabled child. Inclusive education
challenges the whole educational system as wethasway of functioning of particular
institutions. It requires better and more flexikelducational programmes, application of new
methods as well as teaching and pedagogical mednsh will fully meet the needs of

children from particular social groups.

-Kindergarten as a place of incorporating disabled kildren into social life

Kindergarten, for reasons of special educatiomad geaching work organization,
creates unique conditions for attempts to incongodssabled children into the life of a social
group. First of all, obtaining of experience andrfeng in an occasional, involuntary manner,
not intended by the child itself and by the teashé dominant in educational impacts.
Education consists, above all, in stimulating thevedlopment of cognitive processes,
expanding the child's knowledge about the surrodwdarld, development of its abilities and
skills (M. KwiatowskaKwiatowska, 1985, p. 51). Ongzational forms of work with children



serve integration of educational and training contelence, teaching a child occurs in each
domain of its development in the course of all aians, related to the child's stay in the
kindergarten. The basic form of activity of a chi#dplaying, both spontaneous and organized
by teachers. Each play is, however, taken up bigmm voluntarily, and the teacher first of
all in the organization of plays, has to manager thetivity, support and stimulate their
inventiveness, provide inspirations and meansdbzetheir ideas and intentions. As a result,
a problem quite important in school conditions lmees less important, i.e. whether a child
with dysfunctions is able to adapt to the formajuieements of learning and behaviour, a less
formalized system of requirements permits a widegmeof the child's acceptable behaviours
and ways of functioning.

In addition, the kindergarten period, due to thddts development characteristics,
seems to be most conducive to shaping appropiitiiedas and personality by teaching and
educational impacts. At that age, children welcawerything that is new and different, they
pay smaller attention to physical defects of thm@ers and more easily accept as evident
reality their individual features and a peculiarywaf functioning in terms of locomotion,
praxis, communication or getting to know the worhildren accept staying with their
disabled friends as a natural thing, learning cawtresponsibility and respect for specific
needs and constraints of their less dexterous agplies (D. Al.-Khamisy, 2006).

The kindergarten age is also a period of remaekahtiosity about the world. The
child is gladly looking for information about evénng that is new and incomprehensible.
Therefore, in contacts with less dexterous friem@dmy questions appear about difficulties
observed at peers. Children in the kindergarten, age ballasted with the burden of
prejudices and stereotypes, ask simple questionstabhe specific nature of a particular
disability and accept any explanations given tontes obvious. Likewise, they will gladly
take attempts to use, for instance, a blind's stivbve and recognize objects using hearing
and touch, communicate without the aid of speec$itadown on a wheelchair. This gives a
possibility to directly acquire knowledge about ttisability, being the basis for shaping
integrationfocused and accepting attitudes towards the didable

In the course of plays, children learn to co-opeewdth each other, negotiate and agree
their goals and pursuits with the partners' desiveésat becomes for them a training of
socially acceptable behaviours. They recognize then emotional states and those of other
participants in a play. Playing covers up any ddfees between children, also those
concerning fitness or physical efficiency, and rggsany divisions between the players. It

gives equal opportunities to all in experiencingy, jpleasure, and acknowledgement. A



properly conducted play brings out abilities, pbi#gies and interests of the child, affects its
position in the group. Common play and the disalaleitd's confidence in the fact that its
healthy colleague may like, accept, and even adiijire a unique therapy which cannot be
replaced by any other activities, as it enablescthilel with a disability to acquire the courage
of "being towards others" and getting to know offeBem a positive side. In playing,
children do not pay attention to their disabil@gtivity is a source of rest, satisfaction and joy
for them.

However, in spite of undeniable benefits that esanected with a disabled child
staying in a mass kindergarten both for itself &od its healthy peers, one should still
remember the main assumption for both the ideandusive education and kindergarten
pedagogy: every child is supposed to receive stmat stimulation in the process of its
development, adapted to individual possibilitiesl axeeds. This assumption carries along
special responsibilities for teachers — as it nexguthem to extend the scope of competences,
both in the professional, axiological and persoc@ahtext; competences conducive to the
development of a proper perspective to see theeplac a child with dysfunctions and
difficulties in the education system, to build ar@te in which this child would not be a
problem, but the stimulus for improvement of or@ teaching methods. While teachers'
substantive preparation for educational and tegchuork in kindergarten seems to be
acceptable, it is also necessary to state thairintiple, most teachers — apart from special
educators — are not prepared to work with childvath various types of development
difficulties and disabilities.

Although the concept of inclusive education inwes\participation of consultants and
assistants in special education for work with disdlzhildren but this would require, first of
all, new solutions to be prepared and implementethé educational system, what usually
creates many problems and is a process oftendafgtinyears. Previous experience in social
and educational policy in Poland shows that inie@&ducational regulations express only
general support for the idea of integration, at Hame time they contain many legal
loopholes, giving an opportunity to local auth@stito "by-pass” the formal obligation to
guarantee the disabled children the right to begmeand learn in mass institutions, on the
basis of full integration (D. Al-Khamisy, 2006, £97-198). Hence, one should rather be
sceptical when looking at a possibility to adopgulations in the years to come, making
authorities obliged to allow children with dysfuiocts to participate in mass education, with
the provision of proper, specialist help to themanged by consultants. Secondly, proper

methodical preparation of teachers in mass kindtrgs, and especially their sense of



competence and at least partial independence frerarmal assistance, may foster the
willingness to take up new tasks and introduceagoordance with the principle of least
restrictive teaching environment, special help omiiere necessary. Popularization of
inclusive education thus implies the need for thieraxtend the scope of teacher's knowledge,
especially about the methodology of work with cheld with various disturbances in

development and use of special means of teaching.

5. Summary

Implementation of the inclusive education conceptmass kindergartens in the
context of present educational regulations requfiest of all, changes to be introduced in the
education of teachers. It becomes necessary todunte the "kindergarten education”
specialization into the studies program, obligatongthodical preparation, incorporating
knowledge of special education, broadening thegafgnethods and forms, as well as ways
of using special means of teaching, which wouldbeaesponding to specific needs of a
child — also to prepare adequately universities academic teachers to the education of
pedagogical staff from inclusive institutions. Itedomes also necessary to provide
opportunities for professional improvement to aetieachers in the form of courses and

workshops, financed by local authorities, givingvhaecessary qualifications.



