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STATEMENT OF PURPOSE

We believe that Social Role Valorization (SRV), when 
well applied, has potential to help societally devalued people 
to gain greater access to the good things of life & to be 
spared at least some negative e1ects of social devaluation.

Toward this end, the purposes of this journal include: 1) 
disseminating information about SRV; 2) informing read-
ers of the relevance of SRV in addressing the devaluation of 
people in society generally & in human services particularly; 
3) fostering, extending & deepening dialogue about, & un-
derstanding of, SRV; & 4) encouraging the application of 
SRV as well as SRV-related research.

We intend the information provided in this journal to 
be of use to: family, friends, advocates, direct care workers, 
managers, trainers, educators, researchers & others in rela-
tionship with or serving formally or informally upon deval-
ued people in order to provide more valued life conditions 
as well as more relevant & coherent service.

!e SRV Journal is published under the auspices of the 
SRV Implementation Project (SRVIP). !e mission of the 
SRVIP is to: confront social devaluation in all its forms, 
including the deathmaking of vulnerable people; support 
positive action consistent with SRV; & promote the work of 
the formulator of SRV, Prof. Wolf Wolfensberger.†

EDITORIAL POLICY

Informed & open discussions of SRV, & even construc-
tive debates about it, help to promote its dissemination & 
application. We encourage people with a range of experi-
ence with SRV to submit items for consideration of publica-
tion. We hope those with much experience in teaching or 
implementing SRV, as well as those just beginning to learn 
about it, will contribute to the Journal.

We encourage readers & writers in a variety of roles & 
from a variety of human service backgrounds to subscribe 
& to contribute. We expect that writers who submit items 
will have at least a basic understanding of SRV, gained for 
example by attendance at a multi-day SRV workshop (see 
this issue’s training calendar), by studying relevant resourc-
es (see page 4 of this journal), or both.

We are particularly interested in receiving submissions 
from family members, friends & servers of devalued people 
who are trying to put the ideas of SRV into practice, even 
if they do not consider themselves as ‘writers.’ Members of 
our editorial boards will be available to help contributors 
with articles accepted for publication. !e journal has a 
peer review section.

INFORMATION FOR SUBMISSIONS

We welcome well-reasoned, clearly-written submis-
sions. Language used should be clear & descriptive. We en-
courage the use of ordinary grammar & vocabulary that a 
typical reader would understand. !e Publication Manual 
of the American Psychological Association is one easily avail-
able general style guide. Academic authors should follow 
the standards of their $eld. We will not accept items si-
multaneously submitted elsewhere for publication or previ-
ously electronically posted or distributed.

Submissions are reviewed by members of the editorial 
board, the editorial advisory board, or external referees. Our 
double-blind peer review policy is available on request.

Examples of submission topics include but are not lim-
ited to: SRV as relevant to a variety of human services; de-
scriptions & analyses of social devaluation & wounding; 
descriptions & analyses of the impact(s) of valued roles; 
illustrations of particular SRV themes; research into & de-
velopment of SRV theory & its themes; critique of SRV; 
analysis of new developments from an SRV perspective; 
success stories, as well as struggles & lessons learned, in try-
ing to implement SRV; interviews; re:ection & opinion 
pieces; news analyses from an SRV perspective; book or 
movie reviews & notices from an SRV perspective.

SEND CORRESPONDENCE TO

Marc Tumeinski, Editor Phone: 508.752.3670
!e SRV Journal  Email: journal@srvip.org
74 Elm Street  Website: www.srvip.org
Worcester, MA 01609 US 
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Main text is set in Adobe Garamond Pro & headlines in 
Myriad Pro, both designed by Robert Slimbach.



In every issue we print a few brief descriptions of SRV. 
!is by no means replaces more thorough explanations of 
SRV, but does set a helpful framework for the content of 
this journal. 

!e following is from: Wolfensberger, W. (1998). A brief 
introduction to Social Role Valorization: A high-order concept 
for addressing the plight of societally devalued people, and for 
structuring human services (3rd ed.). Syracuse, NY: Syracuse 
University Training Institute for Human Service Planning, 
Leadership & Change Agentry, p. 58.

... in order for people to be treated well by others, 
it is very important that they be seen as occupying 
valued roles, because otherwise, things are apt to go 
ill with them. Further, the greater the number of 
valued roles a person, group or class occupies, or the 
more valued the roles that such a party occupies, the 
more likely it is that the party will be accorded those 
good things of life that others are in a position to ac-
cord, or to withhold.

!e following is from: SRV Council [North American So-
cial Role Valorization Development, Training & Safeguard-
ing Council] (2004). A proposed de$nition of Social Role 
Valorization, with various background materials and elabo-
rations. SRV-VRS: !e International Social Role Valorization 

A Brief Description of Social Role Valorization
From the Editor

Journal/La Revue Internationale de la Valorisation des Rôles 
Sociaux, 5(1&2), p. 85.

SRV is a systematic way of dealing with the facts of 
social perception and evaluation, so as to enhance 
the roles of people who are apt to be devalued, by 
upgrading their competencies and social image in 
the eyes of others.

!e following is from: Wolfensberger, W. (2000). A brief 
overview of Social Role Valorization. Mental Retardation, 
38(2), p. 105.

!e key premise of SRV is that people’s welfare de-
pends extensively on the social roles they occupy: 
People who "ll roles that are positively valued by 
others will generally be a#orded by the latter the 
good things of life, but people who "ll roles that are 
devalued by others will typically get badly treated 
by them. !is implies that in the case of people 
whose life situations are very bad, and whose bad 
situations are bound up with occupancy of devalued 
roles, then if the social roles they are seen as occupy-
ing can somehow be upgraded in the eyes of perceiv-
ers, their life conditions will usually improve, and 
often dramatically so.

If you know someone who would be interested in reading 

!e SRV Journal, send us their name & address 

& we’ll mail them a complimentary issue.



A brief introduction to Social Role Valorization, 3rd (rev.) ed. Wolf Wolfensberger. (1998). (Available from 
the Training Institute at 315.443.5257)

 PASSING: A tool for analyzing service quality according to Social Role Valorization criteria. Ratings 
manual, 3rd (rev.) ed. Wolf Wolfensberger & Susan !omas. (2007). (Available from the Training Institute at 
315.443.5257)

A quarter-century of normalization and Social Role Valorization: Evolution and impact. Ed. by Robert 
Flynn & Ray Lemay.  (1999). Ottawa: University of Ottawa Press. (Available from the Training Institute at 
315.443.5257)

A brief overview of Social Role Valorization. Wolf Wolfensberger. (2000). Mental Retardation, 38(2), 105-
123. (Available from the Training Institute at 315.443.5257)

An overview of Social Role Valorization theory. Joe Osburn. (2006). !e SRV Journal, 1(1), 4-13. (Available 
at http://srvip.org/about_articles.php)

Some of the universal ‘good things of life’ which the implementation of Social Role Valorization can be 
expected to make more accessible to devalued people. Wolf Wolfensberger, Susan !omas & Guy Caruso. 
(1996). SRV/VRS: !e International Social Role Valorization Journal/La Revue Internationale de la Valorisation des 
Rôles Sociaux, 2(2), 12-14. (Available at http://srvip.org/about_articles.php)

Social Role Valorization and the English experience. David Race. (1999). London: Whiting & Birch. 

 !e SRV Implementation Project website, including a training calendar www.srvip.org

SRVIP Google calendar http://www.srvip.org/workshops_schedule.php#

Blog of !e SRV Implementation Project blog.srvip.org

Abstracts of major articles published in !e SRV Journal https://srvjournalabstracts.wordpress.com/

Social Role Valorization web page (Australia) http://www.socialrolevalorization.com/

SRV in Action newsletter (published by Values in Action Association) (Australia) 
contact viaainc@gmail.com 

Southern Ontario Training Group (Canada) http://www.srv-sotg.ca/

 http://absafeguards.org/

Values Education and Research Association (UK) http://vera-training.webs.com/

A ‘History of Human Services’ course taught by W. Wolfensberger & S. !omas (DVD set) http://wolf-
wolfensberger.com/

 http://disabilities.temple.edu/
media/ds/

Resources to Learn about Social Role Valorization

From the Editor



SRV FOCUS QUESTION
In each issue, we publish a focus question & invite you our readers to submit a 200-300 word re-
sponse to the question. Commentaries on the question, if accepted, will be published in the following 
issue. All submissions are subject to editing. Please email your responses to journal@srvip.org.

Several articles in this issue raise SRV-related topics in respect to school settings for children & teens with impair-
ments. Education is one of the major role domains referred to within SRV (Wolfensberger, 1998, 30) & has clear 
relevance to many SRV-related training & implementation issues, such as personal social integration & valued 
societal participation (Wolfensberger, 1998, 122-124; Lemay, 2006). 

What valued social roles are available for young people within school settings in general? How would we ‘rank 
order’ these roles from both a culturally valued analog & a conservatism corollary perspective (Wolfensberger & 
!omas, 2007, 30-31; Wolfensberger, 1998, 124-127)? How might the availability of such valued roles vary de-
pending on the type & location of a school (e.g., private versus public, religious versus secular, age of student body, 
economic level of the students & surrounding area, etc.)? What are the good things of life (Wolfensberger, !omas 
& Caruso, 1996) particular to the education role domain? What SRV tools can concerned servers (including 
teachers, aides, administrative sta#, family as well as paid & voluntary servers) use to better help societally deval-
ued students gain & hold onto valued roles within schools, hopefully broad bandwidth roles, with an eye towards 
greater access to the good things of life which are generally available in schools? 

What are some of the potential barriers (physical, societal, resource-related, attitudinal, etc.) to helping children 
& teens with impairments get & hold onto valued roles within schools? Keep in mind that these barriers may vary 
depending on age for example. How can these barriers be minimized? What SRV strategies can help mitigate the 
negative e#ects of such barriers? How can we at least raise awareness of these potential barriers?

!e concept of role accumulation or role enhancement discussed in the roles column in this issue (see p. 37) can 
also generate useful SRV-relevant insights & strategies in terms of schools. What other valued social roles can the 
role of student help open the door to? To what degree might a child or teen with impairments need to be engaged 
in the role of student (in terms of time & participation) to gain access to some of the available good things of life? 
And so on. We encourage you to discuss these issues & questions with others, & we welcome your written thoughts, 
comments, manuscripts & stories.

REFERENCES

Lemay, R. (2006). Social Role Valorization insights into the social integration conundrum. Mental Retardation, 44(1), 
1-12. 

Wolfensberger, W. (1998). A brief introduction to Social Role Valorization: A high-order concept for addressing the plight of so-
cietally devalued people, and for structuring human services (3rd ed.). Syracuse, NY: Syracuse University Training Institute for 
Human Service Planning, Leadership & Change Agentry.

Wolfensberger, W. & !omas, S. (2007). PASSING: A tool for analyzing service quality according to Social Role Valorization 
criteria. Ratings manual. (3rd rev.ed.). Syracuse, NY: Syracuse University Training Institute for Human Service Planning, 
Leadership & Change Agentry.

Wolfensberger, W., !omas, S. & Caruso, G. (1996). Some of the universal ‘good things of life’ which the implementation 
of Social Role Valorization can be expected to make more accessible to devalued people. SRV/VRS: !e International Social 
Role Valorization Journal/La Revue Internationale de la Valorisation des Rôles Sociaux, 2(2), 12–14.

December 2012 5



The SRV JOURNAL6

Announcing the publication and ‘appearance’ of
APPEAR:

&

BY MEANS OF THE APPEAR TOOL
a publication by Wolf Wolfensberger†

Personal appearance (including so-called ‘self-presentation’) is certainly one of the 
most immediate, and often also one of the most powerful, in:uences on how a person will 
be perceived and interpreted by others, and in turn, on how others will respond to and treat 
the person. Personal appearance is also one of the domains of social imagery, which is a big 
component of Social Role Valorization (SRV): the more observers positively value a person’s 
appearance, the more likely they are to a1ord that person opportunities to $ll valued roles, and 
thereby access to the good things in life. Unfortunately, the appearance of many members of 
societally marginal or devalued classes is far from enhancing, or is even outright repellent to 
many people, and increases the risk that bad things get done to them, or that good things are 
withheld from them.

!is 2009 book explains all this. APPEAR is an acronym for A Personal Physical Appear-
ance Evaluation And Record. It documents the powerful in:uence of personal appearance on 
attitudes, social valuation and social interactions. !e book explains the many components of 
personal appearance and the ways in which these features can be changed for better or worse. It 
also includes a very detailed checklist, called the APPEAR tool, which identi$es over 200 sepa-
rate elements of personal physical appearance, so that one can review a person’s appearance 
features from head to toe, noting which are positive, which are neutral, which are negative–all 
this with a view to perhaps trying to improve selected aspects of a person’s appearance about 
which something can actually be done. !e book also explains how such an appearance review, 
or appearance ‘audit,’ would be done.

!e book contains a sample APPEAR checklist at the back, and comes with three separate 
(free) checklist booklets ready for use in conducting an individual appearance audit. Addi-
tional checklists may be ordered separately (see order form on next page).

Reading the book, and especially using the APPEAR tool, can be useful as a conscious-
ness-raiser about the importance of appearance, and in pointing out areas for possible 
appearance improvement. An appearance audit using APPEAR can be conducted by a per-
son’s service workers, advocates, family members and even by some people for themselves. 
It could be very useful in individual service and futures-planning sessions, and in getting a 
person ready for a new activity, role or engagement (for instance, before entering school or 
going on a job interview).

Studying and applying the APPEAR tool can also be a very useful follow-up to Introductory 
SRV training, as it deepens one’s understanding of image and appearance issues.



ORDER FORM ~ APPEAR
Name              
Address              

     Indicate Quantity          Price (see below for prices) 

&

TOTAL $
 
ORDERS FROM US & ELSEWHERE ~ OTHER THAN CANADA

Mail completed form, with full payment (CHECK OR MONEY ORDER) in US funds, to:

ORDERS FROM CANADA     

     
Mail completed form, with full payment in Canadian funds, to:

phone: 613/673-3583
e-mail: sduchesne@instvalor.ca

DISCOUNTS ON BULK PURCHASES
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There is a huge fiction literature that 
includes characters from various societally 
devalued classes. Consider, for instance, 

the many novels (especially in the English lan-
guage) that have mentally retarded characters in 
them. I possess perhaps the largest collection of 
such novels in private hands.

In many of these novels, the mentally retarded 
character plays a minor role, and is minimally 
described–maybe only brie:y mentioned. In oth-
ers, this character plays a central role, and per-
haps even lends his or her name to the title of 
the book. Relatively well-known examples of the 
latter are Tim (Colleen McCullough, 1974) and 
Flowers for Algernon (Daniel Keyes, 1966), later 
made into the $lm “Charlie.”

A question of interest to our readership is, 
“How is the mentally retarded character depicted 
and interpreted in a work of $ction?,” assuming 
the character makes more than a cameo appear-
ance. !e reason this question is of interest is that 
an author’s presentation of a character who is a 
member of a speci$c class is likely to mirror the 
perceptions of that class held by at least a portion 
of the presumed readership population. Whatev-
er stereotypes the public may hold of members of 
a speci$c class at a certain period in time are apt 
to be found in the depiction of such a member 
by a $ction writer of that era–with one exception:  
$ction writers are sometimes more sympathetic 
to distressed people than the rest of the populace, 

Learning Role Theory From Fiction
Wolf Wolfensberger†

and may function as opinion leaders toward at-
titude improvement. !is means that they are apt 
to depict a devalued person in terms and ways 
that the public may only be likely to do some 
years or decades later, if ever. !is explains why 
early 20th century $ction writers have been apt 
to interpret mentally retarded characters more 
favorably than their contemporaries, anticipating 
the shift in public opinion about mental retarda-
tion that took place since ca. World War II.

In $ction, writers are challenged to limn char-
acters in ways that are coherent and plausible, 
and that explain what they “do,” why and how. 
!is implies that the writers will have much to 
say about the roles that a character plays in their 
novel. In turn, the writer will have to describe 
the role cues and role elements of that character, 
much as are outlined in Social Role Valorization 
(SRV) teaching: personal appearance, physical 
settings, activities, social juxtapositions, lan-
guage, etc. (Wolfensberger, 1998, 64-69).

However, if the author wanted to portray such 
a character positively, then the character would 
be apt to be portrayed in role-enhancing ways. 
For example, SRV teaching has pointed out that 
members of certain societally devalued classes are 
apt to be expected to play certain negative roles 
(though often also certain positive ones). So if 
a character is meant to be understood as being 
of impaired intelligence, we are apt to see the 
character portrayed as occupying the following 
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devalued roles: eternal child, village idiot, court 
or house fool, clumsy clod, sex o1ender against 
children, and/or arsonist.

Another challenge to a writer is how to con-
cretize the role cues and messages so that the 
depiction of the character corresponds to the 
intended message. Writers are respectively criti-
cized or lauded for the way in which they do this. 
For instance, a writer may be criticized for not 
attaching the kind of description of a character 
that would make his or her action in the novel 
credible, or even ‘anticipatable.’

All this means that well-characterized $gures in 
a novel can teach readers a great deal about how 
a role can be perceived and conveyed via the role 
cues and messages used by the writer. !e writer 
is even apt to bring to the reader’s consciousness 
the meaning of behaviors that the reader may 
have encountered, but had not consciously ex-
amined or thought about. For instance, a writer 
might depict a person as a “miser” in ways that 
the reader had seen in real life, but had never 
consciously associated with the “miser role.” A 
reader’s response may thus be one of “of course,” 
and may help the reader to identify tendencies 
toward miserliness in people in real life later on. 
!is is one of many ways in which $ction can be 
formative of readers.

It is also in this way that a reader may learn a lot 
about particular roles, and even about role theo-
ry. So even if one is not particularly interested in 
$ction, it can be very pro$table to read about the 
$ctionalized lives of the kind of people one deals 
with in one’s professional or informal service life.

In this connection, I draw readers’ attention to 
a 2008 book entitled Idiocy: A Cultural History (P. 
McDonagh, 2008). !is is an intellectual tour de 
force in linking the $ctional treatment of people 
of low intelligence to the way they were perceived 
in particular historical eras, mainly from the late 
1700s into the recent past, and mainly in the lit-
erature of England, though to some extent also in 
the literature of other English-speaking countries. 
Many such works of $ction are painstakingly re-

viewed, which by itself is a major contribution, 
and useful to anyone interested in the treatment 
of mentally retarded characters in $ction.

While McDonagh’s book su1ers greatly from 
poor organization, its content makes up for this 
weakness. But beyond that, the author relates 
these works to what was going on in the larger 
society during that period of time. And he does 
it not only in respect to novels, but also poetry, 
such as William Wordsworth’s 1798 long and 
controversial poem, !e Idiot Boy. •

SEE DISCUSSION QUESTIONS ON PAGE 55
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chapters & articles. He was Emeritus Professor at Syracuse Uni-
versity & directed the Training Institute for Human Service 
Planning, Leadership & Change Agentry, Syracuse, NY (US). 

THE CITATION FOR THIS ARTICLE IS

Wolfensberger, W. (2012). Learning role theory from $c-
tion. !e SRV Journal, 7(2), 8–9.



Editor’s Note: !e following article was excerpted 
from a longer paper written as part of a university 
course taught by Dr. !omas Neuville at Millersville 
University (see Neuville, T. with Smith, C. (2008). 
SRV & teacher prep: Not just a course, but a course 
of action. !e SRV Journal, 3(2), 18-25). !e origi-
nal course assignment involved a study of the model 
coherency concept in Social Role Valorization, & in-
volved observation at a school setting. We encourage 
professors & students across many "elds to study & 
work with the ideas of SRV & PASSING, as these 
ideas have broad relevance & applicability, & can be 
pro"tably studied at many academic levels. As you 
read this article, you might ask yourself: what SRV 
issues are identi"ed by this writer-student? How is 
this student-writer understanding & applying SRV 
ideas? What issues related to devaluation, uncon-
sciousness, interpersonal identi"cation, social roles, 
image & competency enhancement, etc. does the 
writer identify? And so on.

Introduction

The motto of Alexandre Dumas’s clas-
sic novel !e !ree Musketeers is “One for 
all and all for one” (Dumas, 2006), which 

highlights the importance of being loyal. For the 
musketeers, it is the importance of their loyalty to 
each other, but this saying has often been inter-
preted as one’s loyalty to all mankind. !e reason 
I chose my title “one for all and all for … some” 
is to draw attention to the way society excludes 

many people from what it states all people should 
deserve. Many times we try to justify things as 
being for the “greater good,” but greater does not 
pertain to all. Many times it only applies to those 
who are socially valued. People who are viewed as 
less competent, for example, are often cast aside 
into institutions or other segregated settings. So-
ciety tries to justify sticking to a “greater good” 
mentality by making exceptions, blindly trying 
to accommodate everyone the best they can. !is 
may re:ect an unconscious attempt by those in 
societally valued groups to try to keep their con-
sciences clear, by creating institutions for negative 
outliers of society and making separate places for 
people outside the norm. For those who cannot 
live on their own, we create institutions. Stereo-
typing these people as incompetent and grouping 
them comes easy to us. It is human nature to un-
consciously judge and group others. 

For the good of society, we make public 
schools free to all students, regardless of societal 
status. !is makes things good for all ... that is, 
until we look deeper into school services. Again 
we can $nd in public schools the concept of 
“greater good,” which can mean that some indi-
viduals get excluded. !is pattern continues on 
and on within many service models. If needs are 
not addressed, things will not go smoothly and 
soon “greater good” looks like a pathetic excuse 
to ignore other important needs of individu-
als. !ose needs that are neglected may be the 

One For All and All For … Some
Emily Rissinger
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ones most important for individual growth and 
development; needs that all humans deserve to 
have met.

Model Coherency

When a model of service works incor-
rectly it “could unnecessarily create new 
problems; in a worst case scenario, the 

recipient would su1er more harm than good, or 
even death” (Wolfensberger, 1998, 117). !at is 
why it is so important that services should strive 
towards the best, most coherent model in order 
to satisfy the needs of recipients. !e model must 
make sense and prevent wounds, which refers to 
the emotional scarring and other negative treat-
ments which commonly occur when members of 
a society are devalued or looked at as subhuman, 
one of the common historical role perceptions. 
!is issue is addressed within Social Role Valoriza-
tion, a term developed by Dr. Wolf Wolfensberger. 
Wolfensberger (1934-2011) lived through the ter-
rors of the Holocaust growing up in Germany (Ber-
sani, 2001). He moved away from home for much 
of the war, but the dehumanization of the di1erent 
types of people must have a1ected him greatly. At 
age sixteen, he came to the United States and later 
became a citizen. As one of the $rst students to ever 
graduate with a psychology degree focused in men-
tal retardation, Wolfensberger used this knowledge 
to change society’s view of devalued people within 
humanity with his writings (Bersani, 2001).  

‘Model coherency’ is a term coined by Wolf 
Wolfensberger to measure human service mod-
els and make sure they are coherent, meaning 
they do what they are meant to do. According 
to Wolfensberger, the most ideal social service 
“would be derived from the real, primary, and 
urgent needs of the people being served, and all 
of its process components would match harmoni-
ously with each other and the content to facilitate 
e1ective address of those needs” (Wolfensberger, 
1998, 116).  

Models are examined for coherency, based on 
assumptions and a triangular continuum of ‘who,’ 

‘how’ (the process), and ‘what’ (content). ‘Who’ 
describes the service recipients, asking if those be-
ing served are getting all the services they need, 
and if they require the service. ‘How’ is based on 
the process. It examines how those being served 
are grouped, who works for the service, wheth-
er those employed use the correct language and 
methods, if the setting is isolated (since that can 
cause others to believe segregating them is better), 
etc. ‘What’ is based on content (Cocks, 2001, 
15). For a model to be coherent, it must make 
sense to members of a culture. A model would not 
be coherent, for example, if others in the culture 
were asked if they would live that way and they 
refused (Wolfensberger, 1998, 117).

Apparent Responses to 
Wounding Experiences

As seen in Maslow’s ‘hierarchy of needs,’ 
one must have many components satis-
$ed before focusing on something be-

yond physical needs. Maslow's hierarchy has $ve 
steps (Darity, 2008, 11). !e $rst is the base of 
the pyramid, since one needs to $ll these needs 
before moving up the pyramid. !is stage con-
tains physiological needs, which are all the basic 
needs such as for shelter and food. Some services 
tend to cover this stage fairly well. !e next step 
of the pyramid, after those needs are met, is the 
need of safety. If one does not feel safe and secure, 
one will not be able to focus on the next need, 
which is for love. (Love and the following needs 
may not be addressed as often in human services, 
perhaps since the other needs can seem more ur-
gent.) One need in this ‘love’ category is for be-
longing. Many people are wounded because they 
feel left out, yet numerous services may not focus 
on this step of Maslow’s hierarchy. !e next step 
after love is esteem. Lastly, when all of the steps 
are achieved, one can strive for self-actualization. 
Not many people have achieved this goal, and 
many with disabilities within services have even 
fewer opportunities to work toward this goal 
(Darity, 2008, 12).
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 In a service for all Americans, such as public 
school, many things may need to be adjusted to 
move toward better quality service. Two exam-
ples of this are the location of the school and the 
amount of money the school receives. 

At a public city school which I observed as part 
of a university course, I realized that many chil-
dren were bundled together in a corner one day 
because the heat was shut o1. Because they could 
not a1ord to heat the school that day, a lot of the 
students’ learning was hindered, among other 
problems. !is is not good for many reasons, 
since city school children are already stereotyped 
as being behind in school; a day when they come 
to school and do not learn will only amplify that 
stereotype if viewed by an outsider. 

If students are too hot or cold, and thus their 
physical needs are not being met, they may not 
be able to focus on anything besides meeting 
those physical needs, and thus may not be able to 
learn e1ectively. As pointed out by Wolfensberger, 
“there is no point in addressing certain needs or 
problems if more fundamental needs or problems 
are not addressed $rst (e.g., for shelter, security, 
su>cient nourishment)” (Wolfensberger, 1998, 
111). !is is just one of the many examples of 
things that could be $xed within a human service.

Based on Wolfensberger’s statement above, per-
taining to the nourishment aspect, we must make 
sure students are getting healthy foods to eat. !e 
food served at the public school which I observed 
was mostly just warmed-up canned goods, which 
are low in nutritional value. Students thus did not 
get the energy they needed for their day. If they 
had energy and felt healthier, they would be more 
up for activities and learning. What students had 
to eat everyday was essentially “institution food,” 
words which my local grocery store had labeled 
over the canned good items. Everything was made 
in bulk with a luke-warm feel, nothing especially 
made for any one student. It was for the whole 
group, which deindividualized these students 
even more, especially when giving them only two 
options to choose from. Maybe if they had some 

fresh fruit or veggies more often, it would help 
them focus and be happier, healthier students. 

Since the students get free lunch and breakfast at 
school, this topic is relevant to all of them. !e stu-
dents also could not leave the school to get some-
thing else to eat. !e budget from the government 
only funded so much, but I  think that they should 
have been allowed more. Because it is good to be 
healthy, spending money on better food will save 
the government money down the road. If I were to 
try to $x this school, I would also give more op-
tions with healthier choices for meals. 

Drawing on the SRV concept of relevancy, an-
other problem within this public school that I saw 
was that of competency-related needs. Many stu-
dents were trying so hard to be seen as competent 
in so many areas, especially the English language 
learners. I believe it would be bene$cial and rel-
evant for teachers to incorporate more Spanish 
into their lessons. Not only would it help those 
students become more competent in English, but 
it would help the students :uent in English be-
come better at Spanish too. 

I also think that if the teachers allowed the stu-
dents to go to the bathrooms by themselves with-
out an adult, it would spark a feeling of trust with 
the students and a feeling of competency when 
they come back, able to walk the hallway and re-
turn alone. 

For the SRV concept of potency, Wolfensberg-
er states that, “whatever processes are employed 
should be the most e1ective and e>cient means 
for addressing a party’s needs, so that one makes 
the best use of the time of the recipients, rather 
than addressing the need in a fashion which is not 
particularly pointed or e1ective, or outright wast-
ing of their time” (Wolfensberger, 1998, 144).

One of the needs I saw in the school that was not 
addressed often was students’ need to be loved. !e 
children needed to be loved and given attention. 
Since I learned that these children often did not 
get this at home, they so often acted out in class. 
!is wastes everyone’s time. All children should 
be praised often, even for small progress. Children 
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like to know that they are improving and that 
someone cares. For this I feel it would be good, for 
example, for the teacher to work out lunch dates 
for each student to spend time with her during the 
week. !en the teacher could have a conference 
with them, get to know them, and give that child 
some meaningful attention for once. !is would 
make students feel loved and wanted. 

Another thing that might be helpful would be 
$eld trips that allow children to practice their 
newly learned competencies, such as a $eld trip 
to the bank to help them learn the importance 
of money. !e students together can save spare 
change for something they can all enjoy, like a 
bean bag chair for the reading center, or glow in 
the dark stars for the ceiling. !is way the chil-
dren see the importance of learning about money. 

De$ned by Wolfensberger, model coherency is 
described as, “the right servers should be using 
the right materials, methods, and language, in the 
right settings, in order to do the right thing for 
the right recipients, who are grouped in the right 
way” (Wolfensberger, 1998, 116). !e setting I 
observed had a few of these things, but not many. 

When a person is stereotypically grouped with 
other people in a ‘special’ group, it can take away 
their identity and make them forget what they 
know; it also does not focus on their needs. In 
a child’s school life, the general education class-
room is their main place, their ‘home,’ at least 
for their time while in school. Taking children 
away from general education into special educa-
tion pulls them from where they want to be and 
encourages other students to lump them into a 
‘stupid’ category. 

Making classrooms ‘inclusive’ will help all chil-
dren, more than one could even imagine. It can 
help make all students be seen as valued among 
their peers, since they are all part of the group, and 
allows many opportunities for not only learning 
about school subjects, but learning about people. 
By breaking down the barriers and mysteries of 
those who are di1erent than the norm, inclusive 
classrooms allow students to get to know those 

children, rather than taking them out for special 
needs instruction. 

Trying to rate the program I observed in the 
public school on their model coherency was a 
di>cult challenge for me. I feel the students 
would bene$t from using more English/Spanish 
mixed books and lessons, as I stated earlier. !is 
would help students feel included. I also feel stu-
dents are not grouped appropriately by age level. 
Just because a student is in second grade does 
not mean they are developing the same as any 
other eight-year old. If we broke down grades 
based on ability, we might be able to teach all 
students better. If the school was a bit cleaner, 
with a steadier temperature, it would be a bet-
ter environment for fostering learning. Teach-
ers should also all have relevant training in how 
to better understand their students and how to 
make the entire general education classroom 
more suited for all students.

Conclusion

Knowing that people of all ages, races 
and abilities levels can be devalued by 
other groups of people has enlightened 

me and brought to light so many issues I had 
never truly thought about. To teach a child with 
disabilities in an inclusive classroom goes beyond 
just teaching a subject. It becomes about teach-
ing all students, and about helping them to accept 
and create new values they can project on to so-
ciety. !is diminishes the idea of a “greater good” 
that unconsciously highlights only those valued 
individuals within a society, and instead accepts 
all individuals as humans who should have their 
needs met. As a future teacher, I have better real-
ized: the importance of teaching acceptance, the 
value of all human beings, and the importance of 
emphasizing the rights that all people deserve. Ev-
eryone should be required to step back and look 
at the big picture and see all humans as valued. 
While all people and institutions are not perfect, it 
does not mean we should not strive for excellence. 
We should try to use more relevant and potent 
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strategies. It means we should also learn to see the 
faults that are shadowed in our own unconscious 
thoughts and actions, and try to counteract them 
with love and acceptance. •

SEE DISCUSSION QUESTIONS ON PAGE 55
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Parental Reports of the Experiences of 
Students with Impairment in Queensland: 
An SRV-based Critique
Glenys Mann
Editor’s Note: !is paper was presented at the Fifth 
International SRV Conference, Canberra, ACT, 
Australia, in September 2011.  

Introduction

Many countries have developed edu-
cation policies that re:ect a commit-
ment to the education of all children 

within a common schooling system. !e impact 
of these policy changes on the day-to-day expe-
riences of students with disability is of current 
interest to educators. Student experiences can 
be explored in a number of ways. One of these 
ways is through the perspectives of their parents. 
How well parents understand their children’s ex-
periences is perhaps a moot point; however, given 
their primary role in children’s lives, particularly 
while they are at school, it could be argued that 
the parental perspective is a legitimate one. 

!is paper will discuss the experiences of stu-
dents with disability in Queensland, Australia, as 
described by their parents, and will analyze these 
experiences using a Social Role Valorization (SRV) 
framework. Developed by Dr. Wolf Wolfensberg-
er, SRV is founded on the premise that a person’s 
well-being depends largely on their social roles; 
those who occupy positively valued roles are more 
likely to experience the good things of life, while 
those who occupy roles that are devalued by oth-
ers are more likely to be badly treated by them 
(2000). Particular attention will be paid in this 

analysis to the SRV theme of personal social inte-
gration and valued social participation. “Personal 
social integration and valued social participation” 
require, according to Wolfensberger, “(a) valued 
participation, (b) with valued people (c) in valued 
activities that (d) take place in valued settings” 
(1998, 123). It will be demonstrated that these el-
ements provide an e1ective framework for evalu-
ating the experiences that parents describe. 

Education in Queensland 
for Students with Impairment

As in many other places in the world, 
Queensland education systems (includ-
ing state, church and private) continue 

to grapple with the issue of how best to educate 
students with disability. Historically excluded 
from formal schooling, Queensland students 
with disability have, over the past 30 years, be-
come entitled to a free, state education. !is 
entitlement has been enacted through the provi-
sion of 1] separate, specialist schools; 2] special-
ist (and sometimes separate) provision within the 
grounds of a regular school (now called Special 
Education Programs or SEPs); 3] integration 
at regular schools (described by Bourke & Car-
rington, 2007, as an approach which requires 
the student to “$t” the classroom); 4] inclusive 
education programs (described by Graham & 
Sweller, 2011, as an approach which requires 
that school systems and cultures change to “$t” 
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the needs of all students); and sometimes 5] a 
combination of these approaches.

!e more recent of these approaches, inclusive 
education, is in line with a worldwide trend. Al-
though subject to debate about how it is interpret-
ed (Hodkinson, 2010), inclusion can be generally 
understood as “part of a human rights agenda that 
demands access to, and equity in, education” for 
historically marginalized students (Florian, 2008, 
202). One of the factors in the move to inclusive 
education has been the introduction of legisla-
tion to protect the entitlement of students with 
disability to education without discrimination. 
!e UK, for example, has seen the instigation of 
the Special Educational Needs and Disability Act 
(2001); the United States of America, the Indi-
viduals with Disabilities Education Act (1990); 
and Canada, the Canadian Charter of Rights and 
Freedoms (1982).

!e Education Standards of Australia’s Dis-
ability Discrimination Act (2005) has been the 
legislation of signi$cance to Australian students 
with disability. Prior to this, inclusion was at-
tempted, albeit sporadically, and there is evidence 
that Queensland education authorities had begun 
the process of adopting an inclusive philosophy. 
For example, an Inclusive Education Summit was 
held in Queensland in 2002. One outcome of the 
summit was the de$nition of inclusive education 
as “a process of responding to the uniqueness of 
individuals, increasing: their presence, access, par-
ticipation and achievement in a learning society” 
(Ministerial Taskforce on Inclusive Education, 
2004, 5).

Although the move to inclusive education 
had already begun, it was placed $rmly on ev-
ery Queensland school’s agenda in 2005 when 
the Education Standards became Australian 
law. In line with legal requirements, Education 
Queensland (EQ) developed an Inclusive Educa-
tion Statement in 2005, and inclusive education 
policies through which the goals outlined in that 
statement would be implemented in Queensland 
state schools. !is approach to education was vali-

dated in 2008 when Australia signed the interna-
tional Convention on the Rights of Persons with 
a Disability (United Nations), Article 24 of which 
outlines a goal of “full inclusion” through “an in-
clusive education system at all levels.”

Parent Advocacy for Inclusive Education

Alongside the legal argument, another 
factor in the move to inclusive education 
has been the impetus of parents to claim 

regular school enrolments for their children with 
disability (Yssel, Engelbrecht, Oswald, Elo1 & 
Swart, 2007). One avenue through which par-
ents in Queensland have had the opportunity for 
in:uence has been the state-wide advocacy orga-
nization, Queensland Parents for People with a 
Disability (QPPD), whose mission includes the 
vigorous defence of “justice and rights for people 
with disability” (2011), and whose membership 
primarily comprises parents of children with dis-
ability. In the 30 years of its existence, QPPD has 
spearheaded strong and ongoing advocacy for the 
valued and meaningful participation of students 
with disability in regular, neighbourhood schools. 
!e organization embraced the changes to legisla-
tion and policy described above, in the hope that 
these would bring the welcome and belonging 
that families of students with disability were seek-
ing (QPPD, 2009). !e new inclusive policies 
and laws legitimized QPPD’s expectations for in-
clusive education and made it reasonable to imag-
ine that children with disability would be able to 
participate in Queensland education programs on 
“the same basis as a student without a disability” 
(Education Standards, 2005).  

As Jenkinson (2001) argued, however, laws and 
policies do not always provide the guidance that is 
needed. In spite of the new legislative and policy 
frameworks, their implementation seemed to be 
problematic. Observations made internationally 
(e.g., in the United Kingdom by Lloyd, 2008, 
and Gibson, 2006) that inclusive policy has not 
been followed through with inclusive practice, 
seemed to also be the case in Queensland. QPPD 
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continued to receive calls from concerned parents 
(about issues such as part-time placements, pres-
sure to go to special segregated schools, and lack 
of accessibility for learners with disability) in the 
years following the introduction of the legislation 
(QPPD, 2011).  

QPPD’s Research

To understand parental concerns in 
more depth, QPPD undertook research 
into parents’ perspectives of their chil-

dren’s experiences in the Queensland school-
ing system, and sought to $nd out about barri-
ers that families experience when their sons and 
daughters have a disability (de$ned in Education 
Queensland under six categories: Autism Spec-
trum Disorder, Hearing Impairment, Intellectual 
Impairment, Physical Impairment, Speech-Lan-
guage Impairment, and Vision Impairment). Par-
ticipation in the research was voluntary and any 
parent who wished to participate was welcome. 
While other family members and friends were in-
vited to participate, only one person who was not 
a parent (a grandparent) provided responses that 
were included in the analysis.  

!e research was undertaken in two stages. First-
ly, a questionnaire was developed by a survey ref-
erence group (comprised of QPPD parent mem-
bers) for use both online (via Survey Monkey) 
and through phone interviews during the week 
22-26 March 2010. Forty-four questions were de-
signed to gather both qualitative and quantitative 
information (see Appendix 1). Twenty-nine ques-
tions were multiple choice and $fteen were open-
ended. Most multiple choice questions provided 
the option of adding a comment. !ere were 179 
responses to the survey. One hundred and thirty-
nine questionnaires were answered in full. While 
this is only a small proportion of the families of 
a child with disability living in Queensland, the 
data presented below o1ers a worthwhile insight 
into how e1ectively inclusive education policies 
are being implemented. Families were noti$ed 
of the survey via QPPD’s networks and through 

community media outlets. All Queensland fami-
lies of students with disability were targeted. Dis-
ability was not de$ned within the :yer, so partici-
pants self-identi$ed as the parent of a child with a 
disability. Secondly, focus groups were conducted. 
!ree groups were held with a total of 25 partici-
pants, all of whom had responded to :yers adver-
tising the groups. 

!e children represented in the research ranged 
in age from four years to early adulthood; howev-
er the majority of children were in their primary 
school years. !e survey did not require parents 
to identify their children’s EQ disability category 
(outlined above). Children from all EQ disability 
categories, except hearing impairment, were rep-
resented in the focus group interviews.  

QPPD’s research results were analysed using an 
SRV framework for a presentation at the 2011 
SRV Conference in Canberra. !is article will 
expand on that presentation. Key $ndings from 
the study will be reported using both unpublished 
data and data from the QPPD research report1 

(including both survey and focus group research). 
Findings will be discussed within the original sur-
vey context (i.e., Education Queensland’s inclu-
sive education policy), and then within an SRV 
framework, with particular reference to the con-
cept of “personal social integration and valued so-
cial participation.”

“Personal social integration and valued social 
participation” and inclusion have been described 
as similar concepts (Lemay, 2006). Both o1er a 
vision of a “good school life” for students de$ned 
as disabled, and a response to the disadvantage 
and inequality that this group of students (along 
with other devalued or marginalized groups) have 
historically experienced. In this way the goals of 
SRV are “not dissimilar to the goals of ‘inclu-
sion’, if that term is taken beyond a narrow ver-
sion involving physical inclusion” (Race, Boxall & 
Carson, 2005, 512). !ere are, however, di1er-
ences between the approaches in how these goals 
should be pursued and in the emphases of the two 
constructs. For example, an SRV focus would be 
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on individual students and socially valued roles, 
while those who promote inclusive education see 
the school environment as the focus of change, 
and rely on educational practices that accommo-
date and welcome diversity to produce an optimal 
school experience. !ose who argue for inclusive 
education would likely acknowledge that school 
environments are not truly inclusive if students 
with disability are not in socially valued roles; 
however, the concept of valued roles is not explic-
itly articulated in inclusive rhetoric. 

While an inclusive argument is founded on the 
entitlement of students with disability to educa-
tion on the same basis as other students, SRV the-
ory makes clear that according rights is an empty 
exercise, if it is done involuntarily and without an 
equivalent values-base. !e literature on inclusive 
education is, in fact, plagued with examples of the 
incongruity between what is espoused and what 
actually takes place in schools.

!e mismatch between inclusive policy and the 
day-to-day experiences of students with disability 
can be ascribed, in part, to the ambiguous nature 
of inclusion. Di1erences in how inclusion is un-
derstood and interpreted make inclusive educa-
tion di>cult to implement with consistency and 
problematic to evaluate. It is proposed that SRV, 
as an alternative framework, can contribute to a 
clearer understanding of the situations and expe-
riences that parents describe; and is an important 
tool for making transparent the dynamics of de-
valuation that are apparent in schools in spite of 
inclusive education rhetoric.

Results

Results from the QPPD investigations 
and analysis will be presented under four 
headings: presence, access, participation 

and achievement, as these are the key components 
of the original de$nition of inclusive education 
in Queensland (see above). !ese elements were 
also considered in the development of the QPPD 
survey. Queensland’s current inclusive education 
policy retains a focus on access, participation and 

achievement. All verbatim reports in the following 
discussion come from the data collected during the 
QPPD investigation.

Presence
Most parents (78%) indicated that their chil-
dren with disability were enrolled in regular 
schools. Approximately 61% of these children 
were enrolled in schools with a Special Education 
Program (SEP). Forty-six parents (approx 30%) 
indicated that their child had changed schools 
(this did not include normative changes, e.g., 
from primary to secondary); 50% because they 
were not happy, and 35% because they were asked 
or persuaded to leave. Just over a third of parents 
said that their child’s current school was not their 
school of choice.

Written comments give an insight into the is-
sue of presence in schools. !ere were stories of 
rejection; for example, “I was told he couldn’t be 
enrolled and asked to go away. No acceptance of 
us at all” (QPPD, 2011, 13); and evidence of the 
high emotional cost that some parents paid so 
that their child could attend regular schools, for 
example, “Having to $ght, constantly monitor-
ing how things are going” (QPPD, unpublished), 
and “we spent a lot of time in anguish” (QPPD, 
unpublished). Parents also spoke of having no 
choice about where their child was enrolled, for 
example, “!ere was nowhere else to go. I was 
forced”(QPPD, 2011, 12); of enrolment that 
was conditional on funding, for example, “Very 
stressful to think about … the school refuses to 
take my kids with a disability without more fund-
ing. It apparently costs more money to say hello 
and tell my children where to sit and when to go” 
(QPPD, 2011, 13); and of part-time presence in 
schools, for example, “My sons have one hour of 
school a week each and no support for this time” 
(QPPD, 2011, 18).

Alignment of results with EQ policy and broader 
understandings of inclusive education. !e evidence 
shows that a large percentage of students with dis-
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ability are enrolled and present in regular schools 
in Queensland. !at some Queensland students 
with disability are not enrolled in the general 
school system is still consistent with EQ’s de$ni-
tion which refers only to a non-speci$c ‘learning 
society.’ !is is also consistent with the subse-
quent EQ Inclusive Education Statement (2005) 
which, while broader in its description of what 
an inclusive education entails, is also non-speci$c 
about where the valuing of diversity that it refers 
to will take place. !is lack of attention to ‘place’ 
is, in turn, consistent with the view held by some 
(e.g., Forbes, 2007) that inclusive education is not 
a matter of setting, but of being part of the learn-
ing process and the wider learning community.  
An implication of this belief is that education in a 
special school, or exclusion from a regular school, 
is in line with an inclusive policy.

!is interpretation of inclusive education would 
not be accepted by everyone. Some (e.g., Graham 
& Jahnukainen, 2011) would argue that enrol-
ment in special schools and rejection from the 
general school system (including part-time and 
conditional enrolment) is not consistent with in-
clusive philosophy. !e experience in Queensland 
schools could well re:ect the problematic nature 
of de$ning and understanding inclusive educa-
tion and the oft-reported variation in how inclu-
sion is interpreted and therefore implemented by 
educators (e.g., Bourke, 2010). 

Perhaps there would be more agreement, how-
ever, that the cost to families of seeking presence 
in regular schools is out of step with the ethos of 
inclusion. EQ’s Inclusive Education Statement 
(2005) states that inclusive education is “under-
pinned by respectful relationships between learn-
ers, teachers and caregivers” and that as part of its 
commitment to inclusive education EQ “ensures 
that students, teachers and community members 
from diverse groups feel safe and free from dis-
crimination, bias and harassment.” 

!e recognition that families have authority in 
decision-making and are legitimate partners in a 
collaborative process is a well-recognized facet of 

inclusive practice (e.g., Yssel, Engelbrecht, Os-
wald, Elo1 & Swart, 2007; Leyser & Kirk, 2004). 
!e QPPD research suggests that, in Queensland, 
the inclusive rhetoric of respectful and collabora-
tive partnerships between parents and teachers is 
not yet a reality for all.

An SRV perspective. Wolfensberger was wary of in-
clusion as a strategy for getting the good things 
in life because attempts to implement inclusive 
philosophy so commonly lack elements which 
are vital for “[s]ocial role-valorizing integration” 
(1998, 124). Others have validated this caution. 
Researchers have reported that, in spite of inclu-
sive rhetoric, rejection, segregation, congregation 
and low expectations continue to be experienced 
by students with disability (e.g., Graham & Jah-
nukainen, 2011). SRV is clear that, while insuf-
$cient on its own, the ‘where’ of education is in-
deed vital. !e de$nition of “personal social inte-
gration and valued social participation” identi$es 
four essential elements, and one of these involves 
place; that is, in valued settings. While there may 
be di1erent opinions as to the school settings that 
are typically valued in Queensland (e.g., private 
vs. state schools), there would be general agree-
ment within the broader population that it is reg-
ular rather than special schools that have a higher 
status and therefore would be seen as the valued 
educational setting. !is is not to say that special 
schools were not liked or even preferred by some 
participants in the QPPD research; just that they 
are not the school settings that families, generally, 
would be seeking for their children.  

From an SRV perspective, the results (that 
some students with disability continue to be ex-
cluded from valued educational places) provide 
evidence that devaluation exists in Queensland 
schools in the form of rejection and distantia-
tion (the putting or keeping at a distance) of stu-
dents with disability. SRV also provides an in-
sight into the personal cost to many parents who 
sought presence in valued settings for their chil-
dren. Wolfensberger posited that hurtful things 
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are more likely to happen to societally deval-
ued people and outlined a number of common 
‘wounds’ (Wolfensberger, 1998, 12-21), many 
of which were to be found in the experiences 
described by parents in the survey. !e quotes 
below show that, in the enrolment process, stu-
dents (and therefore parents) had experienced 
the following:

really do not want that person [the student with 
a disability] around” (Wolfensberger, 1998, 14), 
for example, “was asked to leave as the teach-
ers weren’t able to deal with him … in other 
words–he was in the ‘too hard basket’”(QPPD, 
2011, 15);

-
valued roles: role of menace or object of dread 
where students are “perceived and interpreted as 
a threat to others” (Wolfensberger, 1998, 15), 
for example, “!e principal informed us among 
other things ‘he could not sleep at night with a 
child like my son at his school’ and ‘he was fear-
ing for the safety of the other pupils’ ” (QPPD, 
unpublished);

teachers are moved by sense of guilt or duty “but 
not gladly nor with any positive feeling” (Wolfen-
sberger, 1998, 15), for example, “we know of 
other children who have not been readily ac-
cepted into the school. Feel we are the school’s 
evidence that they are practicing inclusive educa-
tion” (QPPD, unpublished);

respect to enrolment and schooling decisions, 
where “ [i]t is other people who gain power over 
them and make decisions for them” (Wolfen-
sberger, 1998, 18), for example, “we felt com-
pletely locked out of the process and powerless–
the parents were not thought to know anything” 
(QPPD, 2011, 13);

they “are subjected to mass management … rath-
er than getting what they need” (Wolfensberger, 
1998, 20), for example, “At both enrolment in-
terviews we were told that it probably wasn’t the 
place for my son … the only knowledge they had 
was that [he was] autistic” (QPPD, 2011, 13);

with places, for example, “My son has had many 
school changes–this has a1ected him emotionally 
… I needed to capitulate about special school so 
that there would be no more changes for him un-
til he $nished school” (QPPD, 2011, 13).

Summary. Parental reports indicate that a large 
number of students with disability, but not all, 
are present in regular schools. Many of these 
schools have an SEP provision. !ere is evidence 
that presence in regular schools can come at a 
high cost to families. Using an SRV perspective, 
the rejection and separation of any students with 
disability from regular schools is an example of 
the devaluation of this group. Parent descriptions, 
examined through an SRV framework, provide 
illustrations of the wounding that is experienced 
when students have a characteristic (in this case 
disability) that is negatively valued in schools.  

Access
While a large number of respondents indi-
cated that their children had regular enrolments 
and so were physically present in schools, this did 
not necessarily equate to classroom access. Ap-
proximately half of the children from the survey 
were enrolled in schools with SEPs, and while the 
provision of SEPs did not automatically equate 
with segregation, results suggested that there was 
a link. Forty-three percent of students in schools 
with SEPs spent half their time or less in regu-
lar classrooms, as opposed to 14% of students in 
schools that did not have an SEP, for example, 
“Spends all her time in the unit. Supposed to go 
to the classroom but it doesn’t happen” (QPPD, 
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2011, 18), and “Doesn’t even have a seat in the 
classroom” (QPPD, 2011, 18).

Not surprisingly, there was a similar link be-
tween the provision of SEPs and access to areas 
outside the classroom. Children with disability 
were more likely to spend lunch breaks in reg-
ular playgrounds if they were in schools with-
out SEPs (76% children in state schools with-
out SEPs as opposed to 35% students in state 
schools with SEPs).

Alignment of results with EQ policy and broader 
understandings of inclusive education. !e high 
percentage of students enrolled in schools with 
SEPs and reported as having little time in regular 
settings could be seen as another example of the 
confusion arising from EQ’s lack of clarity about 
‘place.’ Once again, the vagueness of both EQ’s 
de$nition and the Inclusive Education Statement 
(2005) gives educators a wide scope regarding 
what could be seen as inclusive. Segregated class-
rooms ful$ll the description of a ‘learning soci-
ety’ and, therefore, meet the criteria according to 
EQ documents. It would seem that schools have 
interpreted the policy, with regard to ‘where’ stu-
dents with disability learn, in varying ways, and, 
therefore, Queensland parents seeking inclusive 
education could not con$dently expect that en-
rolment in regular schools would equal access to 
regular classrooms.

In the wider education literature, opinion is di-
vided as to whether special education is, as Flo-
rian (2008) described, an answer to the problem 
of implementing inclusive education or is, in fact, 
part of the problem. Some would interpret the use 
of special classes as a strategy for enabling schools 
to be inclusive (e.g., Forbes, 2007; Zigmond & 
Kloo, 2011). Others would interpret the practice 
of special classes as exclusion and a barrier to in-
clusive education (e.g., Graham & Jahnukainen, 
2011; Lloyd, 2008). !e survey results indicate 
that SEPs are used widely as an educational set-
ting for students with disability. Clarity about 
how they operate would be helpful.

An SRV perspective. Wolfensberger’s caution re-
garding inclusion is as valid with respect to class-
rooms as it is to schools. !e experiences reported 
by research participants support this need for 
caution (QPPD, 2011). !ere is evidence of the 
damage that can be done to vulnerable students 
when either inclusive policy is equated with phys-
ical presence alone, for example, “Lots of periods 
of the day where he is left sitting with no support” 
(QPPD, 2011, 28); or students are rejected from 
regular classrooms. 

QPPD’s results show that, for many students, 
enrolment in regular schools is not enough to 
ensure role-valorizing experiences. Parents’ de-
scriptions of class groupings within schools 
highlight, again, that ‘place’ is an issue when 
students have disability and that devaluation 
continues to occur even in ‘inclusive’ schools. 
Parents described their children being put at 
a distance from the classroom community, for 
example, “Not wanted by teachers–too hard. 
Easier to be out of class … easier to pass the 
buck” (QPPD, 2011, 19); of being treated less 
well, for example, “Battled for 3 years. Speci$c 
teachers don’t want my daughter in their class” 
(QPPD, 2011, 18); and of enforced congrega-
tion as well as segregation, for example, “My 
son seeks out the regular kids but is still grouped 
with the ‘unit kids’ as they call them” (QPPD, 
2011, 25).

While presence in regular classrooms does not 
guarantee valued social roles, this does not mean 
that SRV would promote the use of segregated 
classrooms. As outlined above, Wolfensberger 
(1998) was clear that “personal social integration 
and valued social participation” is more likely in 
valued settings (but also requires other elements). 
Valued settings in schools would generally be 
accepted to be regular rather than special class-
rooms. !is is not to suggest that some parents do 
not sometimes prefer special classes, or that spe-
cial classes do not do valued work, rather that they 
would not be the option chosen by the broader 
student/parent population. 
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Being with ‘valued others’ (within ‘valued set-
tings’) is a second element that is critical if stu-
dents are to experience ‘personal social integration 
and valued social participation’ (Wolfensberger, 
1998). QPPD $ndings indicate that an SEP pro-
vision in the school was more likely to result in 
students being grouped with other devalued stu-
dents (in this case, those with disability), and less 
likely to result in students spending time with 
non-devalued students. !e lack of opportuni-
ties to be present with valued students can be ex-
plained as both the result of being devalued; and 
also a way that the cycle of devaluation continues.

Results suggest that when the role of “SEP stu-
dent” replaces that of “classmate,” other important 
roles become less likely, for example, the roles of 
“playmate” and “team member.” It could also be 
argued that the provision of SEPs leads to what 
Lemay (2006, 2) described as “role muddle.” What 
marks students as being in the role of “class mem-
ber” is who teaches them, where they spend their 
time and what they spend their time doing. !e 
uncertainty of some parents regarding these details 
(e.g., who was responsible for teaching their chil-
dren, which classroom they spent their time in, 
and what activities/curriculum they were follow-
ing) indicates a ‘muddle’ around the role that chil-
dren played in schools when they had a disability.  

Confusion over a child’s ‘teacher’ was one exam-
ple, for instance, “Teacher aides remove my son 
from his class and take him to a room alone where 
he is supposedly instructed by them–a person 
with no educational training or skill as a teacher” 
(QPPD, 2011, 18).

Lemay (2006) explained that for someone to 
achieve a particular role (e.g., the role of “class 
member”), that role must be recognized by others 
in reciprocal roles (e.g., the “class teacher”). !e 
class teacher is usually easy to identify for students 
who do not have a disability. For students with 
disability, however, the classroom teacher may be 
unwilling to take on this role (and so deny their 
students the reciprocal role), for example, “!e 
teacher at the school said that if she had wanted to 

teach special school kids she would have studied 
for it” (QPPD, 2011, 15). Sta1 may be confused 
about who should take the primary teaching role, 
when students are identi$ed as being with the 
SEP and/or are only part-time in their classroom.  

Similar to the wounds described by partici-
pants whose children had been rejected, and/or 
sent to segregated, congregated schools, there is 
also evidence of the wounding experiences that 
were associated with the provision of SEPs, for 
example, the loss of opportunities; “Dropped o1 
and picked up from the SEU. Little mixing, when 
the school had assemblies, stayed in the yard and 
watched from there”(QPPD, 2011, 19).

!ere is evidence from the QPPD survey that 
some teachers have recognized the lower status 
of SEPs and have attempted to rid them of their 
negative image (e.g., participants spoke of :exible 
models of support, name changes, regular stu-
dents’ involvement, etc.), and to assist students 
in more role-valorizing ways, for example, “!e 
school tries to support by going into the classroom 
rather than segregating” (QPPD, 2011, 18), and 
“She goes at her own pace, as do all of the children 
in the class. She may do less complicated activi-
ties but nevertheless still participates at her level 
of ability on the same topic that is being taught” 
(QPPD, 2011, 22).

Summary. QPPD results indicate that even when 
enrolled in regular schools, students with disabili-
ty do not necessarily experience inclusion in regu-
lar classrooms. Accessing the valued places of the 
school environment appears to be more di>cult if 
the school has an SEP. From an SRV perspective, 
separation from the regular classroom is a sign of 
devaluation and will have a negative impact on 
experiences of “ ‘real’ integration” (Lemay, 2006, 
3). Parent descriptions provided illustrations of 
the wounds to students that occur as a result. 

Participation 
The third component of the EQ inclusive 
education de$nition and of the QPPD survey 
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is “participation.” !ose who argue for regular 
school and classroom enrolment (e.g., Florian, 
2008) agree that inclusion is more than just a 
matter of ‘access,’ and that while presence is a 
necessary prerequisite for inclusive education to 
occur, it is not enough on its own. Some research 
comments highlighted the negative experiences 
of students when they were present but not par-
ticipating, for example, “He’s totally disengaged 
in the mainstream, which is a third of every day, 
this child literally sits there and just doesn’t speak” 
(QPPD, 2011, 95).

!e QPPD research explored the notion of 
participation and found that approximately 60% 
of students mostly or always followed the same 
classroom program as their classmates. While this 
$nding is encouraging, it also highlights the per-
centage of students (37%) who only sometimes, 
or never, followed the same program. (A small 
percentage of parents did not know what program 
their child was following.) Given the proportion 
of students spending most of their time segre-
gated from regular classroom (see above), it is to 
be expected that they will not be participating in 
classroom programs. Participant comments illus-
trated this experience: “She is withdrawn from the 
whole lot.  It has gotten worse as she has gotten 
older” (QPPD, 2011, 22).

A link was apparent between the provision of 
an SEP and participation in the classroom pro-
gram. Students were more likely to be included 
in the program if the school did not have an SEP. 
Eighty-six percent of students in schools without 
SEPs were mostly, or always, following the class-
room program; as opposed to 58% of students in 
schools with an SEP. Parental comments gave an 
insight, for example, “Because there is not enough 
aide support she has to go the SEU more if she 
needs help. She isn’t able to stay in the classroom” 
(QPPD, 2011, 19).

In contrast, while some parents indicated that it 
was a struggle to have work suitably adapted, for 
example, “I am continually asking for a modi$ed 
program but they won’t do it” (QPPD, 2011, 22). 

Results showed that if there was an SEP provi-
sion, classroom programs were more likely to be 
modi$ed. Forty-eight percent of parents whose 
children were in schools with SEPs said the pro-
gram was mostly or always modi$ed, whereas this 
$gure was only a third in schools without SEPs. 
“Last teachers have been a godsend–modi$ed and 
followed the same program adapted. !is term it 
is all coming together for her” (QPPD, 2011, 22). 
!is is the only result in which SEPs were linked 
to more inclusive outcomes; a con:ict in $nd-
ings which suggests that while teachers in SEPs 
are more skilled at modifying programs, they are 
more likely to present that modi$ed work in a 
special, segregated classroom.

Parental responses to questions about participa-
tion in play provide further evidence of the link 
between disability and an impoverished school ex-
perience. Approximately two-thirds of parents in-
dicated that their children only sometimes, rarely 
or never, participated in play with other children, 
and for students enrolled in schools with an SEP 
program, socializing with peers was less likely.  

Alignment of results with EQ policy and broader 
understandings of inclusive education. While EQ’s 
referral to “access” could be seen to mean entry 
to the learning as much as the buildings of a 
school, it is not explicit about the ‘what’ of learn-
ing. Whether the intention of the de$nition is 
participation in the activity of learning itself or 
participation alongside other children in the class-
room program is not speci$ed. Once again, the 
vagueness of the de$nition invites di1erent inter-
pretations and broadens the scope of what could 
be considered to be inclusive. Consequently, the 
QPPD results which suggest that many students 
are not participating in classroom programs do 
not necessarily con:ict with EQ’s de$nition of 
inclusive education.

EQ’s later Inclusive Education Statement (2005) 
suggests that a curriculum that meets the needs 
of diverse learners is an indicator that inclusive 
teaching and learning is taking place. While not 
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true for all students in the QPPD survey, there is 
evidence that the provision of an SEP is linked 
to curriculum accessibility and, therefore, to this 
aspect of inclusive schooling.

In the broader literature on inclusive educa-
tion, the issue of participation rather than just 
presence is a critical one (e.g., Bourke & Car-
rington, 2007). !ere is an argument that mere 
enrolment in the regular classroom and school is 
not su>cient to meet educational needs and that 
students in these settings are likely to have lim-
ited access to learning (Forbes, 2007). Underlying 
this argument is a belief that classroom teachers, 
for a number of reasons, $nd it di>cult to ensure 
the meaningful participation of diverse groups of 
students, or to make the curriculum accessible to 
all. Consequently, smaller targeted groups and al-
ternative curricula are recommended for e1ective 
and meaningful participation.

Others would agree that physical presence alone is 
not desirable; yet do not accept that separate, alter-
native teaching is the answer (e.g., Bourke, 2010). 
School reform, it has been reasoned, is the answer to 
ensuring meaningful participation, not only for stu-
dents with disability, but for all students. !ese dis-
parate views make it di>cult to assess whether what 
is happening for Queensland students is meeting 
the requirements of EQ inclusive education policy 
and the broader notions of inclusive education. !e 
experience of students could be interpreted as either 
routine exclusion or participation in more ‘suitable’ 
and ‘meaningful’ programs.

 
An SRV perspective. For “personal social integra-
tion and valued social participation” to occur 
(Wolfensberger, 1998, 123), four components 
are necessary (as outlined above). It is the $rst of 
these (valued participation) that o1ers a power-
ful insight into the research results, and it does 
this by its emphasis on students’ involvement be-
ing valued.

According to Wolfensberger, role valorizing in-
tegration is only successfully achieved on a volun-
tary basis. “Even the placement of impaired chil-

dren in regular school classes–commonly called 
‘inclusion’–could lack the element of valued par-
ticipation. In fact it is often because the presence 
of a devalued person is coerced that this presence 
is neither desired nor valued” (1998, 124).

Although the EQ Inclusive Education State-
ment does refer to valuing diversity, social justice, 
“responding optimistically” to the needs of disad-
vantaged students, and ensuring that students feel 
“safe and free from discrimination,” the element 
of students with disability being desired or val-
ued is missing from this document, as it is from 
the de$nition of inclusive education. !ere was 
considerable evidence that these qualities were 
also missing from participants’ day-to-day experi-
ences. Approximately 24% of families did not feel 
happy at their current school; approximately 35% 
of families that had changed schools had done so 
because they had been persuaded or told to go 
elsewhere; and 49% of parents indicated that the 
work of the classroom had only sometimes, or 
never, been made accessible for their child. !e 
$nding that 36% of students were either mostly 
or fully in a segregated location could be inter-
preted as further indication that students with 
impairment are not always wanted or valued in 
regular schools and classrooms.

Desired rather than forced participation is a 
distinction that can help greatly in understand-
ing what participants said about their experience 
in Queensland schools, for example, 1] the wide-
spread hope for a quality of welcome and belong-
ing; 2] the ongoing ‘cost’ when enrolment in a 
regular school was not freely given but had to be 
fought for; 3] the reluctance to go to schools where 
children were not wanted nor welcome (in spite of 
inclusive education policies which give this entitle-
ment); and 4] the satisfaction and relief described 
by some families who had moved to a segregated 
school because they felt their child was not wanted 
in the regular school, for example, “I am happy 
with the special school we have chosen … unwel-
come and totally unsupported at the mainstream 
school” (QPPD, unpublished).
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SRV maintains that if role-valorizing integration 
is to occur, students would not only be welcome 
participants but would be engaging in ‘valued ac-
tivities.’ It could be said that specialist, alternative 
programs are valued by some educators and par-
ents (e.g., Zigmond & Kloo, 2011), and indeed, 
Wolfensberger (1998) points out that o1ering 
identical activities to members of diverse groups 
may not result in meeting the pressing needs of 
the individuals within those groups. However, in 
the broader school context, the regular curricu-
lum and its associated activities would be seen to 
be that which is ‘valued’ by the community. So 
participation in the work of the regular classroom 
(alongside regular students) is a key ingredient 
of role-valorizing integration. In addition, when 
what is considered valued, or important, for val-
ued students is not considered important for stu-
dents with disability, this can be explained as both 
a consequence of students being devalued, and a 
process by which the devaluation (and wounding) 
of students with impairment continues.

!e wounds experienced when participation in 
valued activities is not supported can be seen in 
parental comments, for example;

back to the unit” (QPPD, 2011, 19);

complained of the babyish material for these sub-
jects” (23);

class is not necessarily e1ective for my son” (28);

-
ed a reading book like everyone else; was told they 
didn’t have time to put it in his bag” (28).

Summary. Results indicate that even though stu-
dents are present in regular schools, this does not 
always equate with participation in classroom 
programs. !ere was con:icting evidence regard-

ing the role of SEPs in assisting with participation, 
that is, while SEPs were more likely to lead to the 
modi$cation of programs, they were less likely to 
lead to participation in regular classrooms. !e 
emphasis in SRV theory on participation being 
valued and desired rather than coerced adds a di-
mension that is not obvious in EQ documents. 
Evidence of exclusion from “valued activities” il-
lustrates the absence of “personal social integra-
tion and valued social participation.”

Achievement
The final component of EQ’s de$nition refers 
to “achievement,” and given that the core busi-
ness of a school is education, it makes sense that 
the successful learning of its students would be 
one marker of an inclusive school. Learning can 
take many forms and is not always through the 
formal curriculum. !e QPPD survey asked par-
ents about both formal, academic learning and 
about social outcomes. Fifty percent of parents 
felt that their child’s academic teaching was ef-
fective or very e1ective, with approximately 31% 
choosing ine1ective or very ine1ective. !e re-
maining twenty percent were neutral. Some pa-
rental comments illustrated dissatisfaction with 
the teaching process, for example, “… except that 
we want them to teach him! Not just have him sit 
there in the classroom” (QPPD, 2011, 14). Ap-
proximately 20% of parents indicated that either 
their child was not taught reading or that they 
were not aware of what teaching was happening 
in this area.

Regarding social outcomes, just over 90% of 
participants said that their child only sometimes, 
rarely, or never spent social time with peers out-
side school hours; “… has no friend to speak of” 
(QPPD, 2011, 29).

As in other questions, the provision of SEPs ap-
peared to be a factor. Sixty-one percent of students 
in schools with SEPs never invited friends home 
to play as opposed to 43% of children in state 
schools without SEPs. !ere was an indication 
in comments by parents that special congregated 
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groups and lack of support for social connec-
tions contributed to this outcome, for example, 
“Teachers do not support children at social times. 
Lunch hours are big stressors” (QPPD, 2011, 29).

Alignment with EQ policy and broader understand-
ings of inclusive education. EQ’s 2005 statement 
claims that inclusive education in Queensland 
“maximizes the educational and social outcomes 
of all students” and provides all students with 
what they need for “success in schooling and be-
yond.” !ese are complex tasks and di>cult to 
assess. QPPD’s research had the scope to only 
provide a small glimpse. While it would appear 
that many parents found their child’s teaching to 
be e1ective, those who did not shared examples 
of the emptiness (and frustration for parents) of 
presence without true participation and learning, 
for example, “It’s just a babysitting service–there’s 
not much teaching going on. GRRR! It’s a con-
stant battle to have his work/assessment appropri-
ately set” (QPPD, 2011, 23).

Broader understandings of inclusive education 
assume that student success is an indicator of an 
inclusive program (Ashman, 2008). !at some 
participants were not happy with their children’s 
learning outcomes hints that the espoused policy 
has not always been e1ectively implemented in all 
Queensland schools.

Responses to questions about social outcomes 
provided perhaps the most compelling results of 
the QPPD survey and another window into the 
experiences of Queensland students with dis-
ability. Given the number of students who were 
described by parents as present and participating 
in classrooms, it was surprising that so few had 
developed any substantial relationships. While 
the formation of friendships may not be a reli-
able indicator of the implementation of educa-
tion policy, nor is it an automatic outcome for 
any student, it has been argued that the develop-
ment of relationships is evidence of truly belong-
ing in a school or class community (e.g., Williams 
& Downing, 1998).

An SRV perspective. !e elements outlined by 
Wolfensberger (1998) as being necessary ingre-
dients for “personal social integration and valued 
social participation” do not include “achieve-
ment.” However, “SRV informs us of the impor-
tance of enhancing the personal competencies 
of people (especially if they are devalued or are 
at risk)” (1998, 108). Alongside image enhance-
ment, developing competencies is fundamental to 
creating and maintaining valued roles for vulner-
able people.  

According to SRV theory, competency devel-
opment is put at risk by segregation with others 
who constitute negative role models (Wolfens-
berger, 1998, 110), the denial of opportunities 
to contribute to growth and development (108), 
and low expectancies (108); all of which were de-
scribed by some participants, for example, “It can 
be very frustrating as each year my son was taught 
the same thing. He was sick of repeating the same 
information, and learning how to write his name 
yet again” (QPPD, 2011, 23).

Wolfensberger (1998) also maintained that 
schedules and routines that make no demands 
on people contribute to their deterioration and 
inactivity. !e life wasting that results is iden-
ti$ed by SRV as a wounding experience, with 
students “denied opportunities, challenges, ex-
periences and their earlier potential … wasted 
or destroyed” (21). Again, descriptions by par-
ticipants provided evidence that students with 
disability continue to experience this wound, for 
example, “One hour is insu>cient for any learn-
ing. ‘[Work]Sheets’ is what one son conveyed, the 
other says ‘they don’t know what I am supposed 
to do so I wander around till you come and get 
me’ ” (QPPD, 2011, 23).

!e social experiences (and lack of them) de-
scribed by participants can also be viewed through 
an SRV lens. !ere was some evidence, for exam-
ple, of students in the role of trivium or object of 
derision (where students are the “butt of jokes, 
laughed at, teased and tormented” (Wolfensberg-
er, 1998, 15); “I am just grateful if the amount 
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of times my children are ridiculed by mainstream 
students is minimized” (QPPD, 2011, 25); and 
of sons and daughters experiencing social and re-
lationship discontinuity, for example, “His best 
friend had to move to a private school … !is 
was very hard on my son who hangs out with 
people that also were friends with this boy but 
he says they are not really friends.” (QPPD, un-
published), and “She has one friend but if that 
friend has other things to do then my child is 
on her own” (unpublished data). !ere was also 
evidence of the loss of chances for the develop-
ment of relationships, for example, “She is never 
given the opportunity to lunch with the others. 
All her time is spent in the unit–even lunch time” 
(QPPD, 2011, 25).

!e most powerful result was the lack of rela-
tionships with other students. Sherwin (2011) 
wrote at length of the elusiveness of valued re-
lationships for those who are devalued. Many 
of her points were illustrated by the QPPD re-
search. !e experience of community “witness-
ing,” for instance, could be seen in the example 
of the student watching assembly from the yard 
of the SEP (see p. 24). !e experience of “com-
munity presence,” but with limited community 
participation or engagement with valued others, 
has been illustrated throughout the discussion 
above. Sherwin’s reference (2011, 25) to service 
systems as a “receptacle for the person with a de-
valued status” (from which they visit the commu-
nity), has a clear parallel in the SEPs of the school 
system. Her assertion that social relationships are 
more likely to develop if a person is in valued roles 
and participating in tasks and relationships with 
valued others, was supported by QPPD evidence 
that the role of “SEP student” had an impact on 
the social experiences of students. It could be seen 
that when children were not truly in the role of 
“classmate,” other roles and relationships were less 
likely to develop. 

Summary. Parental reports suggest that, with re-
spect to academic and social outcomes, inclusive 

policies are not being implemented consistently. 
!e lack of social relationships for students with 
disability is an area of particular concern. An SRV 
framework helped to identify the risks to com-
petency development from the comments made 
by parents, and also to explain the lack of success 
with academic and social learning that some par-
ents described. 

Conclusion

Results of QPPD research have been 
explored within the context of EQ’s in-
clusive education policies and, also, us-

ing SRV theory (particularly the theme of “per-
sonal social integration and valued social partici-
pation”). It was found that ambiguous inclusive 
education statements and descriptions make it 
di>cult to discern whether policies are being ef-
fectively implemented. Contributing to this di>-
culty is debate about inclusion and variation in the 
understanding and implementation of inclusive 
philosophy. !ere would be di1ering opinions, 
for example, regarding whether those students 
who are not present or participating in regular 
schools and classrooms are the product of a failure 
of inclusive education policies or of diverse under-
standings of inclusion. Large numbers of students 
enrolled in regular schools indicates a more inclu-
sive approach, as do the percentages of students 
reportedly participating in classroom programs; 
however, parental descriptions of the di>culties 
associated with regular school enrolment, the seg-
regated approach used in regular schools, and the 
lack of meaningful relationships between students 
suggest that what is happening for some students 
with disability equates more to physical ‘presence’ 
than a welcoming, inclusive experience. Results 
show a link between the provision of SEPs and a 
segregated approach to education. !e exception 
to this was the likelihood that programs would be 
modi$ed for students with disability and so enable 
greater access to the curriculum. 

An SRV framework provided a sharper tool 
for understanding the experiences of students, 
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particularly through the clearly de$ned elements 
of “personal social integration and valued social 
participation.” While vague education policies 
allow a broad scope of practice to be described 
as “inclusive,” an SRV lens helped 1] to iden-
tify that current practices, in spite of changes to 
names and policy, continue to devalue students 
with disability; 2] to name the negative roles that 
were assigned students as a result of this deval-
uation (e.g., burden, menace); and 3] to draw 
attention to the subsequent wounding of chil-
dren, for example, rejection, separation and life 
wasting. Importantly, the principles of SRV as-
sisted in the understanding of the issue of social 
relationships (or lack thereof ), for example, the 
link between the role of “classmate” and that of 
“friend” and “playmate.”

Clearly, those who have an interest in the educa-
tion of students with disability want good things 
for them (e.g., learning, success, friendship, con-
tribution) and want to prevent bad things (e.g., 
exclusion, loneliness, failure). Achieving this is 
undoubtedly a central tenet of the vision of inclu-
sive education and a goal of inclusive education 
policy; however, the QPPD research suggests that 
the development of new policies is not enough 
to bring about good intentions. !ere is a strong 
indication that the ongoing debate among educa-
tors and the variation in how inclusive education 
is de$ned, understood and implemented allow 
devaluation and wounding to persist unchal-
lenged in Queensland schools.  

In its pursuit of good things for devalued people, 
SRV has o1ered a great deal to families and ser-
vice systems, and has the potential to o1er much 
to the education system. It is a theory which can 
assist educators to understand and challenge prac-
tices that devalue students with disability, and 
which can give clarity to what teachers need to 
pay attention to if the goals of inclusive education 
or “personal social integration and valued social 
participation” are to be achieved. •

SEE DISCUSSION QUESTIONS ON PAGE 55
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ENDNOTE

1. A report of the research was titled ‘Diving for Pearls’ & 
can be accessed via QPPD’s website (www.qppd.org).
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APPENDIX 1– SURVEY QUESTIONS

1. How did you $nd out about this survey?
QPPD; school; a friend; service organisation; other (please 
specify)

2. Current QPPD member
No; yes

3. Please insert the date you completed the survey
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4. How are you completing the survey?
Online; hard copy; phone with QPPD interviewer

Background Information–Parent

5. Education (highest educational quali$cation you have 
achieved)
High school certi"cate; diploma; university degree; postgrad-
uate quali"cation; other (please specify)

6. What is your occupation?
7. Suburb/Town

City/Town; postcode
8. Marital Status

Single; divorced; married; other
9. What do you know of the following? (Don’t know of it; 

aware but haven’t read; have read it)
EQ Inclusive Education Policy (or Catholic Education 
equivalent); DDA Standards for Education; CRPD

Background Information–Student

10. How old will your child be at their 2010 birthday?
11. How many children in your family?
12. Position of child in family
13. School Stage

Prep; Primary; Secondary; Post-secondary; other
14. School in 2010 (Note: Special Education Program 

[SEP] is the current term for what was an SEU or Special 
Education Unit) 
State Special School; Split Placement; State Regular School 
with SEP; State Regular School without SEP; Catholic Edu-
cation School; Queensland Independent School; Other

15. If your son or daughter has a split placement, what are 
the placement options?

16. If your son/daughter has changed schools at this stage 
of their schooling, why did they change? (!is does not 
refer to usual changes of school, e.g., from primary to 
secondary)
Asked or persuaded to leave "rst school; unhappy with "rst 
school; relocated (if unhappy or asked to leave please de-
scribe why)

17. Would you consider your current school to be your lo-
cal school?
No; yes

18. Do your other children attend, or have they attended 
the same school?
No; yes (if not why not?)

Access to Classrooms–Physical Presence

19. How much time does your child spend in regular class-
rooms?
N/A Special School; none of the time; some of the time; half 

of the time; most of the time; all of the time; + comments
20. When is your child physically separate from his/her 

class?
N/A Special School; Always; for all academic lessons but 
participates in non-academic subjects; only for maths and 
English; only at the student’s request, e.g., for a break; other

21. Why is your son/daughter physically separate from his/
her class? (Please tick as many choices as relevant)
Regular program is too di%cult/not suitable; for one-on-one 
instruction; behaviour issues; funding; lack of aide support; 
other (please specify)

22. Does your son/daughter spend lunch breaks in the regu-
lar playground?
N/A Special School; never; sometimes; mostly; always

23. How satis$ed are you with the amount of time your 
child spends with classmates without a disability?
Very dissatis"ed; dissatis"ed; neutral; satis"ed; very satis"ed 
+ comments

Participation

24. Does your child follow the same classroom program as 
the rest of the (regular) class? (!ey may not be doing 
exactly the same thing, but they are participating in the 
same subject/activities/program at a relevant level.)
N/A Special School; don’t know; never; sometimes; mostly; 
always + comments

25. Is the regular curriculum modi$ed for your child?
Don’t know; never; sometimes; mostly; always

26. Is your child currently being taught the following? (don’t 
know; no; yes) 
Reading; Writing; numeracy + comments

27. Is your child given homework regularly?
No; yes + comments

28. How e1ective do you feel the teaching process is for 
your child? (Do you believe they are getting ‘good teach-
ing’? Are they learning?)
Very ine#ective; ine#ective; neutral; e#ective; very ine#ective 
+ comments

Social Outcomes

29. When he or she is at school, does your child play or 
socialise with other children?
Don’t know; never; rarely; sometimes; mostly + please add 
whether children with disability, without, both

30. Does your child invite friends home from school?
Never; rarely; sometimes; often + children with disabilities; 
without; both

31. Is your child invited out by other children from school?
Never; rarely; sometimes; often + children with disability; 
without; both

32. Is your child happy to go to school? Does he/she feel 
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welcome there?
Never; sometimes; usually; always + comments

33. Do YOU feel happy to be in the school? Do YOU feel 
welcome there?
Never; sometimes; usually; always + comments

Enrolment

34. In what year did you undertake the enrolment process 
for your current school?

35. How was the process similar to the process for your 
other children?

36. How was it di1erent?
37. Is your current school your $rst choice?

No; yes (if not, why not? What were the barriers to the school 
of your choice?)

38. How did you decide on the school?
Recommended by friends; my other children go there; our lo-
cal/closest school; other; told or advised to by education sta# 
(which education sta# and why?)

39. What was important to you in choosing a school for 

your child with a disability? If there were di1erent con-
siderations to choosing a school for your other children, 
what were these?

40. Are you happy with your child’s current enrolment?
Very unhappy; unhappy; ok; happy; very happy (if you are 
not happy, why not? Ideally where would you like your child 
to be?)

41. Times or examples of when you feel your child is well 
included?

42. Times or examples of when you feel your child is NOT 
well included?

43. What would be your three priorities for improving the 
schooling experience for your son or daughter?

44. Have you any other comments about the schooling ex-
perience?



Editor’s Note: !is paper was presented at the Fifth 
International SRV Conference, Canberra, ACT, 
Australia, in September 2011.  

The In!uence of Assumption Perspectives in 
Early Developments of 
Normalisation & SRV 

In the early development of Normali-
sation and later Social Role Valorisation 
(SRV), Wolfensberger recognised the es-

sential role which individual and collective as-
sumptions play in human a1airs (Wolfensberger, 
1998, 116). For instance, any e1ort to serve the 
needs and interests of another party will immedi-
ately generate or draw upon assumptions about 
such crucial things as: the nature of the world, 
the meaning of life, the nature of human na-
ture, who the people are and what needs do they 
have, what ‘solutions’ or responses are called for, 
etc. (Wolfensberger, 1998, 108-109). In truth, 
many of these assumptions remain unexplicated 
and possibly unconscious to the people mak-
ing them. Yet no matter how unconscious and 
unexplicated assumptions may be, they will in-
evitably generate many actions1 that can coalesce 
into service models and even form service cul-
tures (Schein, 2010). Many features of service 
models cannot be explained without reference to 
and discovery of these underlying assumptions–
which is no mean feat; since assumptions are not 
directly observable and therefore can only be 

The Indispensable Mindset

John Armstrong

inferred (presuming one can do this accurately 
enough) from the actions observed.

Assumptions also occupy a signi$cant place in 
our understanding of unconsciousness and its role 
in social and societal devaluation. From the SRV 
theme of unconsciousness (Wolfensberger, 1998, 
103-104), we can learn that much human activ-
ity, including the potential to devalue others, can 
come from what are often unconscious assump-
tions about a devalued party, which nonetheless 
a1ect the actions of the observer(s) toward that 
party, without the observer(s) necessarily having 
full awareness of this.

Additionally, assumptions play a central role in 
the formation of one’s expectations of other peo-
ple and of the view of their learning and growth 
potential (Wolfensberger, 1998, 105-106). For 
example, the assumption that people could grow 
and develop if given the right opportunities was 
captured in the phrase, ‘developmental growth 
orientation’ used in the evaluation tool PASS 3 
(Wolfensberger & Glenn, 1975). PASS 3 con-
tained a rating cluster (114) by that name, com-
prised of three ratings: Physical Overprotection 
(R1141); Social Overprotection (R1142); and 
Intensity of Relevant Programming (R1143). !is 
concept later widened to become incorporated 
within the developmental model, a central theme 
of SRV, and subsumed within key ratings of PASS-
ING (2007) such as R231 Program Address of Re-
cipient Needs, R232 Intensity of Time Use, etc. 

Peer reviewed Article
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The Rise of the Mindset Perspective

While the concept of assumptions 
exists as a framework for understand-
ing what might be thought of as large-

ly unexamined notions and ideas that result in 
either adaptive or maladaptive actions, especially 
for our topic in the lives of other people, they are 
apparently very hard to measure or test under ex-
perimental conditions, as mentioned earlier. You 
might say that assumptions are too small to be 
seen and identi$ed in any singular and objective 
sense and can only be inferred–itself a process of 
interpretation open to much bias–by observing 
the actions that assumptions generate.

Social scientists have begun to refer to the con-
struct of ‘mindset,’ a collection of related assump-
tions, which is then ‘large’ enough to be seen and 
categorised in useful ways. It would seem appar-
ent that Wolfensberger was aware of this as he 
shifted focus in his later writings from assumption 
language to mindset language, or at least added 
mindset language to the teaching (Wolfensberger, 
1998, 105-106). !e potency of this emphasis is 
that mindsets can be identi$ed and named, and 
therefore be understood and potentially altered. 
Mindsets are not just a theoretical construct, but 
also a practical one. Note that the concept of 
‘mindset’ can negatively imply certain rigidity or 
resistance to change, even in the face of compel-
ling evidence, though the concept of mindset also 
has positive interpretations.

We see in the re-development of SRV teach-
ing material2 conducted by Wolfensberger in the 
late 1990s that he incorporated three new themes 
into the leadership level teaching framework and 
within the SRV monograph, 3rd (revised) edi-
tion (105-106, 116-118, 118-120). One of these 
themes was “the power of mindsets,” which refers 
to the ideas and expectations that one party holds 
about another party. Within SRV theory, the aim 
is to shape the mindsets of observers so that they 
are more likely to hold positive, realistic ideas and 
expectations about socially devalued persons and 
groups (Wolfensberger, 1998, 105). 

In respect to the developmental model speci$-
cally, the mindsets that incorporate mental expec-
tations and beliefs which people carry toward oth-
ers can subsequently either generally facilitate or 
prevent their growth and development, particu-
larly their potential for holding valued social roles 
(Wolfensberger, 1998, 105-106, 108). Indeed, a 
mindset can propel a party either more towards 
normative, typical and valued expectations about 
other people, or conversely toward negative ex-
pectations, conforming to one of more devalued 
stereotypes3 and socially devalued roles.

An Example of Related 
Recent Research into Mindsets

Some recent and prolonged research 
into mindsets has provided useful addi-
tional material relevant to understanding, 

teaching and applying SRV. For instance, Dweck 
(2000) found contrasting mindsets as illustrated 
in two broad questions: 1) what expectancies 
do people hold towards themselves and others 
regarding intelligence, and 2) what other broad 
attributes do we give ourselves and others, as cap-
tured in our mindsets? 

It appears for example that as soon as children 
begin to evaluate themselves in respect to others, 
they begin to form mindsets about their own in-
telligence (Dweck, 2006), that also generalise into 
perspectives about other people (though this lat-
ter point was only evident in later research). Her 
research into mindsets regarding intelligence is 
especially relevant to the developmental growth 
orientation in SRV. !rough experiments with 
people across a variety of ages (young children, 
adolescents and adults) and settings (kindergar-
ten, school and college) conducted over a thirty-
year period, her team exposed an all-too-common 
‘$xed,’ deeply-seated mindset that contributed to 
a series of actions which limited that person’s own 
growth. !ese actions or orientations prevented 
people’s development and progress, even to the ex-
tent that they avoided challenge in an attempt to 
validate their own ability but without ever actually 
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putting it to the test. In other words, engaging in 
hard work and e1ort was seen as running the risk 
of exposing them to actual failure, something peo-
ple with $xed mindsets could not countenance. 

!ese patterns of avoidance had people seek-
ing constant validation that they were essentially 
smart, capable and clever (or conversely, negative 
reinforcement that they were hopeless failures and 
dummies). “Clever people don’t need to work hard, 
they should $nd everything easy—that’s why they 
are smart, that’s what makes them clever.” How-
ever, when faced with the (inevitable) di>cult 
task and the possibility of failure (as for instance 
when people go to university for the $rst time and 
take on the role of university student), they might 
quickly plunge into despair, especially if they lack 
the strategies for counteracting the prospect of 
failure. !is merits further re:ection for those en-
gaged in SRV teaching and implementation: what 
might we learn from this pattern in regards to so-
cietally devalued and wounded people?

On the other hand, Dweck’s research indicates 
that people who operate with a growth (or even 
mastery) mindset understand intelligence as 
something that can be developed but only with 
much sustained e1ort. !is mindset leads people 
to seek a challenge, to enjoy being tested and to 
attempt progressively harder things. While intrin-
sically no smarter than the ‘$xed-mindset’ people, 
their orientation allows them to recognise chal-
lenges as opportunities for expanding growth and 
development, and therefore to be embraced and 
even sought out.

!e same people who have $xed mindsets about 
their own intelligence generally also hold such 
views about the intelligence of others (Gervey, 
Chiu, Hong & Dweck, 1999; as cited in Dweck, 
2000) and about the personalities of other people; 
views such as, can they be trusted or are they re-
liable?4 Such views were often formed from only 
a single encounter with an observed party (cf. 
Wolfensberger, 1998, 35). In other words, $xed 
mindset people tended to form rigid stereotypes of 
others faster, with more assurance and with less in-

formation than those with a growth mindset, who 
considered the behaviour of someone they had just 
observed to be potentially due to many explanatory 
factors outside of the person (Gervey et al., 1999). 
!is pattern can be seen often in the mindsets and 
interactions of teachers, human service sta1, medi-
cal and clinical personnel, etc.; to the detriment of 
societally devalued people in services.

Dweck and her colleagues believe that we all 
probably hold $xed mindsets about some, even 
many things, but that mindsets can also change 
once one becomes aware of the alternatives. What 
they have found is that encouraging someone to 
put out e1ort is more likely to promote a growth 
mindset, whereas an emphasis on outcomes–such 
as winning, or proving one is the best or the 
smartest–is more likely to secure a $xed mindset 
with its resultant tendencies.

Most of Dweck’s research concerns the response 
of normatively capable people in relation to their 
sense of self. While she o1ers some comments 
about the likely outcomes of people with very low 
expectations of themselves, I have seen little direct 
research in this body of literature addressing that 
problem directly.

Some Potential Implications for the 
Teaching & Use of SRV

The strength of SRV as a meta-theory is 
very much based on the validity and em-
pirical rigour of the related theories which 

SRV relies upon. If the work of Dweck contains 
such validity then the following implications 
might also apply to SRV:

and development apply to all of three parties: 
the devalued party, anyone closely interact-
ing with that party (worker, agency, parent), 
and anyone observing such interaction (what 
Wolfensberger referred to as the party of $rst, 
second and third part);

set” and “avoidance mentalities” seen in deeply 
wounded people, who have often concluded that 
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they are indeed failures, and it is therefore fruit-
less to even attempt new experiences or challenges 
(Wolfensberger, 1998, 22);

2006) might therefore strengthen the understand-
ing which SRV holds concerning the power of a 
devalued person’s own expectancy set about them-
selves, and in particular, the strategies that a sec-
ond party might utilise to encourage and facilitate 
the development of a growth/mastery mindset in 
a party of the $rst part;

between those people resistant to change, com-
pared to those willing to take a reasonable risk. 
Dweck’s research on mindsets provides valuable 
insight into such dynamics and even suggests a 
course of action that could potentially help ‘move’ 
some parties formerly resistant to e1ort, especially 
when that party feels exposed as a failure;5

-
search, Schein’s work with organizations suggests 
that service cultures can become $xed, i.e., be-
lieve they are already optimal, and thus become 
risk averse, avoiding any challenge and failing 
to adjust to new demands, while simultaneously 
creating and maintaining positive illusions and 
rhetoric of excellence. Such organizations tend to 
reach a plateau (at best) in achievement for them-
selves and for those they support. Many PASS-
ING (2007) scores from introductory workshops 
could re:ect aspects of the above scenario;

describe “assumptions” as an underlying and often 
unconscious thought process that profoundly af-
fects such things as role expectancies right through 
to service models. However, I am suggesting that 
assumptions may not be very amenable to study 
because of their implied narrow dimension. !ere-
fore, a theory utilising a discussion of assumptions 
alone may threaten its legitimacy in some teach-
ing contexts, not because it is inaccurate or im-
plausible, but because it is di>cult to demonstrate 
it. Mindsets comprise and coalesce from a larger 
set of assumptions, and therefore have more dis-

cernible patterns that theoretically can more eas-
ily be studied. People could have many di1ering 
assumptions, but share the same broad mindset 
which can be demonstrated and reliably shown to 
operate distinctly from other mindsets;

-
tancies in the teaching and writing of SRV is gen-
erally limited to a description of what mindsets are 
and how they relate to expectancies about people. 
!ere is room within SRV teaching to incorporate 
additional material on mindsets, such as related 
above, that also shows the interrelationship with 
the themes of Unconsciousness, the Developmen-
tal Model, and Role Expectancy; and how those 
themes discuss the mindsets that would be neces-
sary as devalued people and their supporters strive 
towards greater access to ‘the good things of life’ 
(Wolfensberger, !omas & Caruso, 1996).

Conclusion

Dr. Wolfensberger always described 
the main teaching events of SRV as “In-
troductions to SRV,” which sometimes 

amazed us as we sat through four days of lectures: 
if this is the introduction, what is the main bit 
like! I think he always appreciated that he was de-
scribing a framework, a kind of skeletal picture 
from which a great deal of additional material 
could be developed. His emphasis on leadership 
development encouraged learners to dive into the 
background material underlying SRV, and to keep 
researching new material. His own resource $les, 
and his development of three additional themes 
for SRV, illustrate this emphasis. As well, his new-
ly released book, “Advanced Issues in Social Role 
Valorization !eory” (2012), further exempli$es 
this process of ongoing learning and theoretical 
development of SRV. 

SRV then might be seen as a framework that 
permits much :esh to be added. Indeed, as a 
meta-theory, it relies heavily on pre-existing and 
emerging knowledge to be relevantly added to our 
understanding of how humans evaluate and treat 
each other, but also how this might be used wisely 
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so that vulnerable people can experience the ‘good 
things of life.’

!us any serious student, teacher and imple-
menter of SRV cannot restrict themselves to 
only SRV literature, but should be encouraged 
to search the $elds of knowledge and assess edify-
ing connections or clarifying corrections that can 
still be made to our understanding of SRV. I very 
much encourage your research, learning, ques-
tions and comments in this regard, both person-
ally as well as within the pages of this Journal, 
and through other forms of constructive interac-
tion. •

ENDNOTES

1. Schein (2010) refers to actions as ‘artefacts’, as though the 
actions are only representative symbols of our assumptions. 
!us assumptions or the sum total thereof is what the cul-
ture of a service really is (or corporation or program). !e 
artefacts are representations of that culture.

2. What we came to know as the ‘SRVX10 themes.’

3. !ere is a view that people tend to form views that re:ect 
polarised positions, especially once they contain some emo-
tional content for the person.

4. !is tendency to blame most/all behaviour on a person’s 
innate tendencies, and undervalue the importance of the sit-
uation and context that in:uences behaviour, has also been 
called the “fundamental attribution error” (Ross, 1977).

5. Dweck comments that people with $xed mindsets are 
concerned that ‘failing’ means they actually become a ‘fail-
ure’ (Dweck, 2000). !ere is also the fear for some devalued 
people that they actually will live down to the low expecta-
tions and stereotyped roles that others believe about them, 
thus trying something new or risky might fuel that fear into 
becoming a reality. Some might manage this by not trying 
at all.
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On a Role
Marc Tumeinski

The prime purpose of this ongoing column con-
tinues to be to explore the key concept of social 
roles: in regard to learning and teaching about 
roles, as well as in light of working to help soci-
etally devalued people to acquire socially valued 
roles with an eye towards greater access to the 
‘good things of life.’

In this column, I will brie:y explore the related 
sociological concepts of role enhancement and 
role strain. Simply put, the idea of role enhance-
ment (or role accumulation) analyzes the poten-
tial e1ects of a person having multiple (and per-
haps related) social roles, and proposes that mul-
tiple roles bene$t the role incumbent. Conversely, 
the construct of role strain theorizes that multiple 
roles can negatively interact and thus become 
not bene$cial but rather ‘damaging’ to the role 
incumbent (e.g., causing stress or strain). Vari-
ous theorists debate the validity and interaction 
of these two constructs. Nonetheless, the related 
theoretical concepts of role enhancement and role 
strain have applicability within Social Role Valo-
rization (SRV) theory, in terms of training as well 
as application. !e aim of this column is to brief-
ly describe and analyze these concepts in light of 
SRV. In particular, I will draw on a number of 
contemporary academic articles (see the refer-
ences listed at the end of this column) which are 
focused on aging and roles for elders, particularly 
the role of volunteer. I will use these articles as a 
springboard to illustrate the theoretical context of 

role enhancement and role strain, while also look-
ing for connections to SRV.

!e description and analysis o1ered here are by 
no means exhaustive, but are meant to serve as an 
invitation to, and a basis for, our readers to do fur-
ther study and analysis of these ideas, either with 
others or on their own, with an eye towards SRV 
training and implementation. I also encourage our 
readers to submit manuscripts further exploring 
these and other role-related topics in terms of SRV.

Lessons from Role Enhancement & 
Role Strain for SRV

What potential lessons might we draw from 
contemporary study, debate and dialogue about 
role enhancement and role strain?

things of life. For example, the various articles which 
I read in preparation for this column mentioned such 
role bene$ts as meaning, purpose, direction, health, 
eudamonic well-being (i.e., that helps one to reach 
human potential), access to resources, social connec-
tions, power, prestige, emotional grati$cation, envi-
ronmental mastery, purpose in life, positive a1ect, 
positive relations with others and social engagement 
(Chrouser Ahrens & Ry1, 2006, 801-802, 804, 808-
809; Rozario, Morrow-Howell & Hinterlong, 2004, 
414-416, 424; Morrow-Howell, Hong, McCrary & 
Blinne, 2012, 176). Many of these examples overlap 
with the SRV teaching concept of the ‘good things 
of life’ (Wolfensberger, !omas & Caruso, 1996).

column
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A related point is that regular engagement and 
participation in a role is required to access the 
bene$ts of a role, e.g., at least two hours per week 
in the volunteer role, continued over a year (Lum 
& Lightfoot, 2005, 50; cf. Hinterlong, Morrow-
Howell & Rozario, 2007, 351). !is time and en-
gagement factor has clear implications to making 
a role inventory (Wolfensberger, 1998, 83) and 
identifying role goals (Wolfensberger, 1998, 84-
95), for example.

In regard to the speci$c bene$t of improved 
health mentioned above, or at least of a more posi-
tive perception of one’s health, Hinterlong, Mor-
row-Howell and Rozario (2007, 363) ask what the 
demonstrated link between role performance and 
health might be due to. For example, is the link due 
to a particular role identity (e.g., a bene$t of only 
certain roles, such as the productive role of volun-
teer), a certain level of commitment to a role, the 
perceived centrality of the role in a person’s life, etc.? 

Some role privileges are seen as inherent in the 
exercise of the role, while others come from regu-
lar (even daily) interaction with role partners, i.e., 
those people that one comes into contact with due 
to one’s role (Sieber, 1974, 569; !oits, 1986, foot-
note 1, 259). !e role of paid worker, for example, 
brings a paycheck (inherent to the role) and poten-
tially a range of social relationships and interactions 
(requiring role partners). Insofar as this distinction 
holds, it could make for an interesting SRV-related 
sta1 training exercise or university assignment. In 
terms of SRV application, this distinction could 
help servers set role goals for a particular person or 
group (Wolfensberger, 1998, 84-95). Note that the 
concept of role partner brings to mind the empha-
sis within SRV on the social nature of roles, as well 
as the idea of role complementarity.

Role theorists describe the positive potential 
outcomes of role accumulation speci$cally, such 
as concomitant role privileges, greater overall 
status, security, more resources for status en-
hancement, greater ego grati$cation, etc. (Sieber, 
1974, 569; Rozario, Morrow-Howell & Hinter-
long, 2004, 414; Baruch & Barnett, 1986, 578, 

583; Haski-Leventhal, 2009, 3). Again, this con-
nection could generate a number of SRV learn-
ing exercises for sta1 or students, plus imple-
mentation pointers for SRV application. For ex-
ample, what speci$c valued roles in combination 
(including by enlargement or accumulation) are 
possible and probable, from a culturally valued 
analogue perspective (Wolfensberger & !omas, 
2007, 30-31)?

role overload (due to time constraints) and role 
con:ict (due to discrepant expectations) (Ro-
zario, Morrow-Howell & Hinterlong, 2004, 415; 
Sieber, 1974, 567). Role strain may contribute 
to poorer health, competing pressures, hostility, 
distraction, psychological dismay, etc. SRV theory 
warns of the possibility of role failure stemming 
from role overload as well as role con:ict.

 
-

ment runs the risk of role strain, but conclude 
that it is worth the risk (Sieber, 1974) or that the 
risks can be mitigated. For example, additional 
roles may provide greater protection via an in-
creased social network (Rozario, Morrow-Howell 
& Hinterlong, 2004, 425). Which social roles 
and/or which role domains are more likely to 
generate an increased social network for individu-
als or groups? A useful exercise, for SRV training 
and implementation, could be to rank order vari-
ous social roles (and the role domains) in terms of 
their potential for social relationships, either for a 
particular individual or a group (Wolfensberger, 
1998, 122-124; Lemay, 2006).

Sieber points out that “Another way in which 
multiple roles might compensate for role strain is 
through providing numerous bu1ers against fail-
ure in the instrumental and expressive domains of 
action” (1974, 573; cf. Hiemstra, 1982 & Loucks-
Atkinson, 2005). !ough he does not elaborate, 
this is an interesting claim to explore; e.g., what 
are instrumental actions, what are expressive ac-
tions, what speci$c instrumental and expressive 
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actions are tied to a particular role or role domain, 
what would create failure in instrumental and/or 
expressive actions, how might certain valued roles 
compensate for instrumental or expressive failure, 
etc. Such claims do raise SRV relevant questions. 
Can the risks or potential downsides of role strain 
be purposefully mitigated? If so, how? Leadership 
level SRV workshops do explore these questions 
to a certain extent.

Relevant SRV Concepts
The articles referenced above did not explicitly 
take into account several relevant concepts includ-
ed in SRV theory, but which are nonetheless consis-
tent with the articles’ $ndings (and sometimes are 
implicit within a particular article), such as:

roles (Wolfensberger, 1998, 29). !e articles which 
I studied basically assumed that additional roles 
were socially valued, but did not directly acknowl-
edge or name the reality of devalued social roles.

1998, 31-32).

-
sberger, 1998, 30), though Sieber (1974, 569) 
does indirectly raise this idea.

of at least some valued roles will likely require ad-
ditional or greater competencies (Wolfensberger, 
1998, 31). 

Potential Implications for SRV
What can we extrapolate from the above ideas 
to the likely outcomes of holding multiple valued 
social roles for impaired people? Several questions 
and possibilities stand out:

from the individual person to primary and secondary 
social systems to the societal level (Wolfensberger, 

1998, 78-80; cf. Gomperts, 2006-07)? A point sug-
gestive of societal-level action–which uses the lan-
guage of valorization (though not as far as I can tell 
because of SRV)–made by Rozario, Morrow-Howell 
and Hinterlong (2004, 426) is that “the valorization 
of caregiving as a productive role might lend further 
credence to the creation of supportive policies that 
will ensure caregiver and care receiver well-being.” 

other societally devalued groups (i.e., not only el-
ders) acquire and hold onto valued social roles? If 
so, how so? What adaptations may be necessary?

domains (Wolfensberger, 1998, 30), beyond just 
the volunteer role?

someone who has never had valued social roles, 
or perhaps only a few or low-bandwidth societally 
valued roles?

actually take on additional valued social roles? In re-
gard to elders, for example, bringing someone into 
new, potentially high commitment roles can require 
(Morrow-Howell, Hong, McCrary & Blinne, 2012, 
191-192; McBride, 2006-07, 67-69; Henkin & 
Zapf, 2006, 73-75) the following:
* building on past experience;
* making such roles (more) accessible, includ-

ing through creating relevant physical and so-
cial infrastructure;

* outreach and information sharing, including 
through: normative settings, mediating insti-
tutions (schools, churches), informal networks, 
available media;

* positive incentives; taking advantage of intrin-
sic and extrinsic motivators;

* the power of positive societal expectations;
* training and leadership development;
* ongoing facilitation, perhaps building on train-

ing and incentives as mentioned above.
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on moving from primary broad bandwidth roles 
to secondary narrower bandwidth roles set a foun-
dation for role accumulation (Lemay, 2006)? Can 
the process of role cascading be taken advantage 
of in regard to role enlargement or accumulation 
(Lemay, 2006)? And so on.

Concluding Note
The sociological concept of roles, as cur-
rently incorporated within SRV and PASSING, 
has a wealth of concrete implications in terms of 
training, evaluation and implementation. Much 
work has been done on this, and much more 
can be done, building on Wolfensberger’s initial 
framework while incorporating contemporary re-
search. How can existing SRV circles around the 
world continue this work with an eye towards 
helping societally devalued groups and individu-
als gain greater access to the good things of life? 
!is is one of our challenges, and one I hope that 
our readers will continue to take up. •
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ect in Worcester, MA (US) & editor of !e SRV Journal.

A NOTE ON THE WORD ‘ADVOCATE’

The noun ‘advocate’ comes from a Latin term advocatus, meaning someone summoned or ‘called to’ 
(ad-vocare) another person, particularly to help that other person, often in the context of a court of 
justice. It has had various related meanings over the centuries–such as someone who pleads another’s 
cause, someone who intercedes or speaks for or on behalf of another, a defender–and has been in use 
in English since at least the 14th century.

In Shakespeaker’s Richard III (I. iii. 87), the character of Elizabeth the Queen says of herself that 
she was never an enemy to her brother-in-law Duke Clarence “but have been, An earnest advocate 
to plead for him.”

!e noun ‘advocacy’ refers to the work of pleading or supporting, again on behalf of another 
person or persons, or for a speci$c cause.

In verb form, advocate means to defend, especially to defend or to raise one’s voice in support of 
a particular proposal or tenet.

Related words include advocateship (the o>ce or role of advocate), advocating, advocation (call-
ing to one’s aid; pleading or advocacy), advocator (one who publicly stands up for someone or 
something), advocatory (pertaining to advocacy) and advoke (to call or summon to oneself ). Ad-
vocate and advocacy are also related to the word ‘patron’ (see the December 2010 issue of !e SRV 
Journal).

!ese words can point us to Wolfensberger’s seminal work on Citizen Advocacy, as well as advo-
cacy e1orts by parents, friends, servers, etc. We might fruitfully study what the role of an advocate 
can entail, particularly in light of SRV theory, as well as how servers might advocate for a vulner-
able person in ways which still support that person in valued social roles, and does not put them 
in devalued roles (e.g., such as burden or child).

Source information from the Oxford English Dictionary

THE CITATION FOR THIS COLUMN IS
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The Ring of Words: On Rhetoric, Writing & 
Social Role Valorization Dissemination
Marc Tumeinski

Writing represents a unique mode of learn-
ing–not merely valuable, not merely special, but 
unique ... Writing serves learning uniquely be-
cause writing as process–and–product possesses a 
cluster of attributes that correspond uniquely to 
certain powerful learning strategies. 
~ Janet Emig, ‘Writing as a Mode of Learning’ 
   

We live in an increasingly complex society; and 
helping vulnerable individuals and groups to be 
positively valued in society–to have access to the 
‘good things of life’ through valued roles–is itself 
complex, particularly in today’s world of compli-
cated human service systems. If we are commit-
ted to being truly helpful to societally devalued 
people, then we may be called to develop and use 
the skills and habits of perception, observation, 
decision-making, evaluation, analysis, planning, 
and so on, in this endeavor. !is does not come 
naturally but takes work and time, and is instru-
mental to leadership development. Not only does 
it not come naturally, but societal pressures and 
human service structures can all too often push 
against taking the time to stop and think, to look 
and see, to re:ect and plan. What then can we do?

Over the past year, I have had the privilege of 
teaching two undergraduate university courses–
one on the topic of ‘community support services’ 
and another on the sociology of deviance. In both 
courses, I drew deeply from my background in So-
cial Role Valorization (SRV) and PASSING train-

ing and implementation. !e students in both 
courses were generally either already working in 
a variety of $elds broadly related to human ser-
vice, or were preparing to do so. As I put together 
these courses, one of my goals was to help prepare 
these students for the pressures described above. 
But again, the question was how exactly? One ap-
proach I tried was to incorporate opportunities 
for writing, not just for the sake of writing itself 
but as a handy tool of re:ection, communication, 
observation, analysis and decision-making. I am 
certainly not alone in this approach:

!e increasing complexity of human lives 
and situations requires that clinicians be 
able to clearly express the meaning of their 
professional judgments so that others can 
understand and implement them appro-
priately. Capturing the concrete world by 
translating observations into narrative is 
thus a crucial skill for all clinicians. Other 
kinds of social workers need the ability to 
build persuasive arguments that convince 
[others] of a plan or certain path of action. 
Community workers not only need to ad-
vocate in writing but they must also craft 
appeals to foundations and governmental 
agencies and write proposals that will result 
in funding for needed programs and servic-
es. It is not overly dramatic to say that the 
lives of clients can be signi"cantly dimin-

column
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ished by social workers’ inability to write 
well, or signi"cantly enhanced by strong 
writing pro"ciency in social workers. (Alter 
& Adkins, 2001, 496-497)

By design, both university courses involved 
weekly writing across multiple assignments; some 
of the writing assignments were stand-alone, oth-
ers were cumulative over the semester. In this as-
pect of my teaching, I also tried to make writing 
more relevant for the students by drawing deeply 
on my own SRV and PASSING experience, e.g., 
writing examples to use in teaching SRV work-
shops, developing exercises and discussion ques-
tions, writing PASSING reports, composing a 
letter to family members, putting together job 
descriptions, developing plans, etc.

Why stress the practice of writing, given these 
two course topics and the student body? “Good 
writing is essential for e1ective social work prac-
tice” (NASW, 2011). On some levels, it would 
have been far easier for me not to incorporate 
writing. A fair number of students expressed a dis-
like for writing; many more (based on what I read 
in their submissions early in the semester) had not 
been well prepared to write clearly and coherently. 
As an instructor, assessing student writing takes 
lots of time and e1ort.

Why bother? One compelling reason is that 
writing can e1ectively foster leadership develop-
ment. One study, for example, identi$ed “nine 
purposes of social work writing: to understand 
and care for the self; to communicate the self to 
others; to understand the perspective of others; 
to describe; to analyze; to be accountable; to per-
suade diverse audiences; to participate in knowl-
edge-building; and to represent the profession to 
society” (Falk & Ross, 2001).

I believe that the work which many of these stu-
dents were already doing, or were hoping to do 
upon graduation (e.g., in schools, group residenc-
es, psychiatric programs, nursing homes, prisons, 
homeless shelters, etc.), cries out for perceptive, 
thoughtful and re:ective servers who can com-

municate well with a number of di1erent ‘audi-
ences.’ !is is certainly consistent with Wolfen-
sberger’s emphasis on leadership development. 
He wrote proli$cally, not just his published work 
but countless unpublished texts, letters, memos, 
reports, thought papers, ‘standard operating pro-
cedures,’ book reviews, etc. One lesson that we 
can draw from his vast corpus is that he frequently 
revised his writing; we can in a sense trace how his 
thinking developed over the course of his writing, 
but I would even say because of his writing, rewrit-
ing and revision. 

Writing is certainly not the only way to encour-
age re:ection nor does it guarantee thoughtful-
ness, nor is it the only pedagogy I used in these 
courses. Still, developing the habit and skill of 
analytical and re:ective writing is one tried-and-
true tool. In my own experience as a server and as 
an SRV trainer, I certainly have come to appreci-
ate the power and bene$ts of taking the time and 
making the e1ort to write in relation to my service 
work, even when it was not easy or no one else 
read what I wrote. Writing may not come easy but 
it is a skill that can be learned and improved, even 
becoming a useful habit, and can be harnessed as 
a tool to improve human service.

writing makes for better communication, e.g., in 
letters, memos, emails, reports, progress notes, 
meeting minutes, etc. Poor communication can 
degrade service quality. !e time and e1ort in-
volved in writing can however help to bring 
greater depth and clarity to our communication. 
In some fundamental ways, many of the tools we 
use today to learn and communicate in university 
education, and in the work world, push against 
taking the time to write clearly and coherently. At 
the same time, the prevalence of Twitter, blogs, 
emails and text messages may in some ways also 
give us a tiny ‘hook’ to begin to engage students 
and workers in longer, more re:ective and analyti-
cal writing. !ere is a quantitative and qualitative 
di1erence between a text message and an essay or 
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Since you are reading this journal,
why not tell someone else about it? We believe Social Role Valorization 
is an important tool that concerned individuals can use to address 
social devaluation in people’s lives. As someone who shares that belief, 
encourage others to read and subscribe to the only journal dedicated to 
SRV. Information available at http://www.srvip.org/journal_general.php.

a report obviously, but it can at least be a place to 
start building, under the right circumstances. As a 
university instructor, I can easily require students 
to write; human service employers and supervi-
sors could similarly require, promote and teach 
certain forms of writing vis-à-vis their employees, 
with an eye toward leadership development.

further develop the ability and habit to think and 
reason more clearly, to practice critical thinking, 
to ask pertinent questions, to identify alternatives 
and test assumptions, to seek ideas and input from 
a variety of sources, to make connections between 
ideas. Human services of all kinds stress the im-
portance of such critical thinking, and can bene$t 
from its exercise. My experience has been that the 
pressures of university course loads, work, family 
obligations, etc. can sometimes push students to 
be satis$ed with their gut reactions, $rst impres-
sions or $rst drafts when completing course work, 
readings and assignments. I have seen this in ser-
vices as well. Human service administrators and 
sta1 may have a hard time at $rst seeing the sense 
or utility of writing: why spend time on some-
thing that is not ‘billable’ or immediately relevant? 

However, putting down words, phrases, notes, 
sentences and paragraphs–in some organized 
fashion–about a particular topic, question or situ-
ation forces us to think, clarify, make distinctions, 
anticipate potential consequences, consider alter-
native viewpoints, and so on. Even rough or draft 
writing can be bene$cial. At the very least, tak-

ing the time can push us not to make snap judg-
ments, not to rush to decision, not to do the $rst 
thing we think of. Even more though, putting our 
thoughts into concrete nouns and verbs invites us 
to think more clearly and coherently. Some stu-
dents groan and gripe when I require them to re-
vise and resubmit, and to get feedback from their 
class peers. Yet I do so because writing, drafting, 
re-writing and revising can help students learn the 
habit of taking the time to think, re-think and 
re:ect, and to try to communicate their thoughts 
clearly with other people, more e1ectively even 
than an informal or quick conversation.

of ideas and plans, and/or to identify patterns 
within organizations. Writing can help students 
and servers learn and practice formulating rele-
vant questions; a necessary skill in human service 
work (e.g., in conducting meetings or interviews, 
meeting new people, hiring and supervising, etc). 
And so on.

re:ective, to identify our strengths but also our 
biases and stereotypes. !is is a key aspect of lead-
ership development. It can help us to think clearly 
about what is important to us and to our role as 
learner or server. SRV and PASSING underscore 
the importance of heightened consciousness on 
the part of servers. Re:ective writing and journal-
ing–for example, in terms of social devaluation, 
wounding, social roles, the conservatism corollary, 
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etc.–can be an instructive part of SRV-relevant 
training. In PASSING workshops, the process of 
keeping a written record on easel paper for the 
entire team during a ‘foundation discussion’ or as 
part of the conciliation process can be a very in-
strumental and practical tool of learning. Writing 
a PASSING report provides another leadership 
opportunity for consciousness raising, examina-
tion of mindsets and stereotypes, discernment of 
patterns, etc.

to step into the shoes of another person–another 
of the major themes of Social Role Valorization–
through trying to better understand the person, 
their life circumstances, pressing needs, key rela-
tionships, etc.

to become better observers: of other people, of 
those they are supporting, of relevant environ-
ments (e.g., where someone lives or works or 
goes to school), of their own actions, of pertinent 
social policies and practices (as helpful or hurt-
ful), etc. Taking the time and making the space 
to mindfully re:ect on what we have observed, 
and writing our observations, can help us to un-
derstand better what we are observing but also 
point out possible gaps in our knowledge and 
observations. What are we missing? Learning to 
write can also help us become more careful read-
ers, e.g., of reports, $les, memos, proposals, ap-
plications, etc.

All in all, observation, communication, self-
re:ection and critical thinking are key skills for 
servers, and thoughtful writing can help students 
and sta1 to further develop and hone these skills. 
Many of the articles we have published in this 
Journal over the past years are solid examples of 
the above lessons, as are the host of PASS and 
PASSING reports which have been written.

What kind of writing assignments might we try 
in university or in services, with an eye toward the 

above skills? Below are some examples, though 
many more are available.

into language that a next door neighbor would be 
able to understand.

about a particular social policy.

to a parent of a child with impairments, perhaps 
to introduce themselves, to set up an important 
meeting or to gather information. What would 
they want to say to parents? How would they say 
it? What would they want to ask of parents and 
family? How would they describe their role and 
their approach? And so on.

sta1) to describe their (future) role as a server: 
what would it take to carry out the role, what 
would they do day by day, what would they need 
to learn, what would be the struggles, how would 
it bene$t the person served, how would they work 
together cooperatively with others, etc.

students to $nd sources (such as a YouTube vid-
eo, popular movie, documentary, website, song, 
book, article, journal, etc.) relevant to the course 
topic, and then in a paragraph to describe why 
and how it is relevant. I typically ask students to 
post these mini-assignments online so that other 
students in a class can read and see each others’ 
sources and commentary.

These are just a few sample ideas; I encour-
age teachers, instructors, trainers, supervisors 
and employers to consider these ideas, and how 
they might be adapted for their own classroom 
or human service program. Please share your ex-
amples and ideas with us, by submitting them to 
this Journal or by posting on our blog (blog.srvip.
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org). More importantly, I encourage you to write, 
and to help others write, as one very highly useful 
leadership development tool. •

Bright is the ring of words when the right man 
rings them. 
~ Robert Louis Stevenson, Songs of Travel
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Announcing the availability of
A SET OF FIVE DVDS OF TWO PRESENTATIONS BY DR. WOLF WOLFENSBERGER 

ON THE HISTORY OF HUMAN SERVICES

In 2009, the Minnesota Governor’s Council on Developmental Disabilities produced a set of DVDs, 
based on a videotape, of two one-day presentations on the history of human services presented by 
Dr. Wolf Wolfensberger & Susan !omas at Millersville University in Pennsylvania. !e $rst day is 
entitled “An Interpreted Pictorial Presentation on the History of Human Services with Emphasis on 
the Origins of Some of Our Major Contemporary Service Patterns, & Some Universal Lessons for 
Planning & Structuring of Services Which Can Be Learned from !is History.” It constitutes approxi-
mately 6:15 running time.

!e second day is entitled “Re:ections on a Lifetime in Human Services, from Prior to the Reforms of 
the 1950s-70s to the Present, with Implications for the Future: What Has Gotten Better, What Has Got-
ten Worse, What Is the Same, & What Lies Ahead.” It constitutes approximately 3:50 running time.

Each day consists of lecture presentations on the topic, using many overheads & slides (photos & 
illustrations). At the end of each day, the presentation draws out some lessons from the coverage to 
contemporary services.

!e set of $ve DVDs takes about 10 hours to show. !e set is currently on sale for the reduced price 
of US $350 or two for US $500, which includes permission to show the DVDs to others; for instance, 
in teaching a class or conducting a seminar. 

To order, complete the attached form & send it, along with full payment, to the address on the form 
on the next page.

DAY 1:  An Interpreted Pictorial Presentation on the History of Human Services
1a Pre and Post Greco-Roman Times     (26:33)
1b Early Christianity and the Middle Ages     (28:03)
2a Medieval Hospice and Hospital Design     (32:01)
2b !e “Menacization” of the ACicted     (10:35)
2c !e Rise of Pauperism     (29:42)
3a Deportation and Exile     (16:28)
3b Containment and Con$nement     (15:47)
4a Degradation and Elimination of the Altar     (11:46)
4b !e Panopticon and Central Observation Stations     (28:11)
5a Service “Deculturation” and Moral Treatment     (17:09)
5b “Menacization” Images and Associations with Leprosy and Contagion     (23:58)
6a !e Association of Hospices with Houses of Detention     (13:43)
6b Various Beliefs !at Played a Role in Menacization     (4:59)
6c Human Service Assumptions Based in Materialism     (14:18)
6d Further Menacization !rough “Treatments” Based on Punishments     (31:23)
6e Regimentation and the Use of Military Imagery     (17:07)
7a Historical Lines of In:uence in the Perversion of Western Human Services     (14:51)
7b Core Realities, Strategies and De$ning Characteristics of Contemporary Services     (31:21)
7c Some Conclusions     (10:53)
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DAY 2:  Re"ections on a Lifetime in Human Services
1 !e Bad Old Days, Part One     (23:48)
2a !e Bad Old Days, Part Two: !e Institutional Scene, Part 1     (33:06)
2b !e Bad Old Days, Part Two: !e Institutional Scene, Part 2     (15:59)
3 !e Bad Old Days, Part !ree: !e Educational Scene     (19:54)
4a What Has Gotten Better, Part One: !e Early Reform Era     (27:39)
4b What Has Gotten Better, Part Two: Normalization     (12:53)
4c What Has Gotten Better, Part !ree: !e Rights Movement     (5:55)
4d What Has Gotten Better, Part Four: Summary of Positive Developments     (17:53)
5 What Is Still the Same, New Problems !at Have Arisen & !ings !at Have Gotten Worse:
 Part One     (12:30)
6a What Is Still the Same, New Problems !at Have Arisen & !ings !at Have Gotten Worse:
 Part Two     (31:18)
6b What Is Still the Same, New Problems !at Have Arisen & !ings !at Have Gotten Worse:
 Part !ree     (23:27)
6c A Few Action Implications     (8:19)

ORDER FORM ~ HUMAN SERVICE HISTORY DVD SET

Name               
Address 
             
City                                                                 State or Province
Zip or Postal Code    Country

I am ordering    set(s) of $ve DVDs containing two presentations by Dr. Wolf Wolfensberger 
on the history of human services.

       ON SALE FOR US $350 (down from $485) for one set or US $500 for two sets    
 
 
  Add Postage & Handling: within North America: $ 8.00
      all other addresses:        $15.00 
     
   TOTAL IN US FUNDS: $     

Make check or money order, payable in US funds, to:  
Syracuse University Training Institute

Mail completed form, along with full payment, to:
Syracuse University Training Institute
301 Huntington Hall 
Syracuse, New York  13244  USA
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ADVANCED ISSUES IN SOCIAL ROLE VALORIZATION 
THEORY. By W. Wolfensberger. Plantagenet, 
ON: Valor Press, 440 pages, 2012. REVIEW 
AVAILABLE ONLINE @ www.srvip.org

Reviewed by David Race

The day on which I began this review saw the 
frequent use of the words ‘role’ and ‘roles’ in a 
very public forum in the UK. At the end of that 
day, the General Synod of the Church of England, 
because of an insu>cient majority in the House 
of Laity voting in favour, rejected the authori-
sation of women to serve in the role of bishop. 
Given that for over twenty years women had been 
serving as ordained priests in the Church of Eng-
land; that in many of the other countries who are 
part of the Anglican Communion women already 
serve as bishops; and that the principle of their 
being bishops had already been adopted by the 
Synod a year ago, then the competence and ability 
of women to take up the role was not in doubt. 
Logic and reason, as well as the great majority of 
ordinary churchgoers tested in surveys and polls, 
would seem to have made the move a matter of 
empirical obviousness. Yet, on the basis of ‘reli-
gion,’ either a belief in a literal interpretation of 
certain passages in the Bible at the ‘evangelical’ 
end, or a desire to ‘return to Rome’ at the other, 
a small minority at the extremes of the House of 
Laity succeeded in blocking the move.

By the time this review appears, there is a re-
mote possibility that the decision may have 
changed, but my point in beginning this review 
with the story is twofold. One, to alert the reader 
to my perspective as coming from the UK, with 
its quirky, one might even say arrogant, attitude 
to any issues of reason and religion that appear 
to come from outside these shores. Second, the 
timing of the General Synod decision, in the view 
of the general public, gives the views of Bishops 

in the House of Lords no credibility when that 
House itself, and its representativeness or exclu-
sivity, is under debate. !is has parallels with my 
view, expanded below, that this book is the right 
book at the wrong time, mainly for reasons which 
Wolfensberger himself discusses in its pages.

!e UK experience of normalization and Social 
Role Valorization (SRV) has been, in my view, 
strong in terms of its e1ects on services for people 
with learning disabilities, but weak in separating 
out the empiricism of SRV as a theory. Part of the 
reason for this, which I have discussed elsewhere 
(Race, 1999), has to do with the teaching of both 
normalization (or ‘normalisation,’ the use of which 
spelling by people in the UK implies more than just 
English pedantry) and SRV. !is teaching through 
workshops, including both PASS and PASSING, 
had a considerable e1ect on the application of the 
ideas, but lacked a theoretical backing, especially 
in the 1980s, when the development of SRV from 
normalization coincided with the greatest impact 
of the ideas in practice in the UK. Had such a 
book as this appeared during that time, the rejec-
tion and even hostility to SRV coming from the 
UK, especially from the academic world, might 
not have been so great. Wider changes in the aca-
demic world and in the world of human services, 
very much forecast in Wolfensberger’s other writ-
ings and adduced in this book in chapters four and 
$ve, may well have still prevented serious consid-
eration of the empirical validity of SRV even with 
such a book. As it was, even the 1998 monograph, 
which is the $rst exposition of SRV using the ‘ten 
themes,’ and my own 1999 text came, in my view, 
too late for serious attention to be paid to SRV as 
a social science-based theory, especially in the UK, 
where the academic disability world was totally 
dominated by proponents of the so-called ‘social 
theory’ of disability, seen as a) originating in the 
UK and b) having the academic recognition not 
a1orded to SRV.

REVIEWS & MORE
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Over a decade later, the book is immensely re-
warding to someone like myself, in that it has the 
depth of argument and logic that I would have 
found invaluable in my teaching role in various 
universities in the 1990s and later, but I fear it will 
largely be con$ned to what Michael Kendrick, in 
his Foreword, calls ‘insiders.’ Kendrick maintains 
that such is the author’s intent, and there certainly 
is much that rings many bells with those of us 
who would be classed in that category. !is would 
be especially true in chapters four, $ve and six.

My opening account of the peculiarly English 
goings on at the Church of England General Syn-
od $ts well into the issues of SRV and ‘worldviews 
and values’ discussed in chapter four. !ough oc-
casionally letting slip his empirical hat to reveal 
his own value positions, Wolfensberger lays bare 
the reality of the power that ‘religion,’ de$ned as 
he does in its broadest sense, has over empirical 
reason and evidence, even over what is actually 
de$ned as empirical. !at chapter alone should 
be recommended reading for all people entering 
the world of human services with high ideals, 
though with even further depth given in chapter 
$ve, the two combined would serve that purpose 
even better.

Similar thoughts, but more in terms of general 
e1orts by people to change things for the better, 
would be held about chapter six, an extended ver-
sion of Wolfensberger’s fascinating and amusing 
keynote presentation to the 2003 International 
SRV conference in Calgary. As someone who at-
tended that presentation, I $nd its written version 
even more important, and also am again remind-
ed of the ‘English experience’ of normalization 
and SRV, and what I consider the greatest period 
of its impact–the 1980s and early 1990s. Wolfen-
sberger’s combination of the literature on change, 
and his use of the example of the period in the 
early 1900s when the US Department of Agricul-
ture set up an army of local agricultural specialists 
all over the country, called “county agents,” under 
a scheme entitled the Cooperative Extension Ser-
vice, rang many bells regarding successful change 

agentry in the 1980s and early 1990s by SRV ad-
herents, but also why that declined rapidly there-
after. In particular the notion of ‘local champions’ 
being important reminds me of key individuals in 
local government and NHS services in the UK in 
the period referred to above, enabling ‘hotspots’ 
of SRV implementation to grow in a number of 
areas, but then to see them di1used as services 
moved much more to the ‘independent sector’ 
and to a market place of welfare. Once again, a 
reason why this is the right book at the wrong 
time, though there are at least suggestions in the 
chapter that are not totally reliant on a reader be-
ing an ‘SRV insider’ to be useful.

Ironically, in view of the foregoing, I would con-
sider the $rst three chapters, covering an overview 
of SRV theory, the role of theory in science, and 
the hierarchy of propositions of SRV, to be entire-
ly suitable for use in teaching SRV, especially in 
higher education settings. !e overview covers the 
elements well. !e discussion of theory in science 
could $t well into many university courses on re-
search and/or ‘evidence based practice,’ whilst the 
propositions of chapter three, essentially a di1er-
ent way to explain the empirical elements of the 
various ratings in PASSING, could not only be 
used as pre-PASSING reading but also in courses 
on service evaluation in which PASSING $gured 
as an element. !e probability that this will not 
happen, again especially in the UK, is outlined by 
Wolfensberger himself in later chapters, as men-
tioned, and has to do with the changes in the way 
higher education has developed in most wester-
nised countries. !is would also apply to profes-
sional training outside of universities, where so 
much attention is now paid to risk aversion and 
the management of welfare, as opposed to direct 
work with individuals. In fact, again ironically, 
one of the most promising avenues for SRV now 
in the UK, though very much on a small localised 
scale and involving those who are not expecting to 
make a living from such work, is with parents and 
carers, as they are being put more and more into 
positions where they are having to make decisions 
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for their o1spring, to use their ‘individual bud-
gets’ by purchasing services. For them, elements 
of this book could be useful, especially the over-
view and chapter six on change agentry.

In summary then, from the perspective of a 
(semi-retired) UK academic, who is still involved 
in small attempts at implementing SRV, this book 
has a lot to o1er; and in wishing it had come out 
in the late 1980s, I realise the impossibility of that 
happening. Even though SRV in the UK remains 
small, the fundamental injustice of the devaluation 
of vulnerable people revealed by SRV, like the is-
sue behind the General Synod’s verdict, will not go 
away. So even in this currently morally benighted 
country, people will still work to address societal 
devaluation. For them, this book will be a mixture 
of comfort, intellectual challenge and support. 
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Invitation to Write Book, Film & Article Reviews
From the Editor

I encourage our readers to submit reviews to !e SRV Journal of current $lms, books and articles. 
For people who are studying SRV, looking for everyday examples can help deepen one’s understand-
ing. For people who are teaching SRV, learning from and using contemporary examples from the 
media in one’s teaching can be very instructive for audiences. For people who are implementing SRV, 
contemporary examples can provide fruitful ideas to learn from. Some books and articles mention 
SRV speci$cally; others do not but are still relevant to SRV. Both are good subjects for reviewing. We 
have written guidelines for writing book and $lm reviews. If you would like to get a copy of either 
set of guidelines, please let me know at: 

Marc Tumeinski
!e SRV Journal, 74 Elm Street, Worcester, MA 01609 USA
508.752.3670; journal@srvip.org; www.srvip.org
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Announcing
Advanced Issues in

Social Role Valorization !eory

Author: Wolf Wolfensberger, PhD, 1934-2011
Hardcover: 432 pages
Publisher: Valor Press (Plantagenet ON, Canada)
Language: English
ISBN: 978-0-9868040-5-2
Copyright ©: 2012, Valor Press
Product Dimensions: 22 x 15 x 3 cm
Shipping Weight: 0.75 Kg
Price: 80$ cdn + shipping & handling

Valor Press
200 du Comté Road

P.O. Box 110
Plantagenet, Ontario K0B 1L0 CANADA

1.613.673.3583
www.instvalor.ca

contact Sylvie Duchesne at sduchesne@instvalor.ca
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About Social Role Valorization (SRV)
Social Role Valorization (SRV), a human service theory based on the principle of normalization, 
proposes that positively valued social roles are needed for people to attain what Wolfensberger has 
described as the good things of life (well-being). !is is of particular importance for individuals with 
impairments or otherwise at risk of being socially devalued by others, and therefore of great impor-
tance for human services to them.

About the book
!e $rst two chapters explain SRV, and give depth and background to SRV as an empirical theory 
that is applicable to human services of all kinds, to all sorts of people. !e remaining chapters are all 
revised and expanded versions of presentations that Dr. Wolfensberger had given at previous interna-
tional SRV conferences. !e topics treated in the chapters move from the general (chapters 2, 3 and 
4) to the more speci$c (chapters 5, 6 and 7).

!e contents of the book are especially useful for people who do, or want to, teach SRV; for SRV 
researchers; and for those interested in implementing SRV in a systematic way, especially in service 
$elds where SRV is new, not yet known, and not widely—if at all—embraced.

About Wolf Wolfensberger, Ph.D. (1934-2011)
World renowned human service reformer, Professor Wolfensberger (Syracuse University) was in-
volved in the development and dissemination of the principle of normalization and the originator 
of the program evaluation tools PASS and PASSING, and of a number of service approaches that 
include SRV and Citizen Advocacy.

Book Chapters
Foreword

an empirically-based theory

occasions where Social Role Valorization is taught or implemented

Role Valorization
-

tive settings
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LIST OF ITEMS TO BE REVIEWED
In each issue of !e SRV Journal, we publish reviews of items relevant to SRV theory, training, 
research or implementation. !ese include reviews of books, movies, articles, etc. We encourage our 
readers to look for and review such items for this journal. We will be happy to send you our guidelines 
for writing reviews, or they are available on our website (http://www.srvip.org/journal_submissions.
php). We are open to reviews of any items you think would be relevant for people interested in SRV. 
We also have speci$c items we are seeking reviews of. (We strive to include items which might have 
relevance to: SRV theory, one or more SRV themes, and/or social devaluation. If, however, a reviewer 
$nds that a particular item is not so relevant, please let us know.) !ese items include: 

Social Inclusion at Work. (2008). By Janis Chadsey. Annapolis, MD: AAIDD, 49 pages.

Inclusive Livable Communities for People with Psychiatric Disabilities. (2008). Washington, 
DC: National Council on Disability, 84 pages.

Body & Soul: Diana & Kathy. (2006). By Alice Elliott (Director). 40 minutes.

Achieving community membership through community rehabilitation provider services: 
Are we there yet? (2007). Intellectual & Developmental Disabilities, 45(3), 149–160.

Eisenman, L. Social networks & careers of young adults with intellectual disabilities. 
(2007). Intellectual & Developmental Disabilities, 45(3), 199-208.

Kleinert, H., Miracle, S. & Sheppard-Jones, K. Including students with moderate & severe 
intellectual disabilities in school extracurricular & community recreation activities. 
(2007). Intellectual & Developmental Disabilities, 45(1), 46-55.

Hall, A., Butterworth, J., Winsor, J., Gilmore, D. & Metzel, D. Pushing the employment 
agenda: Case study research of high performing states in integrated employment. (2007). 
Intellectual & Developmental Disabilities, 45(3), 182-198.

Wolfensberger, W. How to comport ourselves in an era of shrinking resources. (2010). In-
tellectual & Developmental Disabilities, 48(2), 148-162.

Abernathy, T. & Taylor, S. Teacher perceptions of students’ understanding of their own 
disability. (2009). Teacher Education & Special Education, 32(2), 121-136.

Patterson, I. & Pegg, S. Serious leisure & people with intellectual disabilities: Benefits & 
opportunities. (2009). Leisure Studies, 28(4), 387–402.
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DISCUSSION QUESTIONS
This feature provides a way to continue learning from & engaging with a Journal article after read-
ing it. We publish questions based on selected articles, inviting the reader to continue considering, 
re:ecting, discussing & writing about what they read. Such questions can be useful in deepening a 
reader’s level of understanding of the article content & its SRV implications, whether for teaching or 
application, & may even lead to a shift in mind-set. We hope these questions will be used by individual 
readers, as well as by university/college professors in their classes, by program managers during sta1 
meetings & so on. Re:ection on these questions might work best spread out over a period of time, &/
or shared with others.

LEARNING ROLE THEORY FROM FICTION (PP. 8-9) ~ WOLFENSBERGER

&/or television shows might be good examples to use to 
teach about social roles (valued & devalued), role communicators, etc.?

$ction, e.g., asking students to write a short story, a play or a scene from a play, $lm script; or to make a 
brief video, which illustrates the reality & power of roles?

ONE FOR ALL AND ALL FOR ... SOME (PP. 10-14) ~ RISSINGER

the question raised at PASSING workshops (during a foundation discussion) around priority of needs, 
e.g., what needs of the people served might have to be addressed $rst before other needs can be addressed?

& engage with 
the model coherency concept? !is particular article was based on a university assignment (involving 
school visits) which incorporated the concept of model coherency; what other kinds of assignments or 
exercises are possible & practical to introduce the SRV concept of model coherency to learners?

PARENTAL REPORTS (PP. 15-31) ~ MANN

(public, private, etc.) in terms of what is best for their son or daughter. What SRV criteria might help 
parents to rank order the schools available (e.g., culturally valued analog, availability of valued roles, set-
ting considerations, etc.)?

account overt & subtle forms of rejection, the nature of life-de$ning rejection, possible mitigating fac-
tors, etc. What are some of the normative & genuine responses to rejection by children, by their parents, 
and so on?



CALENDAR OF SRV & RELATED TRAININGS
This calendar lists upcoming SRV & PASSING workshops we are aware of, as well as a number of 
other workshops relevant to SRV. Each event varies in terms of length & depth of coverage of material; 
contact the person listed to make sure the workshop $ts what you are looking for. Additional training 
calendars may be accessed at www.srvip.org & www.socialrolevalorization.com. To notify us of SRV, 
PASSING & SRV-related workshops for upcoming issues, send information to: journal@srvip.org.

in a World that is Disfunctional, Including its Human 
Services

June 2-8, 2013
Worcester, MA, US
email register@srvip.org

An Introduction to SRV: A High-Order Schema for 
Addressing the Plight of Devalued People (*with an 
emphasis on developing leaders in SRV*)

April 16-19, 2013
Fairhaven, MA, US
email register@srvip.org

April 29-May 2, 2013
Lafayette, IN, US
email register@srvip.org

May 20-23, 2013
Holyoke, MA, US
email register@srvip.org

Practicum With SRV Using the PASSING Tool
prerequisite: attendance at a leadership level SRV workshop

January 27-February 1, 2013
West Virginia, US
email Linda Higgs ~ Linda.S.Higgs@wv.gov

October 13-18, 2013
Pennsylvania, US
email registerki@keystonehumanservices.org

Towards a Better Life: A Two-Day Introduction to SRV

March 12-13, 2013
Canberra, ACT, AUS
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Social Role Valorization News & Reviews
   
Susan Thomas

This column was begun by Dr. Wolf Wolfen-
sberger, who passed away on 27 February 2011. 
His long-term associate Susan !omas will con-
tinue the column.

As always, the intent of the column is $ve-fold:  
(a) Brie:y annotate publications that have rele-

vance to Social Role Valorization (SRV). Conceiv-
ably, some of these might be reviewed in greater 
depth in a later issue of this journal. Some of these 
items may serve as pointers to research relevant to 
SRV theory.

(b) Present brief sketches of media items that 
illustrate an SRV issue.

(c) Present vignettes from public life that illus-
trate or teach something about SRV.

(d) Document certain SRV-related events or 
publications for the historical record.

(e) By all the above, to illustrate and teach the 
art and craft of spotting, analyzing and interpret-
ing phenomena that have SRV relevance.

Aside from being instructive to readers, persons 
who teach SRV will hopefully $nd many of the 
items in this column useful in their teaching.

*In the December 2011 column, under the sec-
tion “Imagery of Illness & Death,” we mentioned 
that Hadamar, an institution in Germany where 
over 10,000 mentally handicapped people were 
killed under the Nazis, was being used “at least 
into the 1990s” as a psychiatric service. We have 

since learned that still to this very day it contin-
ues as a psychiatric service. Imagine what messag-
es are being sent to the service recipients, being 
housed in a place where over 10,000 people were 
killed not all that long ago for being, or having 
a condition, the same as oneself is or has. Just as 
bad in terms of historical imagery, though per-
haps less surprising, is the continued use of the 
Brandenburg prison as a prison. Brandenburg is 
where the Nazis put to death many of their po-
litical enemies. Visitors to the memorial site have 
to enter the prison itself to get there, and for this 
reason have to undergo all the security screening 
for prison visitors.  

Devaluation & Deviancy, 
& Responses to Deviancy

*!e 1884 book Flatland, by Edwin A. Abbott, 
is the story of two-dimensional creatures who 
live on a single plane. All the male inhabitants 
are multi-sided shapes, and the more edges one 
has and the greater one’s angles, the higher one’s 
status. !e females, however, are all line segments 
and thus very low down on the social scale. A 
visit by a Sphere convinces one of the inhabitants 
(a Square) of the existence of other dimensions, 
which gets him in trouble with the authorities 
and eventually lands him in prison for life. !e 
book was written as a satire on Victorian soci-
ety, including its class system, its fashions, and 
its denial of rights to women. It is another of the 

column
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“what if …” sort of books that can help one to 
understand deviancy and deviancy-making in 
one’s own society.

*Schweik, S. (2009). !e ugly laws: Disability in 
public. New York: New York University Press. In a 
presentation by the author based on her book, we 
learned the following.  

In 1881, a law was introduced in Portland, 
Oregon, and quickly copied in other locales, to 
remove obstructions on the streets; however, de-
spite its stated intent, the actual purpose of the 
Portland law was to remove one speci$c person 
who was seen as a nuisance, namely one Mother 
Hastings, who said she was told she was “too ter-
rible a sight for children to see,” and who was 
given money if she would leave town. !is she 
did, but unfortunately, she went to Los Angeles 
just as that city was enacting its own similar law. 
!ese laws came to be called “ugly laws,” and the 
$rst such law (the 1881 Portland law) read: “No 
person who is diseased, maimed, mutilated, or 
in any way deformed so as to be an unsightly or 
disgusting object or improper person to be al-
lowed in or on the public ways or other public 
places in this city, or shall therein or thereon ex-
pose himself to public view.” Obviously, this law 
targeted poor handicapped people, mostly beg-
gars, and also cast them into the object role. !is 
happened during the era of social Darwinism, 
and was an expression of that ideology’s hatred 
for human impairment.  

According to Schweik, the same purpose–get-
ting rid of unsightly and unwanted beggars–is 
today pursued via privatization of space. For 
instance, private shopping malls may try to at-
tract tenants with the argument that no beggars 
are allowed in this mall, and with the promise of 
private security personnel to keep such persons 
out. In 2010, in Portland, Oregon once again, a 
“sidewalk management plan” was introduced by 
the mayor to maintain a 6- to 8-foot “pedestrian 
use zone” on the sidewalk in which all pedestri-
ans have to be moving. !is would obviously put 

beggars on the run, and would move them out to 
the curb and away from buildings against which 
they might sit, or even sleep. In this instance, the 
vaunted Americans with Disabilities Act (ADA) 
was invoked to justify the plan, because the ADA 
requires unobstructed public passages for handi-
capped people, such as those in wheelchairs. 
However, that this plan was directed against peo-
ple (mostly beggars), not sidewalk obstructions, 
was shown by the fact that sidewalk cafes would 
still be allowed to have their tables and boards out 
on the sidewalks, thus obstructing easy pedestrian 
and wheelchair passage.  

 *Peter, D. (2000). Dynamics of discourse: A 
case study illuminating power relations in men-
tal retardation. Mental Retardation, 38, 354-362.  
An analysis of the case record of one 40-year-old 
blind retarded person who had spent much of 
his life in institutions for the blind and retarded 
showed that the most voluminous entries dealt 
with his body temperature, blood pressure, bowel 
movements and drug regimen. !is fact is con-
sistent with Foucault’s analysis (Foucault, M.  
(1979). Discipline and punish. New York: Ran-
dom House) that deviant people are subjected to 
the surveillance of the power structures, via what 
Foucault called their “gaze,” which is accompa-
nied by “turning real lives into writing” which 
“functions as a procedure of objecti$cation and 
subjection” (p. 192).

*!e notorious Robben Island o1 the South 
African city of Cape Town gained its noto-
riety by serving for 30 years as a harsh prison 
for political prisoners such as Nelson Mande-
la and Walter Sisulu in the days of apartheid. 
!e prison there has now been turned into a 
museum, in which some former inmates now 
have the valued role of prison tour guides. !e 
island had long been used as a place to distan-
tiate unwanted people, beginning in the mid-
1600s when slaves, convicts, and native peoples 
were sent there by the Dutch colonizers, and in 
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the mid-1800s it was turned into a leper colony 
(Smithsonian, May 2012).

*One way in which the wound of physical dis-
continuity can be in:icted is for people to be 
evicted from their apartments, even though they 
have been abiding by their lease. For instance, 
the owner of a building may not make mortgage 
payments, but may continue collecting rent pay-
ments from his tenants. When the bank $nally 
comes to repossess the property, the sheri1 is 
called upon to evict tenants, even though those 
tenants had been dutifully paying their rent, and 
knew nothing about their landlord’s $nancial 
problems. !ey may leave in the morning for 
work, and come home to $nd their belongings on 
the curb (e.g., Syracuse Post-Standard, 9 October 
2008).  Of course, this type of thing is most likely 
to happen to poor and marginal people, not to 
those who enjoy valued status. 

*A fascinating article by the travel writer Paul 
!eroux on Hawaiian culture (Smithsonian, May 
2012) reveals the universality of devaluation and 
deviancy-making. !eroux has lived in Hawaii for 
many years, but is still considered an “outsider” by 
native Hawaiians. !e Samoan language refers to 
outsiders as palangi, which means they have dropped 
out of the sky, like aliens from another planet; and 
in the Hawaiian tongue they are called haole, which 
means “of another breath.” What is ironic is that 
the Samoans and Hawaiians themselves were at one 
time “outsiders” to what are now their own islands, 
having arrived there by boat from across the Paci$c. 
However, once they set foot on the islands, the is-
lands became “theirs” and everyone else who arrived 
later became to them a palangi or haole.  By the way, 
the people of the island of Martha’s Vineyard (o1 
the New England coast of the US) refer to non-
islanders as “wash-ashores,” as if they were :otsam 
and jetsam thrown up by the sea.  

Further, those who are or consider themselves 
native Hawaiians are uncommunicative and re-
served vis-à-vis those they consider “outsiders,” 

even if these “outsiders” were themselves born in 
Hawaii (and thus native to it) or have lived there 
for many years.  

*Even in the exceedingly dangerous environ-
ment of mountain-climbing in the Himalayas, 
devaluation exists. For instance, the Sherpas, an 
ethnic group from Nepal whose members usually 
act as guides for climbers, and Pakistanis who of-
ten function as porters for climbing expeditions, 
devalue one another (Zuckerman, P. & Padoan, 
A. [2012]. Buried in the sky: !e extraordinary 
story of the Sherpa climbers on K2’s deadliest day).

*Everyone rails against stereotyping, but–like 
so much of our mental processing–it serves an 
adaptive purpose: if our ancestors had not “ste-
reotyped” all sorts of creatures on the basis of the 
behavior of only one or a few of that class, they 
would not have survived. Of course, the problem 
is that stereotypes may be unfair to the stereo-
typed party, and negative ones may interfere with 
opportunities for competency development, and 
may contribute to the devaluation of the stereo-
typed party. Unfortunately, most people almost 
automatically denigrate “stereotyping.” How-
ever, the recent emergence of a Chinese-Ameri-
can star basketball player, Jeremy Lin, brought a 
more realistic recognition of the issue in at least 
some quarters. In the US, star basketball players 
are “stereotypically” African-American–83% of 
the National Basketball Association’s all-stars are 
black. But one sportswriter (Time, 27 February 
2012, p. 43) admitted that he had “committed 
racial pro$ling” by assuming Asian-Americans, 
such as Lin, would not be good players, and 
would certainly lose against African-American 
players. (“Racial pro$ling” is stereotyping based 
on race, and, though everyone does it, is decried.)

  
*A new deviancy craze seems to have appeared 

on the scene, namely the child that is both “dis-
abled” and “gifted.” (One parent of an impaired 
boy described him at an SRV workshop as “pro-



The SRV JOURNAL60

foundly gifted.”) !is combination can take many 
forms. Among them is the hyperactive gifted 
child, the idiot savant, the child with Asperger’s 
syndrome, or with William’s syndrome and mu-
sical talent, the otherwise disturbed bright child, 
the isolated nerd, and so on. !e good news is 
that this notion prevents an observer from im-
posing a global negative judgment on a child; the 
bad news is that it places a larger proportion of 
children into a “disabled” role even when they are 
quite able.

Competencies & Issues of 
Competency Enhancement

*It is unfortunate that throughout at least re-
cent history, wars have been the occasion of many 
medical advances that are developed to treat 
battle casualties, and then get expanded and ap-
plied to the civilian population. Many advances 
in surgery, such as blood transfusions, and the use 
of antibiotics to treat infection, are examples. For 
instance, the “cheetah legs” made famous by the 
South African Olympic contender Oscar Pisto-
rius can now be seen on “dozens of amputees” at 
a military rehabilitation center. (More on Pisto-
rius in a later section of this column.) Currently, 
the ongoing war in Afghanistan, and the war in 
Iraq before it, have led to dramatic improve-
ments in the ability to save injured limbs (what 
is called “limb salvage”), rather than amputating 
them, and in both prostheses for lost limbs and 
orthotic devices to enable better use of damaged 
limbs. !ese are assisting many soldiers to retain 
or regain their role of active-duty military service 
member, as well as their roles of bread-winner for 
their family and competitive athlete even when 
they leave the military (Time, 28 May 2012). !is 
is an example of how competency-enhancing de-
vices can help preserve or restore valued roles.

 
*Medical innovations are often very risky in 

their initial stages when experience with them is 
limited, and especially if they are introduced with 
much hype.  !is includes medical e1orts to en-

able or increase competency development, espe-
cially if surgery or drugs are involved. In recent 
years, children with cerebral palsy have been given 
(apparently by injection) the anti-wrinkle drug 
Botox, a toxin produced by the botulinum bacte-
ria, in order to paralyze certain nerves and thereby 
reduce spasticity in their legs. !is use of Botox 
has not been approved in the US, but has been in 
some other countries. In some cases, the toxin has 
spread to other parts of the body, and weakened 
or paralyzed the breathing and swallowing mus-
cles, sometimes resulting in death. !e US Feder-
al Drug Administration issued a warning on this 
in February 2008 (AP in Syracuse Post-Standard, 9 
February 2008, p. A4).

*Everyone knows of the spectacular competen-
cy-enhancement of the deaf-blind and mentally 
stunted Helen Keller (1880-1968) by her full-
time live-in tutor, Anne Sullivan. One reason that 
we no longer hear of such Anne Sullivans these 
days is that no one wants to work around-the-
clock, and on a live-in basis, with impaired per-
sons. !e closest thing is euphemistically called 
an “intervenor” who lives “out” and comes in to 
work a 40-hour week tutoring a deaf-blind child. 
!ere is one two-year long program in North 
America that develops “intervenors,” but most get 
a mere two days training!! (Reader’s Digest, Febru-
ary 2008). No wonder we are no longer getting 
Helen Keller-like competency breakthroughs!

 
*Speaking of “intervenors,” a mere generation 

ago, who would have thought that the term “in-
tervention specialist” would refer to a special edu-
cation worker. People might have thought that it 
referred to a person who specialized in trying to 
defuse con:icts between hostile parties. Accord-
ing to a mother of an autistic boy, both his inter-
vention specialist and his teacher spend “countless 
hours” doing paperwork that justi$es his funding, 
meaning mostly their own salaries. So people get 
paid to do almost nothing but $ll out forms and 
reports to get paid to $ll out forms and reports 
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(Lindsley, S. [2009, March 9]. Newsweek, p. 18), 
rather than to enhance the competencies of those 
they serve.

 
*!at big competency gains can result from in-

tensive teaching, especially if it employs e1ective 
pedagogies, is illustrated not only in the story of 
Helen Keller, but also today. For instance, a pro-
gram of teaching the physically impaired to sit on 
and to ride horses instituted a 21-Day Challenge, 
consisting of 21 days of 30 minutes of riding each 
day. In these three weeks, children with spina bi-
$da or severe cerebral palsy who had been unable 
to do so before learned to sit up by themselves, 
hold up their heads, develop greater torso con-
trol, use their arms to push themselves up, and 
even speak more and better. !e before- and-after 
photos accompanying the article testi$ed to the 
children’s growth (ARISE News, Summer 2012, 
pp. 6-7). Unfortunately, the program calls the 
activity “therapeutic riding,” rather than eques-
trianism, or just plain horseback-riding, but this 
image problem does not detract from the compe-
tency development.

 
*A boy sucked his thumb until the age of 12, 

despite discouragement from the family. One day, 
someone o1ered him what today would amount 
to about a dollar if he quit–and he quit instantly 
forever (Maclay, D.T. [1970]. Treatment for chil-
dren: !e work of a child guidance clinic. New 
York: Science House). !is illustrates a cultur-
ally normative way of dealing with problems that 
these days might precipitate a torrent of paid and 
culturally non-normative services.

 
*William John Barrow was diagnosed as autis-

tic at age two when he had not yet said a word. 
One doctor told his father that if he was lucky, he 
would be able to live in a group home instead of 
an institution. Six years later, in 1996, his mother 
abandoned the family, and soon after that, the fa-
ther’s business failed. However, that year, at age 
eight, William learned to play chess, entered tour-

naments and got a coach, and played in 150 tour-
naments in $ve years. By age 17, he had attained 
the rank of “expert,” which puts him roughly in the 
99th percentile of tournament players. “His chess 
prowess enabled him to overcome many of the so-
cial stigmas attached to autism. His ever-growing 
skills helped him gain self-con$dence, and as a 
valued member of his school’s team, he earned the 
respect and friendship of his peers. Meanwhile, 
William was also discovering his immense talent 
for the tactics of mathematics” (US Chess Life, De-
cember 2007, p. 8. !e chess reporter wrote this 
as if he had had SRV training!). William began 
to make top grades. For 10+ years, he attended 
speech classes and learned to communicate natu-
rally. In 2007, the Horatio Alger Society gave him 
a $20,000 scholarship that enabled him to enroll 
at the Virginia Commonwealth University Hon-
ors College in Richmond, Virginia, aiming at bio-
medical engineering. !is is almost a textbook 
illustration of how the acquisition of one compe-
tency can lead to valued roles, to more competen-
cies, to improved images, and be a springboard to 
yet other skills and valued roles.

 
*Hallelujah! Finally, other parties besides some 

lone SRV trainers are also beginning to say that 
not everyone needs to go to college, and that there 
are many valued work roles that young people can 
prepare for and learn without attending college. 
As reported in Time (14 May 2012, pp. 34-38), 
vocational education and vocational high schools–
which for many decades had a poor reputation in 
American education as being the place “where you 
sent the dumb kids or the supposed mis$ts who 
weren’t suited for classroom learning”–are now 
getting a second look. Forcing every student into 
college preparatory courses, and holding up col-
lege as the norm, has had “awful” results: at least 
in the US, high school drop-out rates continue 
very high, high school graduates do not come out 
of school prepared to work, only between 20%-
40% of those who start college graduate from it, 
and there is now a shortage of skilled tradesmen 
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such as welders and auto mechanics who used 
to learn their job in vocational school. (By the 
way, many of the trades which students learn in 
vocational education also pay very well, and the 
range of such trades is expanding to include jobs 
in $re$ghting, medical services of many types, 
veterinary medicine, aeronautics, marketing, res-
taurants and other food services, and massage 
therapy.) In order to shed the negative image of 
vocational education, it is currently being called 
career and technical education (CTE). 

!e SRV relevances of this development are 
several. (a) It can contribute to competency-en-
hancement, and thereby to competency-contin-
gent roles, such as those of iron worker, radiology 
technician, and mason, all depending on which 
skills are taught in vocational education. (b) It 
underlines the importance of model coherency, 
in that a college education is neither the right 
content nor the right process for everyone; and 
further, once provided with appropriate content, 
students who had been doing poorly in more ab-
stract academic programs can thrive in well-deliv-
ered vocational training. (c) At the same time, it is 
important to take image issues into account, and 
not let vocational education become once again 
the seeming dead-end for students for whom little 
was expected.

   
*One area of research relevant to issues of com-

petency has gone under the names of “resilience” 
and “self-e>cacy,” and now is called “hardiness.” 
Hardiness is said to be made up of commitment 
(which means engagement, rather than withdraw-
al and isolation), control (which means having in-
:uence rather than being passive and powerless), 
and challenge (which refers to learning from ex-
perience). !e research overall claims that people 
who are resilient, or “have resilience,” who are 
self-e>cacious, and who are “hardy” in the above 
sense, cope much better with the hardships of 
life than those who are not. (Source: Maddi, S.R. 
[2002]. !e story of hardiness: Twenty years of 
theorizing, research, and practice. Consulting Psy-

chology Journal: Practice and Research, 54(3), pp. 
175-185.) !ese $ndings are very consistent with 
SRV–except SRV points out that having valued 
roles can also help one to cope with life’s hard-
ships even when one is not hardy, resilient or self-
e>cacious, and even when one has no competen-
cies whatever, because at least many valued roles 
tend to bring with them resources and protections 
in the forms of friends, family, allies, etc. 

 
*Advocacy in human services for so-called “self-

determination” (a relatively new word when ap-
plied to individuals, as opposed to nations) is 
rarely linked to issues of competency. In fact, the 
unnuanced self-determination rhetoric implies 
that even profoundly mentally impaired people 
should be given self-determination. For instance, 
a mentally disturbed woman living in a small 
apartment in New York City had been throwing 
feces out her window almost daily, but citizens 
complaining about this were told both by the po-
lice and the mental health department that they 
can do nothing about this (Time, 13 Sept. 1999). 
One would think that at least the public health 
department would have a purview here.

However, we now hear a new rhetoric about 
“self-determination skills,” which is a new term 
that refers mostly to what was once called “social 
maturity,” and thereby to all the competencies 
that were once subsumed under that construct, 
especially as once measured by the Vineland So-
cial Maturity Scale. Not surprisingly, “self-deter-
mination skills” correlated .77 with social skills 
(Carter, E.W., Owens, L., Trainor, A.A., Sun, Y. 
& Swedeen, B. [2009]. Self-determination skills 
and opportunities of adolescents with severe intel-
lectual and developmental disabilities. American 
Journal on Intellectual & Developmental Disabili-
ties,114(3), pp. 179-192). !e term “self-determi-
nation” can also now be used to mean possessing 
the skills of daily living. 

 
*For people with bodily and/or mental limita-

tions, using some generic resources for travel can 
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be di>cult to do, even with competent helpers.  
!ere is now help for them, in addition to help for 
vacations, which has been reported on in earlier 
News & Reviews columns. Hammer Travel LLC will 
help people with intellectual impairments to plan 
such trips: Hammer Travel, www.HammerTravel.
org, or call 1-877/345-8579. Such assistance can 
increase the competency scope of such travelers.

Interpersonal Identi#cation & Imitation
!e SRV themes of interpersonal identi$cation 

and imitation are linked because people are more 
likely to imitate those with whom they identify, 
and the closer and deeper the identi$cation, the 
yet more likely is it that imitation will take place. 
Both are also tied to competency, as covered in 
the previous section, since adaptive and maladap-
tive behaviors are often what people model to and 
imitate of each other. However, some items below 
deal with one more than the other.  

 
*Until recently, elected o>cials–such as mem-

bers of Congress–lived in Washington, DC with 
their families for the duration of their term. 
!is also meant that members’ families became 
acquainted, ran into each other in stores and at 
school meetings, etc. However, now it is common 
for the families to remain behind in their home 
districts, with the elected member commuting 
from there to Washington and back. !is makes 
lawmakers anxious to $nish their work speedily, 
so that they can get home for breaks; it is also 
believed to be one of the contributors to the at-
mosphere of hostility between members of oppos-
ing political parties, and their unwillingness or in-
ability to work together (Syracuse Post-Standard, 
1 April 2012, p. E4). In other words, because of 
their residential arrangements, lawmakers of op-
posing views are now less likely to encounter each 
other in ordinary activities of life, and are much 
less likely to identify with each other, thus mak-
ing them less willing to work cooperatively with 
each other. !is underlines the importance of 
commonalities among people–common spaces, 

shared activities, etc.–to the development of in-
terpersonal identi$cation, and in turn to the de-
velopment of positive attitudes and interactions 
among people.

 
*Some years ago in this column, we wrote about 

the pro baseball pitcher Jim Abbott, who has only 
one hand and who for 10 years was a star pitcher 
for several major league baseball teams until he 
retired in 1999. He has written a book (Imperfect:  
An improbable life, 2012), in which he describes 
meeting numerous children with di1erent physi-
cal impairments, who were mesmerized and in-
spired by seeing what he was able to do. In other 
words, he was seen as a model of someone in a 
highly valued role whom they could imitate. 

 
*A high school boy who uses a wheelchair be-

cause of a genetic impairment that makes it very 
di>cult (though not impossible) for him to walk 
or stand for very long has participated in the 
“wheelchair division” of competitive running 
races. He took up “running” in imitation of his 
mother after she entered her $rst race. His middle-
aged father, who has no impairment, also learned 
to use a wheelchair so that he could compete with 
his son; in fact, the father has competed in the 
wheelchair division even in races that his son has 
not entered (Syracuse Post-Standard, 8 July 2012, 
pp. C1, C7). !e father said he started doing this 
so that he could share activities with his son.    

 
*A high school in Colorado takes students on 

a trip each year where they live like the poor of 
other countries do in a “Global Village” that 
is part of an economic development organiza-
tion. For one week, the students have to use the 
same food, utensils, energy sources (e.g., $re-
wood), etc., as the poor of a particular country. 
As would be expected, this trip is deeply a1ect-
ing for the students, even though they describe 
it as very di>cult (World Ark, May 2012, pp. 
50-51). !is illustrates one strategy for increas-
ing interpersonal identi$cation, namely actually 
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assuming the life experiences and conditions 
of another party, as opposed to just hearing or 
reading about them.

 
*A small town outside Rochester, NY, became 

the center of much media attention when more 
than a dozen teenagers at a local high school be-
gan twitching, $rst one, then another, then an-
other. Families wanted to attribute this to envi-
ronmental toxins, but there was not evidence to 
sustain that claim. Eventually it appeared that 
this was a case of mass hysteria (as some observers 
had posited from the $rst), a phenomenon that 
is not uncommon especially among adolescents. 
!is explanation was resented by the a1ected 
teens and their families because it implied that the 
teens were “making it up,” and that they carried 
some unresolved, and unstated, anxieties, con-
:icts and resentments. It is estimated that in the 
US alone, “hundreds” of outbreaks of mass hys-
teria occur each year, though most pass quickly 
and few attract more than local attention. Half 
these instances occur in schools, and more among 
females than males (New York Times, 11 March 
2012; Newsweek, 20 February 2012, pp. 26-27).

!is phenomenon illustrates both (a) one ex-
pression of human unconsciousness, in that the 
teens were not consciously engaging in the odd 
physical manifestations that attracted attention 
and disrupted their lives; and (b) that imitation of 
maladaptive behaviors can occur, and without any 
conscious awareness that such imitation is taking 
place. !e teens and their families believed (in-
correctly) that they were not imitating each other, 
but had each independently developed their tics 
and twitches.

 
*Time magazine (14 May 2012) reported that 

National Basketball Association players are be-
ginning to dress like nerds and geeks, which “is 
transforming the image of young, rich African-
American athletes, “ and “defying the expectation 
that they wear an intimidating hood facade.” De-
fying that expectation can only help to improve 

the image of such athletes in the wider society, 
and of the many young people who admire, iden-
tify with and imitate them.   

 
*!e 2011 $lm “!e Help,” based on a book 

of the same name, was nominated for numerous 
awards, as were the actors in it. !e $lm tells the 
story of black domestic workers (maids, mostly) 
in the US south during the segregated 1960s.  
!e National Domestic Workers Alliance, an ad-
vocacy body of and for nannies, house cleaners 
and day laborers (including immigrants), used 
the $lm and especially its association with the 
highly image-enhancing Oscar awards ceremony, 
“to build spirit and self-esteem,” as well as to pro-
mote its agenda via lobbying. An article described 
“the pinch-me feeling of seeing people like them-
selves sympathetically portrayed;” the article also 
noted that the visibility of the Oscars, along with 
the high prestige of celebrities in contemporary 
culture, has helped to improve the image and ac-
ceptability of numerous other conditions, states 
and roles that would otherwise be very devalued, 
such as homosexuality (Syracuse Post-Standard, 3 
March 2012, p. C8).  !is is an example of action 
on the fourth level of social organization (the level 
of an entire society), applied to an entire devalued 
class, in this instance one that facilitates interper-
sonal identi$cation of valued parties with deval-
ued ones, and a1ects the attitudes of the former 
to the latter.       

*Hall, R. & Moore, D. with Vincent, L.  
(2006). Same kind of di#erent as me. Nashville, 
TN: !omas Nelson.

!is is the story by and about two men who are 
as di1erent from each other as one could imag-
ine. !e $rst author, Hall, was a well-educated, 
wealthy, white Texas art dealer with a wife and 
children, who traveled around the world in his 
business. !e second author, Moore, was a black 
man who had absolutely no education, grew up 
as a desperately poor sharecropper in the US 
south, was homeless, had a criminal record, and 
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was reluctant to develop a relationship with any-
one, especially not with white people since he had 
been oppressed and brutalized at their hands. !e 
two met through the mediation of Hall’s wife, 
who with her husband began to serve as volun-
teers at meals at a local “mission” to the homeless. 
Over time, the two men $rst became acquainted, 
and then made a conscious decision to become 
friends. !eir relationship was a form of personal 
advocacy, though in this instance not mediated by 
a Citizen Advocacy o>ce or other service. Also, as 
happens so often in these relationships, the per-
son who started out at greatest disadvantage and 
in greatest need eventually became a benefactor 
of the more privileged man. In fact, Moore saw 
Hall through Hall’s wife’s illness and death, and 
eventually became $rst an informal and unpaid 
worker for Hall, and then a paid employee.

!e mission to the homeless and the people it 
serves (where Hall and Moore met) are described 
in the worst ways one can imagine: as $lthy, 
smelly, with very bad appearance. !e service ap-
parently operated on the lowest common denomi-
nator principle, with rules for virtually everything 
because of only some of the people served. Re-
peatedly, Hall states that these features would put 
people o1 from coming to serve at the mission, or 
remaining long to serve, and from becoming close 
with any of the recipients.    

!e book also tells of the great hardships and 
deprivations in the US south into the middle of 
the 20th century, and of multiple wounds being 
struck to Moore, some by nature but most by the 
actions and inactions of others, such as the land-
owners where his family were tenant farmers. !e 
story also testi$es to how a personal relationship 
with a valued party is often the avenue to valued 
roles and participation in valued society for a de-
valued and deeply wounded party. For instance, 
Hall takes Moore for his $rst time ever into cof-
fee shops and restaurants, and to a church retreat, 
even though Moore was more than 50 years old 
by then. !e Halls also help Moore to obtain a 
driver’s license, and send him on his $rst road 

trip. Eventually the widowed Hall invites Moore 
to share his living quarters on an expensive estate 
where he is living while selling the art collection 
for the estate.   

!e story is told in short chapters, each by one 
of the two men who alternate in speaking about 
the same time or incident in their lives and rela-
tionship. !e alternation of one author’s words 
and perspectives with the other’s also shows how 
the same thing can look very di1erent, depend-
ing on whether one enjoys valued status in soci-
ety or not.

!e story is equally about the changes that 
occurred in Hall, though these have little to do 
with the valued roles he occupies, and much 
more with the way he views the world, the way 
he views lowly people, and what he sees as fruit-
ful address of their problems, e.g., via formal 
structures such as government vs. by personal 
engagement with them.

!e book would be useful for an SRV-related 
book study group, for a class assignment in cer-
tain human service-related courses, and for people 
in Citizen Advocacy.  

 
*Moore, T. (1991). Cry of the damaged man:  

A personal journey of recovery.  Sydney, Australia:  
PanMacmillan. !is is the account by a physi-
cian of an automobile wreck which left him with 
many serious injuries, and of his subsequent 
long stay in hospital and eventual rehabilitation. 
He had to put up with only a few incidents of 
bad treatment in hospital, probably because his 
role as a physician made him a valued patient 
to sta1. However, even he experienced the loss 
of dignity, deindividualization and lack of au-
tonomy that so often go with being a hospital 
patient. Unfortunately, while the author ex-
plains that this time of su1ering brought him to 
confront important issues in life, he is also very 
particularistic in tone. For instance, he details 
(p. 89) all the ways in which he thinks his own 
su1ering di1ers from that of other people who 
are injured in tra>c accidents.   
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He cites (p. 129) one mother of a brain-dam-
aged son as saying “lost head, lost human,” which 
certainly casts brain-damaged people into the no-
longer-human role.

Roles–Both Valued & 
Devalued–& !eir E$ects

We will begin this section with a number of 
items related to sport, as a tribute to the recently 
completed Olympics and Paralympics games, and 
then continue with other roles-related items.

 
*Oscar Pistorius, the South African runner who 

had both lower legs amputated and uses metal 
spring blades (called “cheetahs”) on which to run, 
won his appeal to be able to compete in the “or-
dinary” Olympics as well as in the Paralympics. 
At $rst, he was not permitted to compete in the 
“ordinary” Olympics because it was believed his 
running blades gave him an advantage over run-
ners who had “only” their own natural legs to run 
on (Time, 30 April 2012, p. 161). However, the 
ruling allowing him to compete raises interesting 
questions of the conservatism corollary of SRV, 
and just what does “bending over backwards to 
compensate for disadvantage” mean? How far 
should it be taken? For instance, if Pistorius’ run-
ning blades do make him faster than runners on 
legs, ought he to have to start later or further back 
on the course, rather than at the starting gun 
or the starting line? In any case, he has certain-
ly achieved the role of professional athlete, and 
Olympic-level runner.

!e $rst athlete who applied to compete (in 
2010) in both the Olympics and Paralympics was 
the Canadian Brian McKeever, a cross-country 
skier who is legally blind.    

 
*Sarah Robles is a woman who is 5 feet 10 inch-

es tall (about 180 centimeters) and weighs 275 
pounds; she would be considered obese, and very 
likely cast in devalued roles as a result. However, 
she is an Olympic-level weight-lifter, one of the 
world’s strongest women (Time, 11 June 2012, 

pp. 62-63). On the one hand, having and/or de-
veloping physical competencies can gain access to 
certain valued roles, and Olympic athlete is cer-
tainly a valued role. It was only in high school 
that she was invited to join the track team and 
learn to throw the discus, which led to an athletic 
scholarship to university. On the other hand, for 
much of the time, the Olympic athlete role does 
not have great visibility, especially if it is not in 
one of the Olympic glamour sports such as ski-
ing, swimming or gymnastics, and the bene$ts of 
this valued role may not be easy to translate into 
every situation. For instance, she says that when 
she walks down the street, she knows passersby see 
her only as fat, lazy and gluttonous, and she hates 
clothes-shopping and therefore tends to dress in 
loose-$tting men’s clothes. (On this very same is-
sue, see also the item in the June 2012 News & 
Reviews column, pp. 66-67, on the painter, $lm 
maker and professor in a wheelchair.)

 
*In connection with the Olympic games, nu-

merous sponsors ran Olympics-related video and 
print ads. British Petroleum–actually, now called 
only BP, for image-related reasons–ran ads that 
featured obviously impaired athletes competing 
in the Paralympics in positive juxtaposition with 
presumably unimpaired Olympic athletes. All the 
athletes were identi$ed as “champions.”   

   
*An example of the recovery of a valued role is a 

man who had been a downhill skier until he was 
paralyzed in an accident. !rough an adapted ski-
ing program (once again a competency-targeted 
program), he was able to resume his downhill 
skier role “at the same speeds I used to before my 
accident” (ARISE News, Spring 2012). !e article 
was accompanied by numerous pictures of people 
with severe impairments in ski togs and with ski-
ing equipment, but none showing them actually 
going down the slopes.  

 
*Baseball pitcher Jason Grilli started in the mi-

nor leagues and has become a relief pitcher for 
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a major league team. He did not do very well as 
a starting pitcher–as one sportswriter put it, he 
was “booed out of the city” after failing to carve 
out a niche for himself. But as a relief pitcher, he 
has racked up an impressive record of striking out 
batters. As Grilli himself put it, “we’re all look-
ing for roles,” and it appears that he has found 
one (Syracuse Post-Standard, 2 June 2012, pp. B1, 
B5). Note that neither the role of “baseball team 
member” nor even “professional baseball team 
member” was enough to satisfy Grilli’s role hun-
ger, but that he needed a speci$c role niche. !is 
could have human service parallels; for instance, 
the role of “employee” or of “classroom student” 
may not be su>cient to satisfy the role hunger 
of an impaired adult or child, but a much more 
speci$c role may be needed, such as “secretary to 
…,” “assistant to …,” “section 5 courier,” “math 
whiz,” “ball-boy for the junior varsity team,” etc.  

 
*Hughes, C. & McDonald, M.L. (2008). !e 

Special Olympics: Sporting or social event? Re-
search & Practice for Persons with Severe Disabili-
ties, 33(3), 143-145.!is article compared the 
Special Olympics and the Paralympics games, 
exemplifying many of the dynamics of devalued 
people devaluing each other, and not wanting to 
be image-tainted by each other. First, the “worse-
o1” athletes in the Paralympics would like to kick 
out the “less disabled” ones, such as those with 
single amputations. !en they want to be sepa-
rated from those with “intellectual disabilities,” 
lest the Paralympics get confused with the Spe-
cial Olympics, and Paralympics competitors get 
viewed as stupid.

 
*Storey, K. (2008). !e more things change, 

the more they are the same: Continuing concerns 
with the Special Olympics. Research & Practice for 
Persons with Severe Disabilities, 33(3), 134-142. 
!is article critiques the Special Olympics pro-
gram from multiple perspectives, including the 
age-degrading imagery that so commonly su1us-
es it. It also cites research that people’s attitudes 

toward Special Olympics participants actually 
worsened as a result of contact with them. Some 
of the critiques are ideological in nature, such 
as that the handicapped people themselves are 
not in charge of Special Olympics, and that the 
workers at it are not impaired themselves; if these 
critiques were satis$ed, that could degrade even 
further the images associated with Special Olym-
pics, and would certainly raise questions about 
how competently the events would be run. (See 
the item earlier in this column about some of the 
insanities associated with “self-determination.”) 
It is therefore particularly ironic that the Special 
Olympics is said to have “lack of empirically veri-
$able lifestyle outcomes.”

Actually, the stated mission of the Special 
Olympics since 1968 had been a very good one:  
“To provide year-round sports training and ath-
letic competition in a variety of Olympic-type 
sports for children and adults with intellectual 
disabilities, giving them continuing opportuni-
ties to develop physical $tness, demonstrate cour-
age, experience joy, and participate in a sharing 
of gifts, skills and friendship with families, other 
Special Olympics athletes and the community” 
(Special Olympics [2009]. Special Olympics, the 
global movement fact sheet. Retrieved June 5, 
2009, from  the Internet). If only someone paid 
attention to this mission, and if only the actual 
Special Olympics activities lived up to this aspi-
ration! However, this is an instance of the latent 
functions of a system dominating over the mani-
fest ones.

 
* A seven-year old girl born with no hands and 

only vestigial arms won a penmanship award, 
along with $1,000, from a publisher of textbooks 
on reading and language. While this is not a 
life-de$ning role, and may have little long-term 
impact on her life, it does attest to the compe-
tency she had attained despite her impairment; 
one might have thought that especially these 
days, people would simply have had her “write” 
via computer, rather than have her learn actual 
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penmanship. Unfortunately, the award is named 
for another youngster without hands or lower 
arms who entered the company’s annual penman-
ship contest the previous year, and whose work 
prompted judges to create “a new category for 
students with disabilities” (Syracuse Post-Standard, 
21 April 2012, p. A-11). Knowing what we do of 
these things, this makes us wonder if a lower stan-
dard is set for the category for “students with dis-
abilities” than is set for unimpaired contestants.

 
*One o1shoot of the Occupy Wall Street move-

ment of 2011 is that empty houses have been 
taken over by community groups and individu-
als, who have set up individuals and even entire 
families in these houses, some of them being 
empty because of the mortgage and foreclosure 
crisis that left many owners unable to make their 
mortgage payments. !is development is called 
Occupy Our Homes, and an article on it (Syra-
cuse Post-Standard, 25 March 2012, p. H4) il-
lustrates the importance of role interpretation in 
how a party and its actions will be perceived. !e 
people who thusly move into properties that are 
not their own, and for which they are not paying, 
are de facto squatters, and they are usually poor–
but they and the groups that back them use the 
terms “tenants without a lease” or “live-ins.” Some 
such squatters refer to their abodes as “my house,” 
even though the property is owned by someone 
else who may have vacated it only due to being in 
$nancial trouble and unable to make payments.  
Sometimes the owners have had to move to much 
smaller and humbler quarters while continuing 
to make payments on a property that is now oc-
cupied by someone who is paying nothing for it, 
and who sometimes even destroys the property.

On the one hand, this strategy may work to-
wards the creation of the valued role of tenant, 
or even home-owner, for such squatters (numer-
ous variables determine if, how and when such 
squatters can be evicted), which may enable them 
to have more of the good things of life. On the 
other hand, this is a seizure of a role that is done at 

the expense not of the banks and big money $rms 
that masterminded the crisis, but at the expense 
of speci$c individual home-owners who got over-
taken by these developments, and they for sure 
are not likely to develop better attitudes towards 
such squatters, live-ins, and/or tenants-without-a-
lease who take their properties from them.

 
*A project named the 100,000 Homes Cam-

paign aims to get, by the year 2014, perma-
nent homes for the approximately 110,000 or 
so chronically homeless people in the US. A tall 
order, to say the least. !ere are actually over 
600,000 homeless people in the US, but some 
are only homeless for short periods of time. !e 
approach taken by this campaign is known as 
“housing $rst,” meaning that the $rst order of 
business is to get a person a place to live, and only 
once that is accomplished to address their mental 
problems, drug and alcohol addictions, etc. Re-
portedly, 85% of people placed by this program 
into permanent residences stay there, and do not 
return to the homeless street life. From an SRV 
perspective, one could say that the program is at-
tempting to get these people out of the roles of 
“homeless street person,” “beggar” or “panhan-
dler,” “drug addict,” etc., and into the role of at 
least tenant and possibly even homeowner. How-
ever, one project of this campaign was the reno-
vation of a 146-unit building in New York City 
to provide short-term housing. In other words, 
this setting congregates together large numbers of 
people with many problems, and is also a tempo-
rary measure (short-term), rather than providing 
or obtaining longer-term residences (Smithsonian, 
June 2012). !is does not bode well for the long-
term success of the campaign.  

 
*!e cover story of the 7 May 2012 issue of 

Newsweek was devoted to the challenge to fami-
lies of caring for a child with impairments. !e 
articles showed great sympathy for the plight of 
parents of such children, especially when they are 
single parents as so many today are. However, they 
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also showed that some devalued roles are still alive 
and well. For instance, the editor-in-chief ’s intro-
ductory column to the issue was headlined “!e 
Forever Child” (p. 6), even though a young man 
pictured for one of the articles looked very typical 
for his age, and another little girl was shown–and 
reported–as achieving in school. Another brief ar-
ticle by a father of a brain-damaged son had the 
subtitle, “!e author comes to terms with a son 
who can never grow up” (p. 43). !is article was 
excerpted from the book Father’s Day: A journey 
into the mind and heart of my extraordinary son 
(Bissinger, 2012; Houghton MiCin Harcourt).  

!e editor-in-chief also said that she has an 
adult son who “has Asperger’s” and attended a pri-
vate school for the handicapped in the northeast. 
Now he is being served by an agency in New York 
City that the author commended for “badgering” 
employers to hire such persons. “Badgering” is 
not an adaptive strategy for improving attitudes.  

*!e subhuman roles are also still alive and well. 
In 2010, a Tennessee state representative said that 
pregnant illegal immigrants “go out there like rats 
and multiply,” and in 2011 a Kansas state rep-
resentative compared illegal immigrants to feral 
hogs (Syracuse Post-Standard, 2 June 2012). Of 
course, illegal immigrants are among the current-
ly very devalued classes in at least certain sectors 
of US society.  

 
*!e Sunday New York Times of 26 February 

2012 carried a lengthy story about the rise in 
numbers of very debilitated older prisoners in 
state prison systems, and the di>culty of caring 
for them in such settings (see also the chapter 
on “SRV and Detentive Settings,” in Wolfen-
sberger’s (2012) book Advanced Issues in SRV 
!eory, mentioned elsewhere in this and the 
previous issue of the Journal). Out of despera-
tion, the state of California has assigned other 
inmates, including some in prison for serious 
crimes of violence, to be their caretakers, help-
ing them even with the most intimate bodily 

tasks. While this is an obvious example of “de-
viant sta1 juxtaposition”–i.e., having devalued 
people serve upon other devalued people–it 
nonetheless has given the caretaking prisoners a 
chance at a role other than that of “lifer,” and in 
this instance a role that is valued at least within 
the prison. !e article had the very unfortunate 
and deviancy-imaging headline “Life, With De-
mentia: Using Killers to Care for Other Killers,” 
thus giving major emphasis to the most deval-
ued roles of all the involved parties. But it noted 
how many of the caretakers found their new role 
very satisfying, and that it had had a gentling ef-
fect on many of them.  

 
*In Advanced SRV teaching, we note that peo-

ple can get locked into social roles, positive ones 
as well as negative ones, and being cast in a role 
that one does not want can cause all sorts of in-
tra- and inter-personal troubles. One commenta-
tor (New York Times, March 11, 2012) noted that 
fans do this to actors they see on TV series. Once 
the series ends, or if for other reasons the actors 
leave the program and go on to other roles in $lm 
or another TV series, this can be disconcerting to 
their fans who still see them in the role persona 
they played earlier. Of course, actors have long 
complained that fans may confuse them with the 
roles they play. Cary Grant once famously said, “I 
wish I were Cary Grant,” meaning the role image 
he had from his $lms.

 
*Here is someone who understands the power 

of social roles, and how people can get locked into 
them: John Hinckley–the man who attempted 
to assassinate Ronald Reagan in 1981, and who 
has been incarcerated in a mental hospital outside 
Washington, DC, ever since–said he would like 
to be known as something other than a would-
be assassin (Syracuse Post-Standard, 26 February 
2012, p. A6). As SRV teaches, some roles can be 
life-de$ning, both for better and for worse, and 
would-be assassin of a sitting president is certainly 
one of them.
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*Whatever else the shooting of Trayvon Martin 
by George Zimmerman in March 2012 illustrates, 
the case shows the power of imagery, and of $rst 
impressions. !e youth who was killed was 17 years 
old, 6 feet tall, and approximately 140 pounds–but 
the photo of him that was in all the news stories 
immediately after the shooting had been taken 
years earlier, and showed a smiling, round-cheeked 
boy in a T-shirt. At the same time, the photo of the 
shooter that accompanied all the news stories was 
also from some years ago, and showed him over-
weight, unshaven, with “an imposing stare,” and in 
the orange jumpsuit that is the uniform of prison-
ers in US jails. It had been taken after he was ar-
rested on a charge that was later dropped. Neither 
picture represented how they looked at the time of 
the shooting, but obviously one picture showed its 
subject in a positive light, and the other showed 
its subject in a negative light. One professor of vi-
sual judgment (who knew there was such a role?) 
says this is exactly the kind of visual interpretation 
that leads to a “rush to judgment” (Syracuse Post-
Standard, 31 March 2012, p. A11).  

 
*One can call it almost scandalous (and certain-

ly a historical anachronism) to state, as Newsweek 
did (10 Nov. 2008, p. 40), that Obama’s win in 
the 2008 election was part of the process of “in-
clusion” that began with President Andrew Jack-
son in the 1840s.

*A man writing about the deaths of his elderly 
parents said that even a “$rst rate” nursing home 
“with a wonderful sta1” was nonetheless “a death 
factory. People went in and didn’t come out” 
(Klein, in Time, 11 June 2012, p. 22). !is illus-
trates both the dead/dying roles, and possibly the 
practice of many forms of at least indirect death-
making in even “good” nursing homes.

 
*!e Jewish philosopher and writer Abraham 

Heschel noted that “At every home for the aged 

there is a director of recreation in charge of physi-
cal activities; there ought to be also a director 
of learning in charge of intellectual activities …
What the nation needs is senior universities …
for the advanced in years where wise men should 
teach the potentially wise …” (p. 64, in Heschel, 
A.J. [1992]. I asked for wonder: A spiritual anthol-
ogy. (S.H. Dresner, Ed.) New York: Crossroad). 
!is illustrates both high expectations even for 
those aged persons con$ned to nursing homes, as 
well as the possibility of continued teaching and 
learning roles for the very old.

 
*Some rather avant-garde designers in Italy 

(Lanzavecchia+Wai) have been making “wheeled 
canes for the elderly, designed so that they double 
as stylish baskets, tea trays, and iPad cradles. !e 
goal, Wai says, is ‘to reconcile the gap between 
the medical and the domestic’ ” (Newsweek, 18 
June 2012, p. 54). In SRV terms, they are trying 
to reduce or eliminate much medical imagery by 
replacing or at least combining it with more posi-
tive imagery. •
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