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FOREWORD 
 

 

The obstacles to a good education faced by thousands of children in Pakistan are daunting 

enough. For the 10% of the Pakistan’s young people who are estimated to have some 

kind of disability, the barriers are compounded. Overall it is clear that large numbers of 

children who struggle daily with additional hardships are not getting the chance to 

improve their lives through education. This means, of course, they are caught in a spiral 

of low expectation, low esteem and low income. The majority of children with disability 

that do get places are often not sitting in the same classroom as other boys and girls 

because of a sense that they need to be separated and treated differently. Globally it is 

estimated that 70% of children with disabilities, including those with mild and moderate 

special needs can attend regular schools provided the environment is designed to be 

accessible and the institution is willing to accommodate them. AIOU believes that the 

goal should be to enable all children to have full participation in the development of their 

community. Meeting this goal of inclusion requires all structures and community-based 

services to be accessible to all members of the community without discrimination. The 

Allama Iqbal Open University is first university addressed this field area in pre-service 

teacher training programs as core and compulsory course. The course is introductory in 

nature and covered basic aspects of inclusive education like concept, perception, 

inclusion models, strategies, adaptation in curricula, methodologies or instructions and 

assessment. It is hoped the course will be a starting point for teachers to get and 

accommodate many more children with disabilities into their mainstream 

schools/classrooms. As we all work to fulfill the Millennium Development Goal of 

‘Education for All’ I would urge that the exclusion of the challenged child be specifically 

addressed with initiatives aimed at ending prejudice and isolation.  

 

 

 Prof. Dr. Ali Asghar Chishti 

 Vice Chancellor (Acting) 
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PREFACE  

 

 

Not a day goes by when we don’t think about inclusion. When we both think of 

the amazing students and staff we have had the privilege of teaching and leading, 

we are reminded of what teachers and leaders they were to us. They have taught 

us that everyone has a right to belong, to have friends, to have access to engaging 

curricula, and to have powerful instruction. Everyone has a right to be treated 

with dignity and with gentle, respectful support, and to experience that learning is 

intimately connected with feeling like part of the classroom. Every student 

deserves to receive support in a warm and welcoming place. The more this 

happens, the more we have created the environment for substantial learning. It 

isn’t, therefore, just about creating a sense of belonging for belonging’s sake; that 

sense of connection and welcome paves the way for academic and social growth. 

We know that if inclusion is to be a school wide reality, skilled teacher is 

required. Therefore, this course is designed as a guide for mainstream school 

teachers as they work to include all students with disabilities in gentle, respectful, 

and meaningful ways. 

 

The way in which special education is conceived varies around the world, and 

practice varies accordingly. One of the current debates concerns the concepts of 

mainstreaming, integration and inclusion - and whether these are in fact different 

concepts, or simply different terminology. Inclusive education is the term now 

used to describe the incorporation of special needs into mainstream education. 

This course, Introduction to Inclusive Education provides basic information on 

concept, philosophy, policies, adaptation in curricula, teaching and IEP. Emphasis 

is placed how a mainstream classroom teacher can accommodate students with 

special need in their classrooms. Several experts have contributed to this 
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book/course, either by helping to shape its focus in the early stage or by reviewing 

the finished manuscripts, in whole or in parts. Special thanks are due to Dr. 

Mahmood Hussain Awan (Late), Mr. Zahid Majeed (course coordinator), Dr. 

Shaista Majid and Dr. Tanzila Nabeel. Their criticism and suggestions have 

helped significantly to make this a better course.  

 

 

Prof. Dr. Tanveer uz Zaman 

Dean, Faculty of Education  
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COURSE INTRODUCTION AND GUIDE TO THE COURSE 
 

 

Dear Students: 
 

In this course we will study the concept of inclusive education with philosophy of 

inclusion and exclusions. This will lead to an ability to understand actual concept of 

inclusion in contrast with integration or mainstreaming. The course is first attempt to 

train the teachers for inclusive school and inclusive classroom therefore, your own efforts 

are mush important than reading this course. You have to have more and more self 

reading from internet libraries. 

 

Individual Needs 
Study will indicate that although there are efforts for Education For All (EFA), Universal 

primary Education and like these but concept of inclusive education is not addressed in 

real sense. Therefore, teachers first make their concepts very clear about Inclusive 

Education and then plan the teaching and assessment to meet the special need of students. 

 

Course Reading 
No course work can cover all aspects of study. You will be requested to read extracts 

from books written by experts, who have spent much time researching the many aspects 

of inclusive education. Some of the readings will be difficult but will give you ideas to 

make adaptations or construct for your local context and needs. Since you will have to 

read more than once, in whole or in part. As a student of ADE or B.Ed 4-years program, 

however, you should aim to be a self-supportive as possible. Helping yourself: 

Please read carefully, and make notes. 

Keep your notes in a file. 

You will require your notes for:- 

– Information 

– Reference across the course 

– Examination revision 
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Careful note-taking will create an invaluable professional handbook to guide you in 

teaching special need students in inclusive classroom. 

 

The course-team welcomes you to the course. A great deal of hard work going into 

producing it. We trust that you will bring the same measure of effort to your own study of 

it. We wish you very success. If any problem arises at all in your studies, do contact your 

tutor. Your regional office or the course coordinator in Islamabad, who will in any case, 

be pleased to have any feedback from you about the course materials. 

 

Questions: 
Questions are important--------YOUR questions. They are the means of finding out or 

checking that you have understood the information presented. Any question that arises 

from your reading should be recorded. Ask these questions in tutorial meetings and 

workshop. You can then create a discussion that is helpful to you and to your fellow 

students. Some questions have direct answers. Many questions do not have a complete or 

universal answer but an answer that is appropriate to a particular child in the light of 

information you have received. Discussion of such questions will increase you 

knowledge, understanding and expertise. 

 

As already indicate, your reading-file, note-book will be an invaluable aid in your studies, 

in your professional work. Please: 

 

– Keep it carefully 

– keep it up-to-date 

– Bring it to tutorials and workshops 
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AIMS AND OBJECTIVES OF THE COURSE 
 

 

Aims: 
 

The overall aim of the units presented in the course is to help the students to understand: 

 

 How each area of study contributed to an understanding of the concept and 

philosophy of inclusive education? 

 The national and international policies on inclusive education with action plan. 

 The teacher role to accommodate special need students in his/her mainstream 

classroom. 

 The teacher will be able to make adaptation in curriculum teaching strategies or 

instruction and assessment process. 

 

Objectives: 

 

The objectives of the course are: 

 

 To present the philosophical concept and terminology vital to understand the 

inclusion.  

 To develop a background or awareness of the nature of the inclusive 

education in mainstream schools, general education administrative officials 

and policy makers.  

 To make the attitude and behavior of stakeholders more constructive, 

conducive and positive towards inclusive education.  

 To share or present different models of inclusive education practiced in 

developed countries.  

 To develop the teaching strategies among prospective teachers of 

mainstream school to teach special need students in his/her classroom. 

 To provide the information and introduce models to create an inclusive 

schools in Pakistan.  
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 To develop the skills among mainstream classroom teachers to create or 

develop inclusive education classrooms.  

 To train the prospective teachers to make adaptation in curricula, teaching 

strategies and instructions for inclusive education. 

 To train the teachers to develop and manage Individualized Education 

Program for all students in an inclusive education classroom.    
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INTRODUCTION 
 

Dear students to understand the children with special needs or their diverse learning 

needs it is important to know or understand first the special needs. The following 

discussion will give you insight about the concept of special needs or diverse needs of 

children. The Special or unique, out-of-the-ordinary concerns created by a person's 

medical, physical, mental, or developmental condition or disability. Additional services 

are usually needed to help a person in one or more of the following areas, among others, 

thinking, communication, movement, getting along with others, and taking care of self 

(CICC, 2012). Therefore “Special Needs" is an umbrella underneath which a staggering 

array of diagnoses can be wedged. The term Special Needs is a short form of Special 

Education Needs and is a way to refer to students with disabilities. The term Special 

Needs in the education setting comes into play whenever a child's education program is 

officially altered from what would normally be provided to students through an 

Individual Education Plan which is sometimes referred to as an Individual Program plan. 

 

Dear students the term special needs in different countries used in different aspects for 

example here in Pakistan we used this term for disabled people like hearing impaired, 

physically disabled, visually impaired and mental retarded but in the United States, 

special needs is a term used in clinical diagnostic and functional development to describe 

individuals who require assistance for disabilities that may be medical, mental, or 

psychological. People with Autism, Down syndrome, dyslexia, blindness, or cystic 

fibrosis, for example, may be considered to have special needs. In the United Kingdom, 

Special needs often refer to special needs within an educational context. This is also 

referred to as special educational needs (SEN). By this you experienced that special needs 

term is not common all over the world.  

 

Children with special needs may have mild learning disabilities or profound cognitive 

impairment; food allergies or terminal illness; developmental delays that catch up quickly 

or remain entrenched; occasional panic attacks or serious psychiatric problems. The 

designation is useful for getting needed services, setting appropriate goals, and gaining 

understanding for a child and stressed family. 

 

Children with additional learning needs may have physical and conceptual difficulties, 

mild and moderate learning difficulties, severe learning difficulties and emotional and 

behavioural difficulties, and will usually require some sort of extra support. Dear students 

here will discuss the needs of children with mild, moderate and severe learning 

difficulties, which can include short attention spans and a lack of concentration, memory 

problems both short and long term, poor generalization skills, auditory discrimination 

problems, visual discrimination problems, a lack of imaginative thinking and poor eye-

hand co-ordination. Their needs are diverse and, when deciding what to teach and how to 

teach, different language programmes should aim to start with the needs of each 

individual child in order to build on their strengths. The conceptualization of “Children 

with diverse learning needs” determine the policy, research and practice in special needs 

education. The concept of children with special needs is of British origin. The 
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Government commissioned by Baroness Mary Warnock (1978) reported to the 

government on the findings of its inquiry into special education in Britain. 

 

“Special needs” are commonly defined by what a child can't do – by milestones unmet, 

foods banned, activities avoided, experiences denied. These minuses hit families hard, 

and may make "special needs" seem like a tragic designation. Some parents will always 

mourn their child's lost potential, and many conditions become more troubling with time. 

Other families may find that their child's challenges make triumphs sweeter, and that 

weaknesses are often accompanied by amazing strengths. 

 

 

OBJECTIVES 
 

After studying this unit you will be able to: 

1. Identify the characteristics of special needs students. 

2. Know about the disability and who is responsible for the disabled children. 

3. Know about inclusive education and its perspectives at national and international  

4. Identify the different services available for special needs students and best option 

available for them is inclusive education.  

5. Define different categories of disability and prevalence rates in Pakistan. 

6. Discuss disability in different perspectives or point of views.  
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1. CHILDREN WITH DIVERSE LEARNING NEEDS 
 

All children can learn, but not all children learn in the same way, at the same time or at 

the same rate—learning is an individual process. Meeting children’s diverse learning 

needs means identifying needs, developing individual goals and objectives for a child, 

selecting or designing appropriate supports and services, and then choosing the best 

learning setting. 

 

Isn't every child special? We think so, but what do we mean when we say "children with 

special or diverse learning needs"? This means any child who might need extra help 

because of a medical, emotional, or learning problem. These children have special needs 

because they might need medicine, therapy, or extra help in school stuff other children 

don't typically need or only need once in a while. 

 

Maybe we know children in our school who need a wheelchair or use braces when they 

walk. Those children have special needs. They not only need the equipment that helps 

them get around, but they might need to have ramps or elevators available. They also 

might need to get a special bus to school — one that lifts them up into the bus so they 

don't have to get up the steps. 

 

Children who have an illness, such as epilepsy, diabetes, or cerebral palsy, would have 

special needs, too. They might need medicine or other help as they go for their daily 

activities. Children with sight problems might need Braille books to read. Children with 

hearing or speech problems would have special needs, too. A child who has hearing 

trouble might need hearing aids to hear and speech therapy, too, since it can be hard to 

say words correctly when you can't hear very well. 

 

Children with learning problems often have special needs. Children with Down syndrome 

might go to a regular school and might even be in your class. But they have special needs 

when it comes to learning, so an aide (someone to help) might come with them to class. 

 

You might be able to spot a few children with special needs, but you probably don't 

notice all of them. A child could have a problem that isn't noticeable unless you know the 

person well. For instance, someone could have trouble with anxiety (worry), but you 

wouldn't know it unless the child told you about it. Privately, their parents, teachers, and 

counselors may be working to help them with this problem. 

 

It is important to recognize that students with disabilities studying on college and 

university campuses have a variety of disabilities. When planning events and activities, 

programmers should consider many accessibility and accommodations issues. Remember 

a person with a disability is not defined by their condition; each person is a unique 

individual. But a good place to start is an understanding of types of disabilities and their 

impact. 

 

 

http://kidshealth.org/kid/feel_better/things/wheelchairs.html
http://kidshealth.org/kid/health_problems/brain/epilepsy.html
http://kidshealth.org/kid/word/d/word_diabetes_mellitus.html
http://kidshealth.org/kid/health_problems/brain/cerebral_palsy.html
http://kidshealth.org/kid/health_problems/sight/visual_impaired.html
http://kidshealth.org/kid/health_problems/sight/hearing_impairment.html
http://kidshealth.org/kid/feel_better/people/speech_therapist.html
http://kidshealth.org/kid/health_problems/birth_defect/down_syndrome.html
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2. DEFINITIONS OF DISABILITY   
 

Dear students until now we have discussed the special or diverse needs of children and 

we are very much clear about their special needs that may be physical, psychological, 

economical, social and educational needs. These needs may vary from mild to severe 

level and these will be assessed through formal and informal assessments by 

professionals and experts of related fields. The assessment reports explain or clear the 

abilities and disabilities of the child. When it is confirmed by experts or professionals that 

the child needs special attention then as a teacher of mainstream school it is our main aim 

to understand what is disability, labeling of disability and difference among impairment, 

handicap and disability.  

 

Disability is an umbrella term, covering impairments, activity limitations, and 

participation restrictions. Impairment is a problem in body function or structure; an 

activity limitation is a difficulty encountered by an individual in executing a task or 

action; while a participation restriction is a problem experienced by an individual in 

involvement in life situations.  

 

Disability is thus not just a health problem. It is a complex phenomenon, reflecting the 

interaction between features of a person’s body and features of the society in which he or 

she lives. Overcoming the difficulties faced by people with disabilities requires 

interventions to remove environmental and social barriers.  

 

People with disabilities have the same health needs as non-disabled people – for 

immunization, cancer screening etc. They also may experience a narrower margin of 

health, both because of poverty and social exclusion, and also because they may be 

vulnerable to secondary conditions, such as pressure sores or urinary tract infections. 

Evidence suggests that people with disabilities face barriers in accessing the health and 

rehabilitation services they need in many settings. Now we will discuss terms related to 

disability umbrella.   

 

Impairment: With this concept, health professionals customarily designate an existing or 

developing injury to bodily functions or to vital life processes in a particular person that 

affects one or more parts of the organism or that indicates a defect in the psychic, mental 

or emotional functioning as the result of an illness, accident or congenital or hereditary 

condition. Impairment can be temporary or permanent. The influences of professional or 

social contexts or of the environment as a whole are not taken into consideration in this 

category. Here, the physician’s assessment of a person’s medical condition or impairment 

is exclusively at issue, without consideration of the consequences that this impairment 

may have upon that person.  

 

Disability: Such impairment or loss can result in substantial limitation to the active lives 

of persons afflicted. This consequence of impairment is termed disability. Functional 

disorders of the organism such as, psychic disorders and mental breakdowns can lead to 

more or less severe disabilities and/or negative effects in the execution of specific 
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activities and duties of daily living. These effects can be temporary or permanent, 

reversible or irreversible, constant, progressive or subject to successful treatment. The 

medical concept of disability designates, therefore, functional limitations which arise in 

the lives of specific individuals as the direct or indirect result of a physical, psychosocial 

or mental impairment. Above all, disability reflects the personal situation of the 

individual who has impairment. However, as the personal consequences of a disability 

depend upon age, sex, social position and profession, and so on, the same or similar 

functional disorders can have thoroughly different personal consequences for different 

individuals.  

 

Handicap: As soon as persons with physical or mental impairments enter their social, 

professional or private context, difficulties may arise which bring them into a situation of 

disadvantage, or handicap, in relation to others.  

 

In the original version of the ICIDH, the definition of handicap signifies a disadvantage 

which emerges as the result of impairment or a disability, and which limits an individual 

in the performance of what is regarded as a “normal” role. This definition of handicap, 

which bases the problem exclusively upon the personal situation of the person afflicted, 

has since come under criticism, for the reason that it does not sufficiently take into 

account the role of the environment and the attitude of society in bringing about the 

situation of disadvantage. A definition which takes these objections into account should 

reflect upon the relationship between the disabled individual and the manifold 

environmental, cultural, physical or social barriers that a society reflecting the attitudes of 

non-disabled members tends to erect. In light of this, every disadvantage in the life of a 

specific person that is not so much the result of an impairment or a disability, but of 

negative or unaccommodating attitudes in the largest sense, should be termed “handicap”. 

Further, any measures taken towards the improvement of the situation of disabled 

individuals, including those that help them to fully participate in life and in society, 

would contribute to preventing the “handicap”. A handicap thus is not the direct result of 

an existing impairment or disability, but the result of the interaction between an 

individual with a disability, the social context and the immediate surroundings.  

 

It may not be assumed at the outset; therefore, that a person with an impairment or 

disability must automatically also has a handicap. Many disabled individuals succeed, 

despite the limitations caused by their disability, in the full pursuit of a profession. On the 

other hand, not every handicap can be attributed to a disability. It can also be caused by a 

lack of education that may or may not be linked with disability.  

 

This hierarchical system of classification-impairment, disability, handicap-can be 

compared with the various phases of rehabilitation; for example, when the purely curative 

treatment is followed by rehabilitation of functional and psycho-social limitations and is 

completed with vocational rehabilitation or training for an independent pursuit of life.  

 

The objective assessment of the degree of a disability in the sense of its social 

consequences (handicap) cannot, for this reason, rely solely upon medical criteria, but 
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must take into account the vocational, social and personal contexts-especially the attitude 

of the non-disabled population. This state of affairs makes it quite difficult to measure 

and unequivocally establish a “state of disability”.  

 

2.1 Communication Disability 
Communication Disorder is an impairment in the ability to receive, send, process, and 

comprehend concepts or verbal, nonverbal and graphic symbol systems. A 

communication disorder may be evident in the processes of hearing, language, and/or 

speech. A communication disorder may range in severity from mild to profound. It may 

be developmental or acquired. Individuals may demonstrate one or any combination of 

communication disorders. A communication disorder may result in a primary disability or 

it may be secondary to other disabilities. 

 

Speech disorder is an impairment of the articulation of speech sounds, fluency and/or 

voice. 

1. An articulation disorder is the atypical production of speech sounds characterized 

by substitutions, omissions, additions or distortions that may interfere with 

intelligibility. 

2. A fluency disorder is an interruption in the flow of speaking characterized by 

atypical rate, rhythm, and repetitions in sounds, syllables, words, and phrases. This 

may be accompanied by excessive tension, struggle behavior, and secondary 

mannerisms. 

3. A voice disorder is characterized by the abnormal production and/or absences of 

vocal quality, pitch, loudness, resonance, and/or duration, which is inappropriate 

for an individual's age and/or sex. 

 

Language disorder is impaired comprehension and/or use of spoken, written and/or 

other symbol systems. The disorder may involve (1) the form of language (phonology, 

morphology, syntax), (2) the content of language (semantics), and/or (3) the function of 

language in communication (pragmatics) in any combination. 

 

Form of Language 

i. Phonology is the sound system of a language and the rules that govern the sound 

combinations. 

ii. Morphology is the system that governs the structure of words and the construction 

of word forms. 

iii. Syntax is the system governing the order and combination of words to form 

sentences, and the relationships among the elements within a sentence. 

 a. Content of Language 

  i.  Semantics is the system that governs the meanings of words and 

sentences. 

 b.  Function of Language 

iv. Pragmatics is the system that combines the above language components in 

functional and socially appropriate communication. 
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Hearing disorder is the result of impaired auditory sensitivity of the physiological 

auditory system. A hearing disorder may limit the development, comprehension, 

production, and/or maintenance of speech and/or language. Hearing disorders are 

classified according to difficulties in detection, recognition, discrimination, 

comprehension, and perception of auditory information. Individuals with hearing 

impairment may be described as deaf or hard of hearing. 

 

Deaf is defined as a hearing disorder that limits an individual's aural/oral communication 

performance to the extent that the primary sensory input for communication may be other 

than the auditory channel. 

 

Hard of hearing is defined as a hearing disorder, whether fluctuating or permanent, 

which adversely affects an individual's ability to communicate. The hard-of-hearing 

individual relies on the auditory channel as the primary sensory input for communication. 

 

Central auditory processing disorders are deficits in the information processing of 

audible signals not attributed to impaired peripheral hearing sensitivity or intellectual 

impairment. This information processing involves perceptual, cognitive, and linguistic 

functions that, with appropriate interaction, result in effective receptive communication 

of auditory presented stimuli. Specifically, CAPD refers to limitations in the ongoing 

transmission, analysis, organization, transformation, elaboration, storage, retrieval, and 

use of information contained in audible signals. CAPD may involve the listener's active 

and passive (e.g., conscious and unconscious, mediated and unmediated, controlled and 

automatic) ability to do the following: 

 attend, discriminate, and identify acoustic signals; 

 transform and continuously transmit information through both the peripheral and 

central nervous systems; 

 filter, sort, and combine information at appropriate perceptual and conceptual 

levels; 

 store and retrieve information efficiently; restore, organize, and use retrieved 

information; 

 segment and decode acoustic stimuli using phonological, semantic, syntactic, and 

pragmatic knowledge; and 

 attach meaning to a stream of acoustic signals through use of linguistic and 

nonlinguistic contexts. 

 

Communication Variations: Communication difference/dialect is a variation of a 

symbol system used by a group of individuals that reflects and is determined by shared 

regional, social, or cultural/ethnic factors. A regional, social, or cultural/ethnic variation 

of a symbol system should not be considered a disorder of speech or language. 

 

Augmentative/alternative communication systems attempt to compensate and 

facilitate, temporarily or permanently, for the impairment and disability patterns of 

individuals with severe expressive and/ or language comprehension disorders. 
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Augmentative/alternative communication may be required for individuals demonstrating 

impairments in gestural, spoken, and/or written modalities. 

 

2.2 Intellectual or Learning Disabilities 
Intellectual disability is a broad concept that ranges from mental retardation to cognitive 

deficits too mild or too specific (as in specific learning disability) to qualify as mental 

retardation. Intellectual disabilities may appear at any age. Mental retardation is a subtype 

of intellectual disability, and the term intellectual disability is now preferred by many 

advocates in most English-speaking countries. 

 

People with an intellectual, learning, or cognitive disability have a reduced capacity to 

learn tasks or process information. A learning disability may make it difficult for a person 

to take in information and communicate what they know. Learning difficulties can cause 

difficulties in reading, writing, or mathematics. Learning disabilities and Attention 

Deficit Disorder together affect between 3% and 10% of the population. As students, 

people with these disabilities are often intelligent, creative, and productive. 

 a disability affecting cognition 

 people with intellectual disability may have difficulties with learning, 

communication, daily living skills, information processing, social functioning and 

problem solving 

 around 3% of Australians have an intellectual disability 

 around 1.8% of Australians have an intellectual disability which leads to severe or 

profound activity limitations 

 intellectual disabilities are life-long, and must be identified before the age of 18 

 examples of intellectual disabilities include Down Syndrome, Fragile X Syndrome, 

Prader-Willi Syndrome, Angelman Syndrome 

 

2.3 Behavioral Disability 
Emotional or behavioral disorders (EBD) are difficult to define. In fact, some think that 

people are identified as having this disability when adults in authority say so (Hallahan & 

Kauffman, 2006). In other words, in many cases the application of the definition is 

subjective. Definitions of this disability, including the one used in IDEA '04, are based on 

the one developed by Eli Bower (1960, 1982). Let's first look at the federal definition. 

IDEA '04 uses the term emotional disturbance to describe students with emotional or 

behavioral disorders, which is the special education category under which students 

whose behavioral or emotional responses are not typical are served. 

 

Old versions of IDEA used the term serious emotional disturbance to describe this 

disability area, but serious was dropped in 1999 when the U.S. Department of Education 

created the regulations for the 1997 version of IDEA. The government did not, however, 

change the substance of the definition when it changed the term. Here's what it said about 

the deletion: "[It] is intended to have no substantive or legal significance. It is intended 

strictly to eliminate the pejorative connotation of the term 'serious'" (U.S. Department of 

Education, 1999, p. 12542). In addition, some implied parts of the federal definition are 

http://en.wikipedia.org/wiki/Specific_learning_disability
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important to understand. For example, although only one characteristic listed in the 

IDEA-04 definition need be present for the student to qualify for special education, 

whatever the characteristics, child's educational performance must be adversely affected. 

Because nearly all of us experience some mild maladjustment for short periods of our 

lives, the definition also requires that the child exhibit the characteristic for a long time 

and to a marked degree, or significant level of intensity. 

 

2.4 Physical Disabilities 
A physical disability is one that affects a person's mobility or dexterity. A person with a 

physical disability may need to use some sort of equipment for assistance with mobility. 

It also includes people who have lost limbs or who, because of the shape of their body, 

require slight adaptations to be made to enable them to participate fully in society. 

 

A variety of physical disabilities result from congenital conditions, accidents, or 

progressive neuromuscular diseases. These disabilities may include conditions such as 

spinal cord injury (paraplegia or quadriplegia), cerebral palsy, spina bifida, amputation, 

muscular dystrophy, cardiac conditions, cystic fibrosis, paralysis, polio/post polio, and 

stroke. 

 

Paraplegia and Quadriplegia are what many people first identify with a physical 

disability. Paraplegia results from injury to the spinal cord, occurring below the neck, 

while quadriplegia refers to damage to the spinal cord in the neck. Varying degrees of 

loss of limb and other mobility may result from either condition. Other forms of physical 

disability, such as polio (an acquired disease), cerebral palsy (damage to brain tissue 

during fetal stages) and some genetic conditions can result in loss of mobility. 

 

Types of Physical Disabilities:  

 Paraplegia  

 Quadriplegia  

 Multiple sclerosis (MS)  

 Hemiplegia  

 Cerebral Palsy  

 Absent limb/reduced limb function  

 Dystrophy  

 Polio 

 

Considerations and Instructional Strategies: 

 When talking with a person who uses a wheelchair, try to converse at eye level; sit 

down if a chair is available. 

 Make sure the classroom layout is accessible and free from obstructions. 

 If a course is taught in a laboratory setting, provide an accessible workstation. 

Consult with the student for specific requirements, then with DS if additional 

assistance or equipment is needed. 
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 If a student also has a communication disability, take time to understand the 

person. Repeat what you understand, and when you don’t understand, say so. 

 Ask before giving assistance, and wait for a response. Listen to any instructions the 

student may give; the student knows the safest and most efficient way to 

accomplish the task at hand. 

 Let the student set the pace when walking or talking. 

 A wheelchair is part of a student’s personal space; do not lean on, touch, or push 

the chair, unless asked. 

 When field trips are a part of course requirements, make sure accessible 

transportation is available. 

 Ask the student if he or she will need assistance during an emergency evacuation, 

and assist in making a plan if necessary. 

 

Accommodations (may include): 

 Accessible location for the classroom and place for faculty to meet with student 

 Adaptive seating in classrooms 

 Note takers, tape recorders, laptop computers or copies of instructor and/or 

classmate’s notes 

 Assistive computer equipment/software: voice activated word processing, word 

prediction, keyboard and/or mouse modification 

 Test accommodations: extended time, separate location, scribes, access to adapted 

computers 

 Some flexibility with deadlines if assignments require access to community 

resources 

 Adjustable lab or drafting tables 

 Lab assistant or classroom aide 

 Activities that allow the student to participate within his or her physical 

capabilities, yet still meet course objectives 

 Taped texts 

 Advance planning for field trips to ensure accessibility 

 

2.5 Multiple Disabilities 
Multiple disabilities is a disability category under IDEA. As you might expect, children 

with multiple disabilities have two or more disabling conditions that affect learning or 

other important life functions. To qualify for special education services under this 

category, both of the student's disorders must be so significant that her educational needs 

could not be met in programs that are designed to address one of the disabilities alone. 

 

A child with mental retardation and a sensory impairment such as a visual impairment or 

blindness could be served under the category multiple disabilities. However, the IDEA 

regulations include one exception. Deaf-blindness is excluded under the category 

multiple disability. 

 

http://learningdisabilities.about.com/od/publicschoolprograms/g/ideadefiniton.htm
http://learningdisabilities.about.com/od/mo/g/mental_retardat.htm
http://learningdisabilities.about.com/od/vx/g/visual_impairme.htm
http://learningdisabilities.about.com/od/vx/g/visual_impairme.htm
http://learningdisabilities.about.com/od/vx/tp/visionproblems.htm
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Examples: People with multiple disabilities will need educational services targeting each 

area of disability. 

 

Activity: 
 

Pick any two families of children with special needs, and they may seem to have little in 

common. A family dealing with developmental delays will have different concerns than 

one dealing with chronic illness, which will have different concerns with mental illness or 

learning problems or behavioral challenges. Enlist the common or different 

characteristics or needs of these children. Also suggest measures to cope their special 

needs in our mainstream system of education.  

 

 

3. DISABILITY CATEGORIES 
 

3.1  Prevalence Rates  
Disability has often been defined as a physical, mental, or psychological condition that 

limits a person’s activities. In the past, this was interpreted according to a medical model. 

That is, disability was linked to various medical conditions, and was viewed as a problem 

residing solely in the affected individual. Disability was seen solely as the result of an 

individual’s inability to function. Interventions usually included medical rehabilitation 

and the provision of social assistance. 

 

Censuses and surveys from around the world take very different approaches to measuring 

disability. In fact, different instruments within the same country often report very 

different rates of disability. For example, in Canada, the reported rate of disability in 

2001 ranged from 13.7% to 31.3% (see Table 1). In the Participation and Activity 

Limitations Survey disability was defined as having limitations in undertaking various 

activities. The reported prevalence rate was about 14%. The Canadian Community Health 

Survey reports a much higher rate of disability because it considers any condition that 

affects one’s health, even those that do not necessarily have an impact on the range of 

activities a person could perform in daily life. 

 

Across countries the variation is even greater like in Pakistan according to 1998 census 

prevalence rate was 2.49% which was much lower than the international organization like 

WHO or World Bank. The reasons of much higher and lower prevalence rater are many 

e.g. instruments, survey aim, data collection technique and personnel appointed for 

collection of data and respondents too. Generally speaking, developing countries tend to 

report the lowest rates of disability. While some factors would lead to higher rates of 

disability in richer countries namely, more elderly people and higher survival rates for 

people with disabling conditions the wide range of factors operating in the opposite 

direction – for example, poor health care, poor nutrition, and unsafe living conditions – 

makes the breadth of this gap highly questionable. In fact, when similar approaches are 

taken to measuring disability in developed and developing countries, prevalence rates fall 

within a narrower band. 
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According to one recent review of the literature disability rates ranged from 3.6 to 66 

percent and low quality of life resulting from disability ranged from 1.8 to 26 percent 

(Barbotte, et al., 2001). The authors note that “the heterogeneity of the conceptual 

framework and insufficient recognition of the importance of indicator accuracy, the age 

factor and the socioeconomic characteristics of the studied populations impede reliable 

international comparison.” 

 

Table 1: Prevalence of Disability in Selected Countries by Source 

Censuses  Surveys 

Country Year 

Percent of 
population 

with a 
disability 

Country Year 

Percent of 
population 

with a 
disability 

United States  2000 19.4 Australia 2000 20.0 

Canada  2001 18.5 Uruguay 1992 16.0 

Brazil 2000 14.5 Spain 1986 15.0 

United Kingdom 1991 12.2 Austria 1986 14.4 

Poland 1988 10.0 Zambia 2006 13.1 

Ethiopia 1984 3.8 Sweden 1988 12.1 

Uganda  2001 3.5 Ecuador 2005 12.1 

Mali 1987 2.7 Netherlands 1986 11.6 

Mexico 200 2.3 Nicaragua 2003 10.3 

Botswana 1991 2.2 Germany 1992 8.4 

Chili 1992 2.2 China 1987 5.0 

India 2001 2.1 Italy 1994 5.0 

Cambodia 1993 1.8 Egypt 1996 4.4 

Bangladesh 1982 0.8 Pakistan 1998 2.49 

Kenya 1987 0.7 New Zealand 1996 20.0 
 

Source: United Nations Statistics Division; IBGR (2006) 
 

The different approaches taken in generating these prevalence estimates include: 

 Self-identification as disabled. In this instance, the respondent is directly asked if 

they are disabled. 

 Diagnosable conditions. The respondent is read a list of conditions, such as polio, 

epilepsy, paralysis, etc and is asked if they have any of them. 

 Activities of Daily Living (ADL). The respondent is classified as disabled if they 

have difficulty performing any ADLs, which are task based and center on basic 

activities such as dressing, bathing, and feeding oneself. 

 Instrumental Activities of Daily Living (IADL). This approach is similar to the 

ADLs except that IADLs are higher order tasks. Examples include whether a 

person has problems managing money, shopping for groceries, or maintaining their 

household. For an example of IADLs from a developed country, see Annex 2. 
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 Participation. This method asks if the person has some condition which affects a 

particular social role, such as attending school or being employed. For example, the 

question in the US Current Population Survey is (Do you/Does anyone in this 

household) have a health problem or disability which prevents (you/them) from 

working or which limits the kind or amount of work (you/they) can do? 

 

Persons with disabilities are mostly unseen, unheard and uncounted persons in Pakistan. 

They are the most marginalized group. Persons with Disabilities face overwhelming 

barriers in education, skills development and daily life. Most currently offered services 

focus on children, with little availability for adult Persons with Disabilities.  

 

Persons with disabilities also face multiple social, economic, physical and political 

handicaps, hampering their freedom of movement in society. These barriers include 

stigmatization and a misunderstanding of the abilities and aspirations of persons with 

disabilities. There is also a pronounced lack of informational data, rules and regulations, 

rehabilitation centers, and mainstreaming and specialized services for persons with 

disabilities.  

 

In Pakistan, no single ministry or federal department deals with, issues related to 

disability. There is only the ministry, responsible for social welfare, women’s 

development and special education, which touch upon person with disabilities issues. 

However, at the local level, there are no specific sections or departments responsible for 

person with disabilities programs at the local level.  

 

Moreover, Pakistanis believe that persons with disabilities are a social burden and a curse 

on the family. These beliefs lead to the misunderstanding of disability. They prevent 

people from obtaining appropriate information and being educated. Employment 

opportunities for persons with disabilities are very limited and so they are a financial 

burden for their families. 

 

Only limited categories of disabilities (physical disabilities such as amputations, foot and 

leg deformities, visual and hearing impairments) have been surveyed nationwide and 

most of the data has not been categorized by gender. Therefore, quantitative, nationwide, 

disaggregated data, by gender and age, is required for comprehensive policymaking and 

an assessment of progress. Person with Disabilities-related items taken up by the National 

Census, specific theme and regional studies by regional governments, as well as 

governmental and international organizations should be collected, and missing 

information or items should be surveyed. At the same time, it is important to publish and 

disseminate the results of these surveys to persons with disabilities themselves, policy 

makers, project Implementator and aid donors so that they can be utilized for policy 

making and international project planning.  

The National Population Census is theoretically conducted every 10 years. The latest 

National Population Census was conducted in 1998; its predecessor was in 1981. 
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In order to determine the level and pattern of disabilities in Pakistan, data at the aggregate 

level have been collected by censuses. The importance of the portion of the population 

with disabilities can be observed from the regularity with which data on this population 

have been collected since the time of the 1961 census. Prior to that time, no information 

existed on disabilities at the national level. In the population censuses of 1961 and 1981 

and the Housing, Economic and Demographic Survey (HED) of 1973, information was 

collected on the census long form from a sample of households selected on a probability 

basis; this survey was conducted soon after the main census. All information on 

disabilities was recorded as reported, supposedly, by an adult living in the household, not 

necessarily the head of the household. However, these respondents, whether male or 

female, often had various biases with regard to reporting the incidence of a disability in 

the household, especially if the person(s) concerned were at younger ages, since the 

family could expect to attract social sanctions for revealing such facts. Moreover, 

information on the degree of disability was left totally to the discretion or perception of 

the respondent to reveal. 

 

As mentioned previously, data on the cause of disabilities, treatment and rehabilitation, 

and economic activity of the persons with disabilities are necessary for programme 

planning purposes. Until the mid-1980s no source provided data on a number of other 

aspects regarding this portion of the population on a national scale. During the period 

1984-1985, the Federal Bureau of Statistics (FBS) conducted a national survey to fill this 

data gap (FBS, 1986). Similar to a census, this survey also focused on household-level 

information collected on a quarterly basis. The survey concentrated on specific physical 

and intellectual disabilities that could place serious constraints on an individual's mobility 

for more than six months. Data on seven major causes of disability were collected: 

blindness, deafness, mutism, leprosy, retardation, lameness and "handicaps". A national 

sample of 5,638 households was surveyed to assess the incidence of these disabilities. 

Unfortunately the categories and definitions of disability were not consistent with those 

of the 1981 census, thus making it impossible to compare disability-specific rates. 

 

In order to collect valid, in-depth information on disabilities, a special survey was 

conducted in the Islamabad and Rawalpindi districts in 1986 (DGSE, 1986). This pilot 

survey encompassed a comprehensive instrument through which individuals were first 

screened, and detailed information was asked on mental retardation, visual, hearing 

disabilities, physical disabilities in the form of paralysis, deformity and wasting of the 

limbs. Details were also collected about the cause and date of onset of the disability. The 

advantage of this survey was the employment of professionals who physically verified 

the data and staff highly trained to enumerate a simplified questionnaire with close 

supervision. 

 

3.2 Conventions of Special Education/Children and Rights  
UN Convention on the Rights of the Child: In Child Friendly Language 

“Rights" are things every child should have or be able to do. All children have the same 

rights. These rights are listed in the UN Convention on the Rights of the Child. Almost 

every country has agreed to these rights. All the rights are connected to each other, and 
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all are equally important. Sometimes, we have to think about rights in terms of what the 

best is for children in a situation, and what is critical to life and protection from harm. As 

we grow, we have more responsibility to make choices and exercise our rights. 

 

The disability rights movement for social, political, economic, and educational equality 

for individuals with disabilities emerged with noticeable strength in the 1960s and 1970s 

with Civil Rights and Disability Rights movements in Western Europe and North 

America impacting thinking about hegemony and marginalized groups including 

individuals with physical and intellectual impairments (Longmore, 2009; Scotch, 2009; 

Taylor, 2008), as individuals with disabilities worldwide assumed a minority identity 

rather than a “patient” identity through the 1990s and into the 21st century. The strength 

of the Disability Rights Movement continued to increase as the marginalization of 

individuals with disabilities took a broad international perspective with Disability Rights 

movements growing worldwide. The results of these movements are enshrined in several 

international policy statements (Peters, 2007). The purpose of this study is to investigate 

the Disability Rights social and cultural movements and to determine the social 

regularities leading to the 1) identification of education of children with disabilities as an 

international social problem and 2) the legislation of the policy solutions set forth in five 

international documents regarding the education of children and the education of children 

with disabilities.  

 

There are number of conventions on special education and inclusive education at 

different times and government of Pakistan signed it too. 

 1948: Universal Declaration of Human Rights. 

 1989: UN Convention on the rights of the Child. 

 1990: The World Declaration on Education for All, Jomiten. 

 1993: The Standard Rules on Equalization of Opportunities for Persons with 

Disabilities. 

 1994: The Salamanca Statement and Frame for Action on Special Needs Education. 

 1999: Salamanca 5 Years on Review. 

 2000: World Education Forum Framework For Action, Dakar. 

 2000: Millennium Development Goals focusing on Poverty Reduction and 

Development. 

 2001: EFA Flagship on Education and Disability. 

 2005: Islamabad Declaration on Inclusive Education 

 2006: The Convention on the Rights of Persons with Disabilities 

 

 

4. DISABILITY: WHO’S RESPONSIBILITY? 
 

It is a debate from the history that who is responsible for the disabled child, either the 

mother or father. But the answer is not both; it is by many reasons, biological and 

environmental. We can’t say it is sin of parents and Allah punished them for this. As a 

http://www.idp-europe.org/eenet-asia/eenet-asia-1-EN/page27b.php
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teacher we must understand when anyone have disabled child then who will be 

responsible for them. The literature and research findings of different studies revealed 

that parents, family members, professionals, teachers, medical personnel, government, 

employers, social workers, psychologist and society all are responsible for their welfare 

and wellbeing. Let’s discuss one by one responsibility of these stakeholders for the 

disabled children: 

 

4.1 Inclusive Education: An International Priority  
So far we discussed introduction of special need children, now we will discuss or 

understand the actual theme of the course and unit i.e. inclusive education. First we will 

read about the inclusive education and its worldwide movement so that you can 

understand the history and theme of inclusive education.  

 

The international move towards inclusion of special needs children into mainstreaming 

classrooms rather than educating them in an isolated environment has  been a main 

concern raising, issues and interest for educators, policy-makers and researchers in recent 

times (Chalmers, 1998). 

 

Hundreds of millions of persons with disabilities do not have access to the opportunities 

and resources to fulfill their basic human needs. Together they form a substantial 

proportion of the world’s poor. The global Millennium Development Goals (MDGs) 

cannot be met without specific effort being made to include persons with disabilities. One 

of the key measures is access to education.  

 

There is a common viewpoint among professionals and disability rights promoting 

organizations and concerned agencies that an inclusive environment in the mainstream 

schools is the best possible option to enroll maximum number of children with disability 

in education.  

 

Inclusion is seen as the wider reform of the education system to create a more effective 

education system and society. The inclusive education approach is to create an education 

system that is responsive to learner diversity and to ensure that all learners have the best 

possible opportunities to learn.  

 

Historically we have had two educational systems—one for children with special 

needs/disabilities (education in special schools) and one for everyone else (education in 

mainstream schools). The movement towards integration of children with disabilities into 

the regular classrooms started in the second half of the twentieth century. The trend at 

present is to create one education system that values all children—to devise a classroom 

that welcomes all children irrespective of disability, community background, gender, 

ethnic background and socio-economic status.  

 

Extending access to education is part of a worldwide agenda. The Education for All 

(EFA) initiative from the United Nations is an essential element of the Millennium 

Development Goals, in part because education is seen as being crucial to human 
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development, and also because so many children do not have access to education 

UNESCO (2005). Across the world, there are many reasons why children do not attend 

school, including high levels of mobility, social conflict, child labour and exploitation, 

poverty, gender and disability. Many children are at risk of not attending school, or of 

receiving a sub-standard education. In some parts of the world, schooling is not available 

because of a shortage of school places, a lack of quality teachers, or because schools are 

too far from where children live. Sometimes families choose not to send their children to 

school because of fears about safety and security, the poor quality of schooling or 

because of the economic costs. Such costs might include school fees, having to buy 

uniforms, books and materials, and so-called ‘opportunity costs’ that arise when young 

people are not economically active because they are in school.  

 

Differences in access to and outcomes from, education depend not only on children’s 

individual circumstances, but also crucially on the country in which they live and in 

many cases, where they live within that country. In well-schooled, internationally 

successful countries, such as Scotland, with its long history of compulsory school 

attendance, such concerns may seem irrelevant, but even here, not all children are in 

school. And even when they are in school, some children do not have positive 

experiences of education, nor do they have much to show for their time in school. The so-

called ‘achievement gap’ between those who achieve most and those who achieve least, 

is a major concern in many countries (OECD, 2007). In response, new initiatives such as 

More Choices, More Chances (SEED, 2006) have been introduced to tackle this problem. 

In such countries, the concern is not only about access to schooling, but it is also about 

ensuring meaningful participation in a system in which achievement and success is 

available to all (Black-Hawkins, Florian & Rouse, 2007). But why is there such a long 

tail of underachievement in many countries? Why do educational systems have 

institutional barriers to participation and achievement? And why do so many teachers 

think that the problems that some students have in learning should not be their 

responsibility because they have not been trained to deal with these matters?  

 

Throughout the world, there is an increased awareness of differences in access to and 

outcomes of education. This has to be understood in the power of education to reduce 

poverty, to improve the lives of individuals and groups, and to transform societies (e.g. 

Grubb & Lazerson, 2004). Developing ‘schools for all’ is important because schooling is 

linked to human, economic and social development goals. But at the same time, it is 

apparent that many school systems perpetuate existing inequalities and intergenerational 

under-achievement. The reasons for this are complex, but it often relates to deeply 

embedded attitudes to, and beliefs about, human differences. Nevertheless, dealing with 

exclusion, marginalization and underachievement is not only the right thing to do; it 

makes sound economic and social sense. Failure to develop schools capable of educating 

all children not only leads to an educational underclass, but also a social and economic 

underclass which has serious consequences for society now and in the future. Therefore, 

the development of successful inclusive schools, ‘schools for all’ in which the learning 

and participation of all children is valued, is an essential task for all countries. It is hardly 

surprising therefore that tackling under-achievement and increasing inclusion are part of 
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a worldwide agenda. As a result of this interest, a series of national and international 

initiatives intended to broaden participation for vulnerable groups of children have been 

enacted. These include the United Nations Education for All initiative (EFA), which was 

launched in Jomtien, Thailand in 1990, and the Dakar Declaration (UNICEF, 2000). 

 

In 1945 the League of Nations adopted the Universal Declaration of Human Rights. In 

the field of education, Article 26 of the Declaration proclaims the right of every citizen to 

an appropriate education regardless of gender, race, colour and religion. This right is also 

enshrined in the constitutions of all independent nations. The question is: To what extent 

are governments guaranteeing the right of 'every' citizen to an 'appropriate' education as 

we approach the new millennium? What measures are in place at national and provincial 

level to address imbalances in education? 

 

In almost every country, children and adults are being excluded from formal education 

altogether; some of those who go to school do not complete. They are gradually and 

deliberately pushed out of the school system because schools are not sensitive to their 

learning styles and backgrounds. In a gesture of sympathy some children are sorted out 

into categories and placed in separate special schools, away from their peers. This has led 

to the development of two separate systems of education within countries, regular and 

special education. However, in recent years the rationale for having two parallel national 

systems of education has been questioned and the foundations of 'special education' have 

begun to crumble. The thinking that has developed during the last 50 years in the 

disability field has had significant influences not only on special education but also on 

practice in regular education. Current thinking and knowledge demands that the 

responsibility for ALL learners should remain with the regular classroom teacher. It is 

this thinking that we are here to explore during the two days of this workshop. 

 

We are all now familiar with the 1990 World Declaration on Education for All: Meeting 

Basic Learning Needs. The Declaration states that: 

 

Basic education should be provided to all children... To this end, basic 

education services of quality should be expanded, and consistent measures 

must be taken to reduce disparities (Article 3.1). (UNESCO, 1998:3) 

 

Despite the rather token mention of special needs at the Jomtien Conference, there is now 

greater recognition that the special needs agenda should be viewed as a significant part of 

the drive for Education for All (Ainscow, 1995). The idea is that the concept of 

integration should be replaced by a move towards inclusive schooling/education. 

Integration demands that "additional arrangements will be made to accommodate" pupils 

with disabilities "within a system of schooling that remains largely unchanged"; inclusive 

education, on the other hand, aims to restructure schools in order to respond to the 

learning needs of all children (Ainscow, 1995: 1). Thus integration calls for separate 

arrangements in the regular school for exceptional children, mainly those traditionally 

labeled as disabled, through such practices as withdrawal, remedial education and/or 

mainstreaming. However, inclusive schooling, in the first instance, recognizes that 
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special learning needs can arise from social, psychological, economic, linguistic, cultural 

as well as physical (or disability) factors, hence the use of the term "children with special 

needs" rather than "children with disabilities". Second, it recognizes that any child can 

experience difficulty in learning, short-lived or long-term, at any time during the school 

career and, therefore, the school must continually review itself to meet the needs of all its 

learners. 

 

It is important to have answers of these questions that ‘how have the concept of inclusive 

education developed? Was it sparked off by the Jomtien Conference? Who is behind this 

movement? Here we will discuss or answer all these questions in international and 

Pakistani contexts. Also to argue that the measures currently in place will not guarantee 

this right unless there are major reforms in the education systems. The tide is moving 

towards those reforms, some experiments are already underway, but obstacles to the 

changes are indeed great. Perhaps the greatest of these obstacles is the unwillingness of 

those who wield different types of power, and thus make important decisions as to why 

and who should be excluded from receiving an appropriate education, to surrender power.  

 

Internationally, the drive towards inclusion of children with special needs into the 

mainstream of regular schools is fuelled by a number of initiatives and treaties including 

the UN Convention on the Rights of the Child (1987), the UN Standard Rules on the 

Equalization of Opportunities for Persons with Disabilities (1993), Jomtien World 

Declaration on Special Needs Education (1994). The World Declaration on Education for 

All, Jomtien, Thailand, which was reaffirmed in the Dakar Framework for Action (1000), 

gives the message: 

 

In order to attract and retain children from marginalized and excluded 

groups, education systems should respond flexibly. Education systems must 

be inclusive, actively seeking out children who are not enrolled, and 

responding flexibly to the circumstances and needs of all learners…..  

 

In 1994, representatives of 92 governments and 25 international organizations formed the 

World Conference on Special Needs Education in Salamanca, Spain. They agreed a new 

dynamic statement on the education of all disabled children, which called for ‘inclusion 

to be the norm’.   

 

Almost all the world governments agreed or signed on EFA and MDGs and promised to 

ensure equal education opportunities in the same system or environment. The Eastern 

Europe is struggling for the inclusive education but still with two systems of education. 

The central Europe position is bit better than the Eastern Europe but not like Western 

Europe or Scandinavian countries where inclusion is in real sense. The USA, Canada 

position is also better with respect to inclusive education and give priority to inclusion. 

The Africa and Asia is far behind in inclusive education and just thinking about the 

inclusive education.  Let’s read about the Pakistani government priority for inclusive 

education.  
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4.2 Inclusive Education: Pakistani Government Priority 
People with disabilities are the most marginalized group within Pakistan and face great 

stigmatization in society (JICA, 2002). This may be due to the fact that independent 

assessments have found a significant lack of information, rules and regulations, 

rehabilitation centers, and specialized services for people with disabilities (UNICEF, 

2003; JICA, 2002). This also may be due to the fact that some in society, particularly 

those with limited education, view disability as a curse or punishment or view those with 

a disability as a burden to society (Miles, 1983; Akhtar, 1994; as cited in UNICEF, 

2003). Because limited information is available in Pakistan, this may have contributed to 

a lack of awareness to or misconceptions about people with disabilities. 

 

The obstacles to a good education faced by millions of children in South Asia are 

daunting enough. For the 10% of the region’s young people who are estimated to have 

some kind of disability, the barriers are compounded.   

 

The Ministry of Women’s Development, Social Welfare, and Special Education has 

authority to formulate policies on employment and rehabilitation for people with 

disabilities. However, policies are then implemented at the local level, and no particular 

department is responsible for programs for people with disabilities (JICA, 2002). 

Perhaps, because the implementation of services is a provincial responsibility, the 

availability of services for identifying, rehabilitating, and educating people with 

disabilities varies greatly, especially between urban and rural areas. 

 

For example, community-based rehabilitation is not available throughout the country and 

when these services are available, they are mainly offered by international organizations 

and NGOs (JICA, 2002). Thus, an effort has not been coordinated to provide services to 

people with disabilities throughout the country. 

 

Similarly, the availability of educational services for children with disabilities also varies 

greatly. Most services for those with disabilities are located in urban areas and are 

primarily special schools provided by the private sector, NGOs, or the government. The 

Pakistani government has established 46 special education schools that provide 

assessment, diagnostic, and special education services (JICA, 2002). 

 

Because Pakistani policymakers have not reached a consensus toward inclusive 

education, 

 

Pakistan’s national policy does not advocate for it. Supporters have maintained that 

inclusive education is the way to create a more open and accepting society and provide 

educational services to children who reside far from the special needs schools. Supporters 

have also suggested that inclusive education may be less costly than special needs 

schools because housing is provided at such facilities. 

 

Some provincial governments have also set up special education schools. Pakistan has 

only a few inclusive schools: Most of them are located in large urban cities and are 
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operated by the private sector. As a result, most schools and services (inclusive or special 

needs) are not accessible to children with disabilities who live in remote or rural areas. 

 

Opponents, on the other hand, believe that inclusive education is advocated by 

international organizations that know little about the realities in Pakistan (Miles & Miles, 

1993, as cited in UNICEF, 2003). They point out that 278,051 teachers work in 106,275 

primary schools in Pakistan (Bureau of Statistics, 1998, as cited in UNICEF, 2003). 

Government schools are under resourced. Most teachers are not equipped to handle the 

needs of children with disabilities, because they have not been trained to do so. Teachers 

do not usually allow children to play a participatory role in classrooms, and teachers do 

not stress creative or critical thinking ability (UNICEF, 2003). Instead, classrooms 

mainly use memorization and rote learning, which creates an inaccessible curriculum and 

learning environment for many children with disabilities. 

 

Finally, the education policy landscape is complex. The National Policy of Special 

Education (enacted in 1998) and National Policy for Persons with Disabilities (enacted in 

2002) give oversight of special needs schools to the Ministry of Women’s Development, 

Social Welfare, and Special Education, rather than the Ministry of Education. The 

Ministry of Women’s 

 

Development, Social Welfare, and Special Education has no role with regular 

government schools, but the policy does not provide any involvement of the Ministry of 

Education in special or inclusive education (UNICEF, 2003). This has resulted in the two 

systems working in isolation and trying to maintain authority and identity independent of 

the other (UNICEF, 2003). 

 

In Pakistan, opponents of inclusive education argue that the government and the 

international community are attempting to popularize the provision of inclusive 

education, while professionals and society are still not ready. They feel that the 

professionals responsible for formulating the policy are mostly international experts who 

are ignorant of the situation prevailing in the country. 

 

They feel that foreign ideas and policies are being imported with no regard to how they 

will be implemented. They also feel that it is impractical to try to install inclusive 

education within an institutional infrastructure that does not exist. Teachers, 

administrators, professionals and parents appear to be aware of the concept of inclusive 

education, but are unsure about its implementation in ordinary schools, and are uncertain 

of its impact on schools and children. 

The proponents of inclusive education feel that the government's goal of education for all 

cannot be achieved when there is no policy directed at the 10 per cent of children with 

mild and severe disabilities. 'Disabled children living in institutions are particularly 

vulnerable to neglect, and to physical and sexual abuse. Those children who are totally 

dependent on caregivers in daily life will be most at risk-the very young and female 

disabled children, in particular. When abuse takes place, children isolated in institutions 

have no one to help them complain or defend themselves' (Save the Children, 2002). 
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Such negative experience necessitates the need for including children in ordinary schools 

where children can live with their families. 

 

Inclusive Education in Pakistan needs promotion, awareness, attention, and clear 

understanding of the concept for true implementation at grass root level in marginalized 

communities.  Government and NGOs must have clear policy for training of concerned 

staff members in every district schools and institutions. General public lack 

understanding of inclusive education, there is lot of discrimination seen and observed at 

community level. Mostly children dislike and do not accept their fellow children who are 

deprived, need care and love for inclusive environment. Teachers do not care to attend 

disabled, disadvantaged, poor and neglected children in class room environment. School 

management of private and big schools do not have awareness of keeping free mobility 

facilities in school premises for possible admissions of disabled children, the class room 

environment do not allow wheel chair users to enter because of mostly schools have class 

rooms upstairs and also steps for class room entrance. 

 

Awareness lack among the general public about inclusive society, the educators are not 

familiar with the concept of inclusive education. Mostly people sitting in big offices and 

having high profile jobs do not have knowledge of inclusion, often question is asked what 

do you mean by inclusive education? 

 

There is great need to develop a system where ordinary people, school management, 

teachers and parents must be given basic knowledge and awareness about concept of 

inclusive education. 

 

The government and private educational infrastructure must be equipped with possible 

needs to promote inclusive education concept. 

 

Due to inclusive barriers, disabled and disadvantaged children remain out of schools, 

these children need inclusive environment in their homes to learn to face social barriers, 

schools and other community centers must create opportunities for possible inclusion. 

 

The most important thing is, how to promote inclusive environment, how people can be 

motivated to accept neglected and ignorant children and disabled persons, how people 

can be motivated to think for equality, not to have sympathetic attitude? 

 

If we want to see social change in schools, public places, domestic and public gatherings, 

sports, family setup, how to create such environment, are there expertise needed for 

motivation and counseling? 

 

Do we have expertise to promote inclusive education? 

 

Government and NGOs must have infrastructure for implementation at grass root level, 

which can play vital role for social change. 
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There are physical and environmental and cultural barriers in our society, due to which 

people do not bother to listen and learn about inclusive environment and education. 

 

According to survey assessment results, 95% of disabled children cannot attend school 

due to cultural, financial and physical barriers. 

 

4.3 Defining Student and Teacher Responsibilities in Inclusive Education 
In inclusive education two elements are very important i.e. teachers and students. The 

discussion will highlight their responsibilities in inclusive education. Let’s start it with 

teacher’s responsibility.  

 

Teacher Responsibility  

Teaching students with disabilities in an inclusive classroom may be regarded, as a 

challenge for teachers accustomed to teaching in the regular classroom; therefore teachers 

should require the basic characteristics of effective teaching. To be a successful teacher in 

inclusive classrooms is not easy, because usually in such cases the teacher is dealing with 

different abilities. Most of the effective teaching evidence comes from the research which 

involves the classrooms directly using several different techniques (Westwood, 2003). He 

found that the effective teacher should be a good classroom manager, focusing on 

academic skills, with good expectation, enthusiasm, using effective strategies to keep 

students on task and using variety of teaching and resources styles, covering the material 

content. Also the effective teacher uses easy presentation of material, is direct in 

teaching, explains and outlines instruction clearly, frequently observe what students are 

doing taking into account differences between the students and re-teaching when 

necessarily, give frequent feedback for all students and checks for understanding by using 

probing questions. 

 

The teacher facilitates the learning by encouraging, prompting, interacting, and probing 

with good questioning techniques, such as 'How do you know it's right - can you show 

me how?' The teacher provides 3-4 activities that address the multiple learning styles and 

enables students to make choices. For instance, in a spelling activity a student may 

choose to cut and paste the letters from newspapers or use magnetic letters to manipulate 

the words or use colored shaving cream to print the words. The teacher will have mini-

conferences with students. The teacher will provide many learning manipulative and 

opportunities for small group learning. Parent volunteers are helping with counting, 

reading, assisting with unfinished tasks, journals, reviewing basic concepts such as math 

facts and sight words. 

As more and more emphasis is put on inclusion and keeping children in their 

neighborhood schools, the challenge is to build collaborative relationships between 

general educators and special educators. 

 

We have placed so much importance on quiet classrooms and quiet halls, that the often 

disruptive presences of children who receive special education services cause their 

general classroom teachers serious anxiety. As a special educator, you not only provide 
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services for children with IEP's, you support them in their general education classroom. 

Here are some suggestions for successful communication and collaboration. 

 

Start from the beginning: Find out what each child's general education teacher needs to 

be successful, how often you need to communicate (morning and afternoon, or only one 

or the other.) 

 

Be sure teacher has each child's IEP. Schedule an appointment and review the child's 

goals and specially designed instruction. Find out what you need to get so that he or she 

can follow through on the specially designed instruction. 

 

Behavior Improvement Plan: If the child has a behavior plan, discuss who is responsible 

for enforcing what part of the plan. Discuss the means: learning contracts, reward 

systems, point systems, or other means of teaching replacement behaviors. 

 

Coach your cooperating teachers on differentiating instruction: certainly your specially 

designed instruction is going to require some adaptations, especially for students with 

reading disabilities. Model; show them how to do it. 

 

Touch base with students on your caseload: Middle school and high school will 

undoubtedly make your homeroom class your home base. Try to arrange an afternoon as 

well as morning period, so you can check assignment books, find out how things went 

during the day and any special challenges. With elementary school students, try to 

arrange a spot in the corner of one of the classes you serve where you can check 

homework each morning, check for lost teeth, hear stories about new cats, all the things 

they would want to tell you during instructional periods. It will keep you touch with your 

student's needs and what they are struggling with in their classrooms. 

 

Adapt homework for the students in your caseload: Homework can be a real sticking 

point for general education teachers. Be sure that you remind a general education teacher 

what the purpose of homework is: to practice skills already taught. You may also want to 

negotiate how much homework your students do. Ask a teacher how long they expect a 

student to work on their class each night. If they say 20 minutes, create alternate 

assignments that review the skill but will only take that student 20 minutes. 

 

Celebrate Successes: When your students succeed in the general education classroom, 

make sure you let the teacher know the depth of your appreciation. Take a picture of the 

child with the teacher and the project, the math paper, the spelling test, then print it and 

hang it near your desk: give one to the teacher and the student (I love my digital camera). 

 

The first responsibility a inclusive education teacher has to facilitate a student’s inclusion in 

his/her placement in the least restrictive environment (LRE) is, as a member of the 

Individualized Education Plan (IEP) team, to promote the notion that a placement 

discussion begin by considering the general education classroom as the first option, not last. 
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The second responsibility a special education teacher has in this process is to have solid 

knowledge of the many different types of supplementary aids and services (SAS) that the 

student would need to promote his/her full inclusion into the general education 

classroom. The purpose of providing supplementary aids and services is to support 

students with disabilities as active participants with non-disabled peers as well as to 

enable their access to the general curriculum.  

 

The third responsibility of the inclusive education teacher in the promotion of a student’s 

inclusion into general education is to be aware of this specific requirement, and explore 

and implement appropriate SAS which will promote a student’s access to the general 

curriculum, not just the physical environment of a general education classroom. Teacher 

must ensure the following systemic changes for the promotion of LRE for every student: 

o Developing materials to be displayed in all public schools that show “all children 

are welcome.” 

o Providing increased professional development for teachers and other school 

personnel. 

o Expanding and supporting information and training for parents of children with 

disabilities. 

o Ensuring that all IEP teams determine IEP goals can be implemented in regular 

classroom with supplementary aids and services. 

o Providing a “Single Plan” for students with disabilities who also qualify for gifted 

support. 

o Modifying portions of the IEP and annotated IEP to provide more information on 

students participating in regular education. 

o Modifying complaint resolution and investigation procedures. 

 

The fourth responsibility of inclusive education teachers is to know and understand the 

points, and take action in promoting the changes that are within their control; particularly 

developing and displaying welcoming materials for all students, lobbying for more 

professional development, and volunteering to participate on LRE advisory panels. 

 

Finally, the promotion of the benefits of inclusion of students with disabilities into the 

general education curriculum is the fifth responsibility of a special education teacher who 

has to facilitate a student’s inclusion into LRE. Westling & Fox (2009) stated “It is 

important for the teacher to understand why inclusion is best practice. The teacher who is 

trained in practices needed to support students with severe disabilities in the inclusive 

school should be prepared to articulate the benefits of inclusive schooling to school and 

community members who may be unaware of its importance” (p. 243). Furthermore, 

teachers should extend this promotion of awareness and benefits of inclusion to general 

education students, as these are the children who will be in the positions to help the 

students with disabilities in areas of academics and socialization. They should also 

understand the benefits they themselves can enjoy, as “when inclusion occurs, students 

with the disabilities are not the only ones to benefit. The most important benefit to non-

disabled students and to society in general is that the inclusion of students with 

disabilities in the school positively influences the attitudes of non-disabled students 
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toward people with disabilities (Fisher, Pumpian, & Sax; 1998; Gaylord-Ross & Peck, 

1985; Hughes et. al, 2001; Peck, Staub, Gallucci, & Schwartz, 2004; Voeltz, 1982; as 

quoted in Westling & Fox, 2009, p. 247). 

 

Students’ Responsibility  

More and more students with disabilities are being placed in the regular classroom setting 

to be 'included' with all students. One of the goals for inclusion to be successful is social 

skills development and peer support to ensure that students with disabilities feel well 

accepted. Peer relationships don't just happen due to a physical placement, teachers need 

to provide opportunities to facilitate positive interactions to promote understanding and 

acceptance. When peers understand a child's disability, they often become much more 

supportive, willing and accepting. When peers understand, they too benefit! Here's a list 

of ideas to try with students to maximize the success of the inclusion classroom. 

 

1. Its responsibility of mainstream classroom students to know about the disabled 

students by find out 5 things about other students. This could include, favorite TV 

programmes, size of family, favorite hobby, vacations, number of pets etc.  

2. Pyramid of Friends. Use a pyramid to let students put the most important person on 

the bottom line of the pyramid and keep identifying people for each step of the 

pyramid. For example, the smaller top line could be used to identify a support 

person - speech and language etc. 

3. Have students list the characteristics of good friends. Once their list is done, 

provide a discussion about the students with disabilities being able to have those 

same characteristics. This helps students realize that they can be good friends with 

students with disabilities. 

4. Two New Friends. Challenge your students to find 2 new friends (encouraging 

those with disabilities). Over a period of 2 months, ask students to keep a journal of 

all the friendship activities they did with their 2 new friends. 

5. Use two columns. The first column asks students about the qualities they look for 

in a friend. The second column asks students why they would make a good friend. 

6. Let students put together a chart of strengths and weaknesses. Compare them as a 

group. 

7. Students must know about the needs of disabled students and it may be experience 

through small activities like for vision impairments, blindfold a student and ask to 

do few tasks in the classroom like sharpening a pencil, finding their math book etc. 

It will help the students to realize the feelings and needs of their peers in inclusive 

classroom.  

Students must felt that disabled children are part of their classroom. Ongoing activities to 

support inclusion for all students will need to occur daily. The normal students will be 

surprised that how quickly regular classroom students support and become friends with 

those students with disabilities but it doesn't happen without the ongoing support of the 

teacher. 
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5. CONCEPTS OF DISABILITY 
 

5.1 Labeling of Disability  
Students identified as having problems in school either will meet eligibility criteria for 

special education services or will be unofficially labeled with such negative adjectives as 

"lazy," "unmotivated," "slow learner," or "behavior problem." In the latter case, neither 

the teacher nor the student will get help. The student will remain in general education and 

most likely continue to fail in school. There is an increased probability that the student 

will eventually drop out of school. 

 

In most countries, a student is identified as requiring special education when school 

evaluation data match the student with a specific disability category that is outlined by 

those particular education regulations. This classification process assumes that assigning 

a student a categorical name implies knowledge about the characteristics of the student's 

learning problem. This categorical approach to providing help has been roundly criticized 

by many educators who claim that labeling a student does more harm than good. What 

students are called determines what services they receive and where they will receive 

them. Because this classification process alters the school experience of many students, 

professionals have researched and described the advantages and disadvantages of the 

labeling associated with it. 

 

Advantages of Labeling 

The advantages of labeling were more obvious in the formative years of special education 

(mid-1940s to early 1970s), than they are now. For instance, without the category of 

learning disabilities, advocates for these children would have had no rallying point to 

promote educational programs. Imagine how ineffective scientists would be in raising 

money for cancer research if they had no name for it. The advantages of labeling can be 

summarized as follows: 

 In Pakistan the federal and provincial funding of special education programs are 

based on categories of disabilities. 

 Labeling enables professionals to communicate with one another because each 

categorical label conveys a general idea about learning characteristics. 

 The human mind requires "mental hooks" to think about problems. If present 

categorical labels were abolished, a new set of descriptors would evolve to take 

their place. There is ample evidence of this in the evolution of the term "mildly 

retarded." 

 Labeling the disability spotlights the problem for the public. Labeling can spark 

social concern and aid advocacy efforts. 

 Labeling may make the majority without disabilities more tolerant of the minority 

with disabilities. In other words, the actions of a child identified as having 

intellectual disability might be tolerated, whereas the behavior of a peer without 

intellectual disability would be criticized. 
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 Labeling has led to the development of specialized teaching methods, assessment 

approaches, and behavioral interventions that are useful for teachers of all students. 

(Hallahan & Kauffman, 1982) 

 

Many people worried that attaching labels to students with disabilities may not be such a 

good idea. They feel that the label may negatively impact the self-esteem of the student, 

unintentionally send the message that he or she is inferior, or influence others to treat 

them differently. Despite these concerns, many educators still label students with 

disabilities for a variety of reasons.  

 

Categories of special needs continue to be used mostly because the advantages of doing 

so outweigh the disadvantages. Members of the same category, while different in many 

ways are sharing common characteristics. This allows teachers to generalize the 

promotion of academic and social development of students in a certain category.  

 

Another reason for labeling students with disabilities is to encourage the creation of 

special interest groups. Special interest groups are support systems that can provide 

valuable information about a specific disability, and even facilitate state and federal 

legislations to help these students. An example of a special interest group is "The Autism 

Society of America." Without categories for disabilities, there would be no special 

interest groups. Without these support groups, many people would be unaware of how to 

help these students.  

 

The main reason that many educators still label students with disabilities in the United 

States is that federal funds are only provided when a student's particular disability has 

been identified. Therefore, if there were no categories for students with disabilities, there 

would be a lack of funding for programs to help them.  

 

In conclusion, educators label students with disabilities to help them, not to make them 

feel inferior or different. While a student may feel he or she is being defined by his or her 

disability, there are ways to minimize this effect, such as by using "people-first language" 

when referring to a student with a disability. This article was written using people-first 

language, which means that you refer to the person first, not the disability. 

 

Disadvantages of Labeling 

Because of IDEA, students with disabilities have made significant gains in public 

schools. These advances have been accompanied by problems inherent in officially 

designating someone abnormal. Make no mistake about it; these labels stick. Once a child 

is categorized with intellectual disability, emotional disturbance, or learning disabilities, 

that information will be forwarded to every new teacher in the child's cumulative folder. 

Along with the label comes the stigma of being considered deficient. For this reason 

alone, assigning a student to a category for special education purposes is a fateful step 

that should not be taken unless all other options have proved unsuccessful. The 

disadvantages of labeling are summarized as follows: 
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 Labels shape teacher expectations. Imagine what your reaction would be if the 

principal informed you that the new student in your class is mildly mentally 

retarded. Studies on teacher expectations have demonstrated that what teachers 

believe about student capability is directly related to student achievement. 

 All children have some troubling behaviors. Labels can exaggerate a student's 

actions in the eyes of a teacher. A teacher may overreact to behavior of a labeled 

child that would be tolerated in another. 

 Labels send a clear message: The learning problem is with the student. Labels tend 

to obscure the essence of teaching and learning as a two-way street. Some students 

placed in a mild disability category have nothing wrong with them. They are the 

unfortunate recipients of ineffective schooling. 

 Labels perpetuate the notion that students with mild disabilities are qualitatively 

different from other children. This is not true. Students with mild disabilities go 

through the same developmental stages as their peers, although sometimes at a 

slower rate. 

 Teachers may confuse the student with the label. Labels reflect categories of 

disabilities. Categories are abstract, not real, concepts that are general enough to 

incorporate many different individuals. More than two million students may be 

identified with specific learning disabilities, but as individuals, each is a unique 

human being. When a student is placed in a category, a teacher who knows some of 

the characteristics of a category may ascribe all known characteristics to each 

labeled child. This is stereotyping. Stereotypes harm students when teachers 

rationalize low achievement by citing characteristics of the label. An example is the 

teacher who explains away a teaching-learning problem by stating, "We can't really 

expect Mary to remember too much math because she is 'intellectually disabled.' " 

 Students cannot receive special education services until they are labeled. In many 

instances, the intervention comes too late. The need to label students before help 

arrives undermines a preventive approach to mild learning problems. 

 Diagnostic labels are unreliable. Educational evaluation is filled with quirks. States 

use different descriptive criteria for the same categories; many evaluation 

instruments have questionable validity and reliability; specific labels go through 

trends (for example, at one time learning disabilities was considered a white, 

middle class category and African American students were overrepresented with 

mild intellectual disability). 

 Labels often put the blame (and the guilt) for a student's learning problems squarely 

on the parents' shoulders. In many cases, this is unjustified because students may be 

mislabeled or teachers may not fully understand the many different causes of mild 

disabilities. 

 

5.2 Categorical, Non-Categorical, and Cross-Categorical 
 

Approaches Categorical approaches: 

To qualify for the right to a free and appropriate public education, disabled students in 

most countries must meet the categorical eligibility requirements outlined in the laws. 
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The fundamental question posed here is: do students with disabilities really have a right 

to equal educational opportunity when that right is tied to a stigmatizing label based on a 

medical model of disability? Here we attempt to answer that question through an analysis 

of (a) the history of categorical eligibility for special education (b) its purpose and (c) its 

problems. It then examines some of the changes that have been proposed to current 

eligibility policies and practices.  

 

The medical classification of children with disabilities for educational purposes has been the 

historical norm for centuries. According to Safford and Safford (1996), the idea of public 

instruction for certain categories of children with disabilities was developed in Pre-

Revolutionary Paris. In 1760, the Abbe Charles Michel de l'Epee established the first public 

school for the deaf in Paris, the Institution Nationale des Sourds-Muets (Safford et al. 1996). 

The concept of public education for the deaf was soon extended to blind children by Valentin 

Hany with the creation of the Institution Nationale des Jeunes Aveugles in 1784 (Safford et 

al. 1996). The model of providing segregated "education and training" for deaf and blind 

students was applied to children in other disability categories as well, including children with 

physical and developmental disabilities and deaf children with mental retardation who were 

ineligible for admission to the deaf residential schools (Safford et al. 1996). During the 19th 

century, this trend caught on in the United States with the opening of the Connecticut Asylum 

for the Education and Instruction of Deaf and Dumb Persons in Hartford on April 15, 1816 

("Significant Dates," 1999). 

 

Non-Categorical Approach: 

A solution to meet this diversity and a balance between teachers and classrooms can be a 

cross-categorical approach to service delivery adopted by schools. Also referred to as 

non-categorical, multi-categorical, mixed-ability special education classroom (NEA: 

NEA IDEA Brief, 2004) in this approach students are grouped according to their 

instructional needs rather than their disability labels. Thus, teachers also can focus on 

instructionally relevant needs of their students (Haager & Klingner, 2005). Given a need 

for a cross-categorical approach to service delivery in both general education classroom 

and special education classroom setting, it is imperative that our teachers are prepared to 

provide this approach using best practices in education.  

 

Cross-Categorical  

Cross-categorical programs/approach permit students with different areas of disability to 

be combined for delivery of services. For example, there might be children with autism, 

mental disabilities, &/or physical disabilities in the same classroom.  

 

 

6. SERVICE DELIVERY ALTERNATIVES  
                  

6.1 Special Education Classroom 
There are a lot of strong opinions out there about proper placement for students with 

special needs. Some parents feel that every last special student belongs in the regular 

education mainstream; others hold on tight to out-of-district placements they feel have 
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transformed their child. Each of these four types of special-education classroom has its 

supporters and critics, but all that matters is what makes the most sense for your child, 

right now. The question needs to be answered based on child's particular, individualized  

and needs. Ask yourself what kind of setting your child learns best in, and what kind of 

setting is the least productive. Think about whether he has friends he wants to keep in 

touch with in the mainstream, or whether the mainstream has been dangerous and 

unfriendly. Think about whether he needs structure and routine, or enjoys being with 

different teachers and kids. Think about whether there are one or two areas in which she 

needs academic help, or every moment in school is a struggle. Speak to your child's 

teachers, other parents, special education personnel, advocates in your area, and most 

importantly to your child, and try to gauge what setting would be the most productive, 

most beneficial, most stimulating and least threatening place for your child to learn. Then 

monitor the situation closely. Your child's placement is not set in stone, and you can 

always move your child if a placement becomes too hard or too easy. 

 

Activity: Visit any inclusive classroom near to your area and check the strengths 

and weakness by observing or asking these questions to the teacher of the 

classroom: 

1. Are students able to cope with the assigned tasks? 

2. Do you give instructions/directions at his/her level of need? 

3. Have you considered the individual's learning style? 

4. Are your objectives, routines and rules clearly understood by the students? 

5. Are your activities engaging and motivating for your students? 

6. Are your rules/routines posted clearly and stated positively? 

7. Do you have a variety of rewards/consequences that are well known by your 

students? 

8. Do you have smooth transitions from one subject to another and when students 

return from recess/lunch? 

9. Do you promote self-esteem and confidence? 

10. Do you ensure you have your student's attention before starting? Do you pause 

when somebody interrupts? 

11. Do you always demonstrate respect for your students and value their contributions? 

12. Do you remember to have fun with your students and provide humor when the 

opportunity presents itself? 

 

6.2 Resource Room or Withdrawal Model 
Resource rooms are classrooms (sometimes smaller classrooms) where a special 

education program can be delivered to a student with a disability. It is for the student who 

qualifies for either a special class or regular class placement but needs some special 

instruction in an individualized or small group setting for a portion of the day. Individual 

needs are supported in resource rooms as defined by the student's IEP. Sometimes this 

form of support is called Resource and Withdrawal (or pulls out). The child getting this 

type of support will receive some time in the resource room which refers to the 

withdrawal portion of the day and some time in the regular classroom with modifications 
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and or accommodations which is the resource support in the regular classroom. This type 

of support helps ensure that the inclusional model is still in place. 

 

Mostly trainee teachers asked the trainers that how long is the child in the Resource 

Room? The answer is that most educational jurisdictions recommended different time 

increments that are allocated to the child for resource room support. For instance: a 

minimum of 3 hours a week in time increments of 45 minutes. This will sometimes vary 

on the age of the child. The teacher in the resource room is therefore able to concentrate 

on the specific area of need with some consistency.  

 

Resource rooms are found in elementary, middle and high schools. Sometimes the 

support in the high school takes on more of a consultative approach.  

 

Teachers in the resource room have a challenging role as they need to design all 

instruction to meet the specific needs of the students they service to maximize their 

learning potential. The resource room teacher’s work closely with the child's regular 

classroom teacher and the parents to ensure support is indeed helping the student to reach 

their full potential. The teacher follows the IEP and will take part in the IEP review 

meetings. The teacher will also work very closely with other professionals and para 

professionals to support the specific student. Usually the resource room teacher will work 

with small groups helping in one to one situations when possible. 

 

Some older students feel a stigma when they go to the resource room. However, their 

individual needs are usually met better and the teacher will work closely with the regular 

classroom teacher to help support the child as much as is possible. The resource room 

tends to be less distracting than the regular classroom setting. Many resource rooms also 

support the social needs of their students in the small group setting and will provide 

behavior interventions. It will be very rare for a child to spend more than 50% of their 

day in the resource room; however, they may spend up to 50% in the resource room. 

 

Students in the resource room are usually assessed and tested in the resource room as it 

provides a less distracting environment and a better chance at success. A child will be re-

evaluated every 3 years to determine special education eligibility. 

 

6.3 Inclusive Classroom 
Inclusion is the preferred method of placement for students with special needs whenever 

possible. In EFA and MDGs it is clear that students with disabilities must be educated in 

regular education settings to the maximum extent appropriate in light of their needs, and 

prohibit their exclusion unless education there cannot be achieved satisfactorily even with 

appropriate supplementary aids and services. 

 

The classroom is a beehive of activity. Students should be engaged in problem solving 

activities. John Dewey once said, 'the only time we think is when we're given a problem'. 

The classroom that is child centered is based on learning centers. There will be a 

language centre with learning goals, perhaps a media centre with opportunity to listen to 
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taped stories or create a multimedia presentation on the computer. There will be a music 

centre and a math centre with many manipulative. The goals are always clearly stated 

prior to students engaging in learning activities. The teacher will ask students for 

reminders about the acceptable noise level, learning goals, and what completed tasks look 

like. The teacher again, facilitates the learning throughout the centres and focuses on 

some specific centres. Activities at the centres take into consideration multiple 

intelligences and learning styles. The learning centres begin with whole class instructions 

and end with whole class discussions on the learning that took place. 

 

 



36 

7. SELF ASSESSMENT QUESTIONS  
 

1. What are the special needs of the children with respect to their abilities and 

disabilities? How a teacher of general education can assess or screen out the 

children with diverse needs in his/her classroom? 

 

2. Discuss inclusive education in context of Pakistan and then camper it with 

International contexts. 

 

3. Provision of inclusive education for the diverse need children is reasonability of the 

state; discuss this responsibility as teacher and student point of view. How the state 

can fulfill this reasonability in Pakistan? 

 

4. Labeling diverse or special need children is common practice in developing and 

developed countries, discuss the pros and cons of labeling. Also differentiate 

among categorical, non-categorical and cross-categorical approaches.  

 

5. What service delivery alternatives are available in Pakistan? Discuss in detail. 

 

6. Discuss special education classes, resource rooms in general school and inclusive 

classroom. 

 

7. What is the prevalence rate of disability in Pakistan? Also compare it with India, 

Sri Lanka, Bangladesh and Iran. 

  

8. How you perceive the concept of disability? Also discuss different types of 

disability with characteristics.  
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INTRODUCTION 

Every child in the world has the right to education: this lies at the heart of the Millennium 

Development Goals (MDGs) agreed by every country in 2000. Children learning together 

in the same classroom, using materials appropriate to their various needs, and 

participating in the same lessons and recreation: that is inclusive education. In an 

inclusive school, children with disabilities do not study in separate classes; instead 

teaching methods, textbooks, materials, and the school environment are designed so that 

girls and boys with a range of abilities and disabilities including physical, sensory, 

intellectual and mobility impairments can be included in the same class. The goal of an 

inclusive education system is to provide all students with the most appropriate learning 

environments and opportunities for them to best achieve their potential (Alberta 

Education, 2010). Inclusive education, as we know it today, is a process. It is about 

breaking barriers, an on- going search to respond to diversity and about the presence and 

equal participation of all students within the mainstream education system. As a process, 

it requires that education systems become more and more flexible and accommodating 

without losing out on quality. It means that the supports that the child needs for education 

should be there in schools. It also implies capacity building of teachers, parents and 

communities to negotiate with the education system and for governments to develop 

policies wherein inclusion is perceived as a vital element of the education system. 

 

Inclusive education includes all learners, but it may be interpreted differently according 

to the context. For example, while it covers children excluded on the basis of language, 

gender, ethnicity, disability and other factors, AIOU focuses on children with disabilities. 

At the same time, we recognise that children may be affected by more than one issue. A 

disabled child may also speak the language of a minority ethnic group, or be a refugee, 

or, if she is a girl, her family and society may not value girls’ education. We believe that 

making schools inclusive for boys and girls with disabilities improves them for all 

learners, including students facing exclusion because of other challenges, or more than 

one issue. 

 

In some Asian countries, the concept of inclusive education is still being defined. For 

instance in Pakistan no government policy or plan on inclusive education is available to 

promote inclusive education in the country. Some private or public sector schools or 

institutions are doing it by its own. In Pakistan educational provisions available for 

children with special needs mostly focused on allowances, accessibility and teacher 

sensitization. If we compare it with Bangladesh and India, however, do not have a 

mandate to provide inclusive education. It may be taken up on a school by school basis, 

resulting in some schools including disabled children while others choose not to. In these 

cases, inclusive education relies in large part on the motivation of individual schools 

(management committees, head teachers and other teachers) which could leave the 

inclusive education approach susceptible to unpredictable changes in staff and local 

circumstances. 
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AIOU special education department designed this course to provide the guidance to 

mainstream teachers how to accommodate special need students in their classrooms. Here 

in this unit author goal is to help or provide information to understand inclusive 

education. 

 

    

OBJECTIVES 
 

After studying this unit you will able to: 

1. Know about the concept of inclusive education, its history and the need of 

inclusive education. 

2. Differentiate the special education, integration an inclusion. 

3. Discuss about the issues regarding inclusion. 

4. Know about benefits to children with disabilities, families and society. 

5. Discuss about the principles for inclusion, its legitimating and policy regarding 

Pakistan and also discuss the challenges for inclusion in Pakistan. 
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1. DEFINITION AND CONCEPT OF INCLUSION 
 

Inclusion is part of a much larger picture then just placement in the regular class within 

school. It is being included in life and participating using one's abilities in day to day 

activities as a member of the community. 

 

It is being a part of what everyone else is, and being welcomed and embraced as a 

member who belongs. Inclusion can occur in schools, churches, play- grounds, work and 

in recreation. 

 

Human beings, regardless if they happen to have a disability or not, have basic needs that 

must be met in order to feel fulfilled. The basic needs of food, water and shelter are 

necessary for us to exist. It's also easy to see that when you don't eat right or exercise it 

can adversely affect your health and capacity to work in other areas of your life. Having 

meaning and purpose to what you do and who you are, creates inspiration. Feeling 

useless or doing things that are meaningless, decreases motivation and self-respect. A 

sense of belonging, being loved, having relationships and friendships with others enriches 

our lives. Feelings of loneliness and isolation can have a negative impact in all areas of 

our lives. Education helps meet the need to learn and grow and not remain stagnant, but 

as with any of our needs, if we focus on one at the expense of the others it does not 

maximize the overall quality of life. When all these needs are met in a combined way, 

each area adds strength in the ability to achieve fulfillment in the other areas. Inclusion is 

about meeting all those needs, and maximizing a person's overall quality of life. 

 

In school, inclusion does not occur by placement in the regular class alone; rather it is a 

desired end-state. It must be created with proper planning, preparation and supports. The 

goal of inclusion is achieved only when a child is participating in the activities of the 

class, as a member who belongs, with the supports and services they need. Inclusion is 

"not" a trade-off of supports and services for placement in the regular class and is not a 

trade-off of achievement of individual goals. No matter where a child with a disability is 

placed, an Individualized Education Plan (IEP) must be developed around the child's 

needs. The IEP objectives must continue to be met in the regular class. The same applies 

to the related services a child needs, they must continue to be provided for in the regular 

settings: 

 

The fundamental principle of inclusive education is the valuing of diversity 

within the human community.... When inclusive education is fully embraced, 

we abandon the idea that children have to become "normal" in order to 

contribute to the world.... We begin to look beyond typical ways of becoming 

valued members of the community, and in doing so, begin to realize the 

achievable goal of providing all children with an authentic sense of 

belonging. (Kunc 1992, pp. 38-39). 

 

Inclusion in school requires a shift in the paradigm, instead of getting the child ready for 

the regular class; the regular class gets ready for the child. It's not a decision of zero or 
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one hundred percent, but whatever balance that can be achieved to maximize meeting all 

of a child's needs. The regular class is not looked at as how it is, but how it "can be". 

 

Adaptations are made to the materials, the curriculum and/or the expectations of the 

activities for the individual child, maintaining achievement of all individual and academic 

goals. The purpose isn't simply social or academic, but to meet all of a child's needs 

together where ever possible. 

 

Through inclusive education children with disabilities remain on a path that leads to an 

adult life as a participating member of society. Meeting all their needs together increases 

their ability to achieve academic and physical growth to their potential, and it enhances 

their overall quality of life. Inclusive education teaches all children team work and how 

to interrelate and function together with others of different abilities. They learn to value 

diversity, see the ability of others to contribute, and it gives children a sense of unity. 

 

Definitions  
While there is no legal definition of inclusion or inclusive education, many organizations 

and advocacy groups have developed their own definitions. Inclusive education, 

according to its most basic definition, means that students with disabilities are supported 

in chronologically age-appropriate general education classes in their home schools and 

receive the specialized instruction delineated by their individualized education programs 

(IEP's) within the context of the core curriculum and general class activities. 

 

Despite the apparent convergence of international policy and legislation around the 

inclusion agenda, the definition and meaning of inclusive education is still the subject of 

much heated debate and defining best practice is no simple task (Slee, 2001a). The value 

of aiming for the development of an inclusive education system in which tolerance, 

diversity and equity are striven for is uncontested; the means by which this is to be 

achieved is much more controversial. Dissatisfaction with progress towards inclusion 

drove demands for more radical changes in many countries (Slee, 1996). In developed 

countries, however, it is easy to forget that an estimated 115-130 million children across 

the globe do not attend school at all. Just as alarming are the countless others within the 

school system who are being excluded from quality education or who are dropping out of 

school early (UNESCO, 2005). Inclusion involves a particular emphasis on the 

educational rights of those groups of learners who may be vulnerable or at risk of 

exclusion or underachievement. As noted earlier, inclusion appears to be a grand and 

elusive concept. The fact that a single accepted definition has yet to gain currency reflects 

its complex and contested nature (Florian, 1998). Inclusive education looks at both the 

rights of students, and how education systems can be transformed to respond to diverse 

groups of learners. It emphasises the need for opportunities for equal participation for any 

students with disabilities or special needs in the education system, preferably in a 

mainstream environment. Despite many developments, Ainscow et al. (2006) contend 

that the development of inclusive practices in schools is not well understood. The concept 

of inclusion replaced the earlier term ‘integration’, which was used in the 1980s to refer 

to the placement of pupils with special educational needs in mainstream schools. As 
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Farrell and Ainscow (2002) point out, the problem with defining integration solely in 

terms of placement is that it tells us little about the quality of the education received in 

that context. The integration movement was based on an assimilation model. Its emphasis 

was on providing supports to individual students to enable them to ‘fit in’ to the 

mainstream programme without any changes being made to that programme. In contrast 

to integration, inclusion is about the pupil’s right to participate fully in school life and the 

school’s duty to welcome and accept them (British Psychological Society, 2002,). The 

British Psychological Society’s definition of inclusive education is centered on the 

following concepts:  

 Rejecting segregation or exclusion of learners for whatever reason, whether it be 

ability, gender, language, care status, family income, disability, sexuality, colour, 

religion or ethnic origin  

 Maximizing the participation of all learners in the community schools of their 

choice  

 Making learning more meaningful and relevant for all, particularly those learners 

most vulnerable to exclusionary pressure  

 Rethinking and restructuring policies, curricula, culture and practices in schools 

and learning environments so that diverse learning needs can be met, whatever the 

origin or nature of those needs (British Psychological Society, 2002, p.2).  

 

The term ‘inclusion’ shifts the focus from the child to the school. Unlike integration, 

which does not specify what should be done, inclusion is used to describe the extent to 

which a child with special educational needs is involved as a full member of the school 

community with full access to and participation in all aspects of education. ‘Inclusion’ 

better conveys the right to belong to the mainstream and a joint endeavor to end 

discrimination and to work towards equal opportunities for all (CSIE, 2002).  

 

Within the current literature, definitions of inclusion vary in their focus. Some emphasise 

rights, others emphasise values and community while others focus on school capacity to 

cater for difference. 

 

In 2001, the Department for Education and Skills in the UK stated that:  

 

[Inclusion is] about engendering a sense of community and belonging  

and encouraging mainstream and special schools and others to come 

together to support each other and pupils with special educational 

needs’(DfES, 2001a, p.3).  

 

Some recent definitions of inclusion have emphasized the issue of full participation and 

the overcoming of a history of exclusion by identifying and eliminating barriers to 

learning and addressing exclusionary pressures. Index for Inclusion, for example, defines 

inclusion as:  
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The processes of increasing the participation of students in, and reducing 

their exclusion from, the cultures, curricula and communities of local schools 

(Booth and Ainscow, 2002, p.3). 

 

The Centre for Studies in Inclusive Education presents a further view of inclusive 

education as:  

 

All children and young people – with and without disabilities or difficulties – 

learning together in ordinary pre-school provision, schools, colleges and 

universities with appropriate networks of support. Inclusion means enabling 

all students to participate fully in the life and work of mainstream settings, 

whatever their needs. There are many different ways of achieving this and an 

inclusive timetable might look different for each student’ (CSIE, 2002, p.2).  

 

In his keynote address at the Inclusive and Supportive Education Congress (ISEC) 

Conference in August 2005, Mel Ainscow, one of the co-authors of Index for Inclusion 

stated that, ‘inclusion is a process and not a state’ (Ainscow, 2005). This emphasis, 

therefore, is on the dynamic and evolving nature of inclusive educational practices. It also 

reframes inclusion as an issue of school reform and school development rather than a 

process of fitting children into existing structures. We see the same reference to process 

in Sebba and Sachdev’s description of inclusive education:  

 

[Inclusive education is] a process involving changes in the way schools are 

organised, in the curriculum and in teaching strategies, to accommodate the 

range of needs and abilities among pupils. Through this process, the school 

builds its capacity to accept all pupils from the local community who wish to 

attend and, in so doing, reduces the need to exclude pupils. (Sebba and 

Sachdev, 1997, p.2).  

 

UNESCO states,  

 

Inclusion is seen as a process of addressing and responding to the diversity of 

needs of all learners through increasing participation in learning, cultures, 

and communities, and reducing exclusion within and from education. … [As 

such,] it involves a range of changes and modifications in content, approaches, 

structures and strategies, with a common vision which covers all children of 

the appropriate age range and a conviction that it is the responsibility of the 

regular system to educate all children’ (UNESCO, 2005, p.13). 

 

All of these explanations present a considerable challenge to individuals and systems 

alike. A study on developing inclusion in schools defined inclusion as ‘an approach to 

education embodying particular values [that was therefore] concerned with all learners 

and with overcoming barriers to all forms of marginalization, exclusion and 

underachievement’ (Ainscow et al, 2006, p.5). They summed up the situation by saying; 

Inclusive practice requires significant changes to be made to the content, delivery and 
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organisation of mainstream programmes and is a whole school endeavor which aims to 

accommodate the learning needs of all students. The discourse on inclusion has moved 

beyond simply focusing on the response to individuals to explore how settings, policies, 

cultures and structures can recognize and value diversity’ (Ainscow et al, 2006, p.2). 

Florian provides a useful summary of a range of definitions of inclusive education and 

their various sources.  

 

This information is outlined in table 1 below. 
 

Table 1: Definitions of inclusive education 
 

Definition Source 

Being with one another, how we deal with adversity, how we 
deal with difference  

Forest and Pearpoint, 1992 

A set of principles which ensures that the student with a 
disability is viewed as a valued and needed member of the 
school community in every respect  

Uditsky, 1993 

A move towards extending the scope of ‘ordinary’ schools so 
they can include a greater diversity of children  

Clark et al, 1995 

Schools that deliver a curriculum to students through organisational 
arrangements that are different from those used in schools that 
exclude some students from their regular classrooms  

Ballard, 1995 

Schools that are diverse problem-solving organisations with a 
common mission that emphasises learning for all students  

Rouse and Florian, 1996 

Full membership of an age-appropriate class in your local school 
doing the same lessons as the other pupils and it mattering if 
you are not there. Plus you have friends who spend time with 
you outside of school  

Hall, 1996 

The process by which a school attempts to respond to all pupils 
as individuals by reconsidering its curricula organisation and 
provision  

Sebba, 1996 

Schools that are accepting of all children  Thomas, 1997 
 

Source: Florian, 2005, p.31. 
 

Florian also presents Inclusion International’s (1996) definition as the only one which 

transcends the notion of normalisation as it underlines participation rather than normalcy. 

According to this definition,  

 

Inclusion refers to the opportunity for persons with a disability to participate 

fully in all of the educational, employment, consumer, recreational, 

community, and domestic activities that typify everyday society’ (Florian, 

2005, p.32). Florian goes on to say that, ’opportunity to participate implies 

active involvement and choice as opposed to the passive receipt of a pattern 

or condition that has been made available’ (2005, p.32). 
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Many definitions of inclusion have been advanced and presented here, as inclusion has 

been defined in a variety of ways. In many publications, an explicit definition is omitted 

and the reader is left “to infer the meanings it is being given for themselves” (Ainscow et 

al., 2006, p.14). The variations in definition and interpretation suggest that the meaning 

of inclusion may be contextual and that it will take different forms depending on the 

situation (Florian, 2005). This means that the demands for inclusive education will be 

different according to perspective of the individual or group concerned. It also means that 

inclusion will not look the same in every school even when it is argued on the basis of 

human rights. Ainscow et al (2006) suggest that in order to be able to assess the extent to 

which inclusion is happening in our schools, some decisions around how the term should 

be used must be made. They developed a typology of six ways of thinking about 

inclusion as follows.  

 

These are outlined in table 2 below: 
 

Table 2 Six ways of thinking about inclusion 
 

1.  Inclusion as a concern with students with a disability and others categorized as ‘having 
special educational needs’ They question the usefulness of this approach as 
categorization can act as a barrier to the development of a broader view of inclusion. 
They do acknowledge, however, that the allocation of resources is related to this 
categorical approach. 

2.  Inclusion as a response to disciplinary exclusion The connection here to ‘bad behaviour’ 
is noted as being problematic. 

3.  Inclusion in relation to all groups seen as being vulnerable to exclusion This reflects the 
trend of inclusion being seen more broadly in terms of overcoming discrimination against 
vulnerable groups.  

4. Inclusion as developing the school for all This is about a mutually sustaining relationship 
between schools and communities that recognises and values diversity. 

5. Inclusion as ‘Education for All’ This is connected to the UNESCO (2000) declaration on 
‘Education for All’ 

6. Inclusion as a principled approach to education and society The previous five ways of 
thinking about inclusion indicate meanings given to inclusion by different people in 
different contexts. This is a broad articulation underpinned by values. 

 

Source: Ainscow et al, 2006 
 

Ainscow et al. (2006) conclude that different groups in different contexts think of 

inclusion differently and, again, that there is no single, consensual definition. There are, 

however, some common features that have been identified in schools where inclusion is 

reported to be thriving. Giangreco (1997, cited in Florian, 2005, p.32) identified these 

features as follows:  

 collaborative teamwork  

 a shared framework  

 family involvement  

 general educator ownership  
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 clear role relationships among professionals 

 effective use of support staff  

 meaningful Individual Education Plans (IEPs)  

 procedures for evaluating effectiveness  

(Giangreco, 1997, cited in Florian, 2005, p.32). 

 

Activity: Dear students you have read number of definitions on inclusive education, now 

you are able to define it in your own words. Ok discuss with your colleague/class fellow 

or teacher above the common aspects you found in all these definitions with difference 

within the definitions. At the end give your own definitions you conceive after reading 

these definitions.  

 

Inclusion has two sub-types the first is sometimes called regular or full 

inclusion or partial inclusion, and the other is full inclusion. 

 

“Inclusive practice” is not always inclusive but is a form of integration. For example, 

students with special needs are educated in regular classes for nearly all of the day, or at 

least for more than half of the day. Whenever possible, the students receive any 

additional help or special instruction in the general classroom, and the student is treated 

like a full member of the class. However, most specialized services are provided outside a 

regular classroom, particularly if these services require special equipment or might be 

disruptive to the rest of the class (such as speech therapy), and students are pulled out of 

the regular classroom for these services. In this case, the student occasionally leaves the 

regular classroom to attend smaller, more intensive instructional sessions in a resource 

room, or to receive other related services, such as speech and language therapy, 

occupational and/or physical therapy, and social work. This approach can be very similar 

to many mainstreaming practices, and may differ in little more than the educational ideals 

behind it. 

 

In "full inclusion" setting, the students with special needs are always educated alongside 

students without special needs, as the first and desired option while maintaining 

appropriate supports and services. Some educators say this might be more effective for 

the students with special needs. At the extreme, full inclusion is the integration of all 

students, even those that require the most substantial educational and behavioral supports 

and services to be successful in regular classes and the elimination of special, segregated 

special education classes. Special education is considered a service, not a place and those 

services are integrated into the daily routines and classroom structure, environment, 

curriculum and strategies and brought to the student, instead of removing the student to 

meet his or her individual needs. However, this approach to full inclusion is somewhat 

controversial, and it is not widely understood or applied to date. Much more commonly, 

local educational agencies provide a variety of settings, from special classrooms to 

mainstreaming to inclusion, and assign students to the system that seems most likely to 

help the student achieve his or her individual educational goals. Students with mild or 

moderate disabilities, as well as disabilities that do not affect academic achievement, such 

http://en.wikipedia.org/wiki/Speech_therapy
http://en.wikipedia.org/wiki/Resource_room
http://en.wikipedia.org/wiki/Resource_room
http://en.wikipedia.org/wiki/Physical_therapy
http://en.wikipedia.org/wiki/Mainstreaming_in_education
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as using wheelchair, are most likely to be fully included. However, students with all types 

of disabilities from all the different disability categories have been successfully included 

in general education classes, working and achieving their individual educational goals in 

regular school environments and activities. 

 

Inclusion remains a controversial concept in education because it relates to educational 

and social values, as well as to our sense of individual worth. 

 

Dear students to discuss the concept of inclusion, it is necessary to have a common 

vocabulary related to inclusion. The following have been edited for clarity. 

 

Mainstreaming and Integration 
Mainstreaming in the context of education is a term that refers to the practice of 

educating students with special educational needs in regular classes during specific time 

periods based on their skills. This means regular education classes are combined with 

special education classes. Schools that follow mainstreaming believe that special needs 

students who cannot function in a regular classroom to a certain extent "belong" to the 

special education environment.  

 

Observing to a special education classroom, often called a "self-contained classroom or 

resource", is valuable to the student with a disability. Students have the ability to work 

one-on-one with special education teachers, addressing any need for remediation during 

the school day. Many researchers, educators and parents have stressed the importance of 

these classrooms amongst political environments that favor their elimination.  

 

Advocates of both mainstreaming and the related philosophy of inclusion assert that 

educating children with disabilities alongside their non-disabled peers fosters 

understanding and tolerance, better preparing students of all abilities to function in the 

world beyond school. 

 

Mainstreaming attempts to move students from special education classrooms to regular 

education classrooms only in situations where they are able to keep up with their 

typically developing peers without specially designed instruction or support.  

 

Integration: Child with disabilities is integrated into the classroom such that they work 

with the same content and materials (though not necessarily expected to learn the same 

level of skills). For example, a child admitted into a math class in 6th grade might be 

expected to show with manipulative how much half of a set is. While the rest of the class 

might be working on more complex fractions. In a way, a teacher who teaches a 

multi grade classroom spanning 2 or 3 grades has to integrate everyone into the same 

lesson plans, though each student might be individualized to some extent depending on 

their skills. 

 

http://en.wikipedia.org/wiki/Wheelchair
http://en.wikipedia.org/wiki/Special_needs
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Activity: In current scenario inclusive education is most practiced concept in mainstream 

education. Discuss with your tutor that how it is different from normalization, 

generalization and mainstreaming.  

 

Conceptual Exploration 
Today, if there is any concept that has taken currency in the world of special needs 

education, it is inclusion. A rundown of major publications in the field, will define the 

volume of intellectual energy that has been (and is being) used in the examination of this 

new concept. Inclusion is generating thoughts and attention world wide as a new 

approach in the provision of services for learners with special needs. International 

organizations particularly UNESCO, now see inclusive schooling as an effective 

approach in the education of this class of learners. 

 

Inclusion refers to the "full-time placement of children with mild, moderate and severe 

disabilities in regular classrooms”. The inclusion movement believes that children with 

special needs should be placed in the regular school classroom like normal children. In 

other words, each child belongs to the regular classroom and therefore, there should be no 

condition imposed, to exclude him/her from that environment. 

 

Inclusion is a step further in mainstreaming, as it presents a means "by which a school 

attempts to respond to all pupils as individuals, by reconsidering and structuring its 

curricular organization and provision, and allocating resources to give equality of 

opportunity. Through this process, the school builds its capacity to accept all pupils from 

the local community who wish to attend, and in doing so, reduces the need to exclude 

pupils”. Thus, the high point of inclusion lies in its emphasis on restructuring of the entire 

school programmes and practices. Here, the content, the process and the environment of 

the mainstream programme are restructured "in order to accommodate a much wider 

range of ability". 

 

For Lons Florain, "inclusion of all pupils in the mainstream schools is part of an 

international agenda which calls for the full inclusion of all pupils with disabilities, into 

all spheres of life". 

 

Inclusion is based on the assumptions: 

 The original place of the child with special needs is in the regular classroom.      

 Therefore, no condition should be allowed to remove him/her from that 

environment. 

  All children have the right to learn and play together. Inclusion is thus basic 

human right. For example, the Nigerian constitution makes a provision for suitable 

education for all children. 

 Denying opportunity to children to learn under the same roof with other children   

is discarding and discriminatory. 

 Exclusion is inhuman and indefensible. 
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2. INCLUSION: A WORLDWIDE MOVEMENT 
 

Inclusive education is gaining ground. Throughout the world, teachers and others 

involved in education are working to develop positive educational experiences that all 

children and young people can enjoy and benefit from, together. For disabled children 

and those experiencing difficulties in learning, this means inclusion in mainstream 

schools and classrooms alongside their non-disabled peers. For all children - and adults - 

it means a more enriching and rewarding educational experience. 

 

Internationally, the drive towards inclusion is fuelled by a number of initiatives and 

treaties, including the UN Convention on the Rights of the Child (1989), the UN Standard 

Rules on the Equalization of Opportunities for Persons with Disabilities (1993) and the 

UNESCO Salamanca Statement (1994). Together, these documents recognize the human 

right of all children to education which is inclusive. 193 countries have signed the 

Convention on the Rights of the Child, with Somalia being the most recent in May 2002. 

All but two countries (Somalia and the United States) have also agreed to be bound by 

the Convention by ratifying it. 

 

Some countries have made significant advances towards promoting inclusive education in 

their national legislation. Examples include Canada, Cyprus, Denmark, Iceland, India, 

Luxembourg, Malta, the Netherlands, Norway, South Africa, Spain, Sweden, Uganda, the 

United Kingdom and the United States. Italian law has supported inclusive education 

since the 1970s. 

 

As the 1999 report by the Organization for Economic Co-operation and Development 

(OECD), Inclusive Education at Work: Students with Disabilities in Mainstream Schools, 

states: 'The rights of students with disabilities to be educated in their local mainstream 

school is becoming more and more accepted in most countries, and many reforms are 

being put in place to achieve this goal. Further, there is no reason to segregate disabled 

students in public education systems. Instead, education systems need to be reconsidered 

to meet the needs of all students.' 

 

International Perspective for Inclusion 
Inclusive education has increasingly become a focus of debate in discussions about the 

development of educational policy and practice around the world (Farrell and Ainscow, 

2002). The education of children and young people with special educational needs (SEN) 

and disabilities is now an established key policy objective in many countries for 

(Lindsay, 2007). The legislative and policy trends of the past 30 years or so have seen a 

clear shift away from the acceptance of the orthodoxy of segregated education for 

children with special educational needs. The US paved the way with the introduction of 

the Education for All Handicapped Children Act of 1975, which was subsequently 

amended as the Individuals with Disabilities Act (IDEA) in 1990 and updated again in 

1997, to promote ‘whole-school’ approaches to inclusion (Evans and Lunt, 2002). All EU 

countries now have legislation in place designed to promote or require inclusion. Some 

commentators (e.g. Pijl et al., 1997) have described inclusive education as a ‘global 
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agenda’. However, the definition and meaning is still the subject of much heated debate, 

and defining best practice is no simple task (Slee, 2001a). The inclusive education 

movement has been endorsed internationally by UNESCO’s Salamanca Statement 

(UNESCO, 1994) and reflects the United Nation’s global strategy of Education for All 

(Farrell and Ainscow, 2002). Inclusive education is now seen as central to human rights 

and equal opportunities and a priority policy objective of liberal democracies. Inclusion 

challenges all those policies and practices that serve to exclude some children from their 

right to education. The underpinning ideal is that all children have the right to be 

educated together regardless of any special need or disability. The inclusion agenda is 

also fuelling discussions around the roles of various specialists within the field of SEN, 

the purpose of those specialists, and special educational facilities that currently exist 

within the system (Farrell and Ainscow, 2002). It should not be assumed, however, that 

there is full acceptance of the wisdom of inclusion. There is considerable debate about 

whether it is achievable, how it could be achieved. Debate also exists regarding the extent 

to which this involves the deconstruction of the field of special educational needs and 

construction of a regular system that will meet the needs of all students (Norwich, 2002). 

The principle of an inclusive education system in which tolerance, diversity and equity is 

striven for may be uncontested; however, the way in which we achieve this is much more 

challenging. Inclusion is an elusive concept (Ainscow, 1999; Ballard, 1999, Slee 2000). 

Furthermore, in 1998, Florian suggested that while there were many definitions of 

inclusion put forward in multiple contexts, no single definition had been universally 

accepted. Ten years on from this assertion, a single definition is still elusive, which may 

reflect the complex nature of inclusion locally, nationally, and internationally. While the 

ideological concepts of inclusion are important, the needs of children and young adults in 

the education system and how these are met in high quality and effective settings must be 

paramount. There are multiple perspectives in the field of inclusion and many complex 

challenges and tensions involved. The complexities and contradictions, however, make 

oversimplification an inherent danger in the process of reviewing and interpreting the 

literature (Sebba and Sachdev, 1997). In addition, Slee’s review of the literature notes 

that authors place their own lens on what they describe or justify as practices of inclusion 

thereby underlining ‘the dilemmas of generating a vocabulary for and theory of inclusive 

educational practice’ (Slee, 2001a).  

 

Originally, the inclusive education movement was focused primarily on people with 

disabilities and learning difficulties. This assumption can be seen across the literature and 

across a number of legislative documents (Ainscow et al., 2006). More recently the 

concept of inclusion expanded to embrace those who are at risk of marginalisation or 

exclusion for whatever reason. It can be thought of as an approach that seeks to address 

‘barriers to learning and participation’, and provide ‘resources to support learning and 

participation’ (Ainscow et al., 2006). This support is seen as all activities, including those 

considered to be extra or co-curricular which increase the capacity of schools to respond 

to diversity (Booth and Ainscow, 2002). Some of these reasons are associated with 

ability, gender, race, ethnicity, language, care status, socioeconomic status, disability, 

sexuality, or religion (Gerschel, 2003). One major reason for this broader approach is that 

many of these factors interact or act in combination and can result ultimately in 
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marginalisation or exclusion. Focusing on a single factor, such as disability in isolation, 

has the potential to lead to faulty assumptions (Topping and Maloney, 2005). In this 

context, policies on inclusion should not be restricted only to the education of pupils 

identified as having special educational needs (Booth and Ainscow, 1998). This view is 

reflected in Ofsted’s advice to schools in the UK, in which attention is focused on a wide 

range of vulnerable or at-risk groups. This guidance states that educational inclusion is 

‘more than a concern with one group of pupils such as those who have been or are likely 

to be excluded from school… It is about equal opportunities for all children and young 

people whatever their age, gender, ethnicity, attainment or background’ (2001). 

 

The Additional Support for Learning Act, enacted in Scotland in 2004 (Scottish 

Executive, 2004), also adopted this wider view of inclusion and replaces the narrower 

notion of special educational needs with the concept of ‘additional support for the 

learning’. The perspective is that any or all pupils may require some form of additional 

support, for a variety of reasons at some point in their school career. Some authors, 

however, are cautious of this approach and have expressed concern that this broader 

concept of inclusion may lead to the needs and requirements of pupils with special 

educational needs, and those of other specific groups, being overlooked (see Farrell, 

2004). It is seen as important that the accumulated expertise developed in the field of 

special education does not get lost or dispersed in this all-encompassing approach 

(Norwich, 2002). The counter-argument is that children and young people are not defined 

only by their special educational needs; other factors such as social disadvantage, family 

background, gender or ethnic group are critical to understanding needs and providing for 

the whole child (Farrell, 2003). In support of a broader interpretation, Slee says, ‘that 

which is represented as the SEN agenda must articulate across all forms of educational 

exclusion to look at the requirements for inclusive schools of the future’ (2001a). He 

suggests that, ‘the discussion of inclusive schooling must therefore reconnect itself to the 

educational policy environment writ large and to an understanding of the specificity of 

schools and their communities’ (2001a). He also states that, ‘inclusive education is not 

about special needs, it is about all students’ (2001a). 

 

Activity: Dear students read the international movement on inclusion and summarize the 

main aspects. Discuss these with your tutor for further elaboration and details for in-depth 

information for comparison with Pakistan situation/movement which we will discuss later.  

 

 

3. SPECIAL EDUCATION, INTEGRATED AND INCLUSIVE 

EDUCATION 
 

Special Education is individualized educational instruction designed to meet the unique 

educational and related needs of students with disabilities. Special education provides 

learning opportunities that are not provide in standard or regular school curricula or by 

regular services. Special education programs are designed to be appropriate for the 

individual student. The individualized programming that is the core of special education 
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must be provide in setting that best meet each special student’s needs. Special education 

includes related instructional services such as speech, physical and occupational therapy 

and transportation services. This studies about individuals who have problems or special 

talents in thinking, seeing, hearing, speaking and socializing. In other words, it is the 

study of individuals who are different from average persons. Special education is 

provided for children who are: 

 Mentally Challenged 

 Learning Disabled 

 Deaf-Blind 

 Orthopedically Impaired 

 Speech Impaired 

 Hearing Impaired 

 Visually Impaired 

 Severely and Multiply Handicapped 

 

Education of these individuals is based on the individual needs. Special education exists 

for the purpose of providing educational experiences to students who have not, or 

sometimes will not profit fully from the regular classroom experiences. A major goal of 

special educational is to enable special children to live in the most independent way 

possible.  

 

Its scope is very wide and it provides several types of services and training programmers 

from early intervention to vocational placement. It may include school based and home 

based programmers for children according to their special needs. 

 

Main Features of Special Education 
Special Education programmers are always individualized instructional programmers. 

Which the child’s current level functioning provides the basis for identifying teaching 

methods and materials, suited to each child. The tasks of teaching are to be care fully 

analysis and sequenced an attempt is made that every child reaches his/ her optimum 

potentials and attains an independent level of functioning. The other features of special 

education are as follows:- 

1. It provides for individual attention to each child. 

2. It develops basic living skills for personal independence. 

3. It provides structured learning programmer for the child in accordingly with his 

deficit skills. 

4. It enables the child to gain social, emotional and intellectual development. 

5. It helps and guides parents in getting co-operation from the appropriate services. 

 

Activity: Hopefully your concept of special education are much clear that it is not 

bounded with disabled only, it is beyond that, can you enlist students need such education 

and having not above mentioned disability. Also discuss it with class fellows for sharing 

of information/knowledge.   
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Concept of Integrated Education and Inclusive Education 
Integrated Education was initially conceptualized as an alternative approach to bring all 

those unrelated disabled children under the umbrella of education. An improvement over 

the segregated education is the system of integrated education, which gained popularity 

in the early years of the second half of twentieth century. This system brought the 

disabled children into the regular school. In Integrated setup, children were being given 

special attention and curriculum etc according to their disability. 

 

Here integrated education does not mean that special schools would be closed but it 

envisages that when the disabled children many problems that emerge with the special 

schools may be tackled and the accessibility of education to disabled children would 

increase. Integrated education considers abilities and disabilities in many other aspects of 

learning – in music, painting, and other creative inhuman relationships, not only in 

academic areas. Integrated education of the ‘abled’ and the ’disabled’ in a regular 

classroom system is the essential feature of a democratic system of education. 

 

Integration does indicate acceptance of the idea that institutionalizing children who are 

handicapped or different should be abandoned wherever possible in favour of special 

classes in regular schools. In addition, integrated education helps those children who are 

identified as being exceptional; there are children who are referred to as children at risk. 

They are not yet identified as having a disability. However, they are considered to have a 

high probability of developing a disability. At risk students include students who are 

experiencing learning, socialization, and maturational difficulties in the regular 

classroom; are failing academic subjects; or are at risk of overall school failure and thus 

become identified as candidates for special education services (Heward, 1996). 

 

Sader (1991) outline four possible types of ‘Integration’ of disabled children and children 

with their regular peers: 

1. Physical Integration: Reduction of physical distance between disabled and regular 

children. 

 2. Functional Integration: Reduction of functional distance between the two groups 

when they use different equipment and resources. 

 3. Social Integration: Reduction in social distance between the two groups, social 

distance implies lack of contact and the psychological feeling cut off. The persons 

with disability are socially integrated if they form part of a community with them 

and feel themselves to be a “natural” part of the group. 

4. Societal Integration: Refers to adults and signifies that the persons with disability 

have, as adults, the same access to resources as others, the same opportunity to 

influence their own situation, have a productive working role and form part of a 

social community with others.  

 

The latest shift in the field of special education is the integrated education for the 

disabled towards their ’inclusion’. The term inclusive education is more than a term. It 

means to welcome all children without discrimination into the regular school. The 

students with disabilities are places in regular schools which provide resource room 
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services as well as support teacher services, both in the same location. The term 

“inclusive education” refers to the system of education (including the institutions, 

curricular, teachers and teaching and evaluation methods) adopted in the regular children. 

It emphasized the need for mainstreaming of the persons with disabilities in the regular 

education for all. It has a large philosophy in the acceptance of diversity and how we deal 

with different children and their needs in the school system, teaching all children to 

understand are welcome regardless of differences. Inclusion means all children are 

welcome regardless of differences. Inclusion and inclusive education do not look at 

whether children are able to follow the mainstream education programme, but looks at 

teachers and schools that can adopt educational programmes to individual needs. The 

philosophy of Inclusive education rests on giving equal opportunities to an integrated 

group of persons with and without disability studying together. 

 

The main difference between the terms integration and inclusion is; the term “integration” 

means the placing of children with special educational needs in schools. The term ‘inclusion’ 

has a deeper connotation and does not only refer to children with disabilities, but includes all 

children who face some kind of barrier to learning. In my views other difference is integrated 

education is about 'going to school' whereas inclusive education is about 'participating in 

school'. Integrated education essentially follows the medical model of disability which sees 

the child as a problem and demands that the child is changed, or rehabilitated, to fit the 

system. Inclusive education is more in tune with the social model of disability which sees the 

system as the problem. The school and the education system as a whole is enabled to change 

in order to meet the individual needs of all learners. 

 

 

4. CONCERNS AND CHALLENGES TO INCLUSIVE 

EDUCATION 
 

Inclusive education is a new concept, therefore numbers of concerns and challenges we 

are facing.  In a study conducted by Symeonidou & Phtiaka (2009) reported that 

educators’ attitudes are important as potential predictors of success or failure of 

inclusion, equally important are their concerns about inclusion. Agbenyega (2007) 

investigated attitudes and concerns of 100 teachers about teaching in inclusive 

classrooms in Ghana. He found that teachers’ major concerns related to their i) lack of 

skills to effectively teach students with disabilities, ii) and lack of resources to 

accommodate individual differences, concluding that teachers’ acceptance and 

commitment to implementing inclusion are likely to be affected by their attitudes and 

concerns. Changpinit, Greaves, and Frydenberg (2007) examined attitudes and concerns 

of 702 in-service educators to teach in inclusive classrooms in Thailand. They found that 

there was a significant and negative correlation between participants’ attitudes and 

concerns. Participants who had relatively positive attitudes towards inclusive education 

were likely to have lower degree of concerns about it or vice versa. In a recent study, 

Forlin and Chambers (2011) expanded on the work by other researchers by examining 

how confidence in teaching students with disabilities and knowledge about local policies 
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impacted pre-service teachers’ attitudes and concerns. They reported that level of 

confidence and knowledge of legislation were positively and significantly correlated with 

attitudes towards including students with disabilities and conversely negatively correlated 

with concerns about inclusion. They also found, though, that increasing knowledge about 

legislation and policy related to inclusion, and improving confidence did not likewise 

address the participants’ concerns or perceived stress associated with having students 

with disabilities in their classrooms. 

 

Some of the concerns and challenges to inclusive education are:  

 Social Attitude towards Disability 

 Lack of Awareness 

 Scarcity of Trained Teachers  

 Absence of Barrier- Free Environment 

 Scarcity of proper Learning Material 

 Resistance of parents  

 

Activity: In Pakistan inclusive education is just a new concept for education system, 

enlist the challenges and barriers you think are needed to be address for implementation 

of inclusive education.  

 

4.1 Rationale for Inclusive Education 
Like Education for All, inclusive education is about ensuring the rights to education of all 

learners, regardless of their individual characteristics or difficulties, in order to build a 

more just society. However this means that inclusive education initiatives often have a 

particular focus on those groups who have traditionally been excluded from educational 

opportunities. 

 

Amongst these vulnerable groups, children with disabilities and special educational needs 

are often the most marginalized within education systems and within society in general. 

Traditionally, they have experienced exclusion, discrimination and segregation from the 

mainstream and from their peers. They have often been placed in separate classes and 

schools or indeed, have been denied access to education of any sort. The inclusive 

education approach is particularly important for these groups. 

 

The limitations on the educational opportunities available to these children are one of the 

considerations underpinning the UN Standard Rules on the Equalization of Opportunities 

@-Persons with Disabilities (Nations, 1993). Rule 6 not only affirms the equal rights of 

children, youth and adults with disabilities to education, but also states that education 

should be provided “in integrated school settings” and “in the general school setting”. 

They also point to the link between an inclusive education system and wider community 

based programmes for persons with disabilities. Both are aimed at mobilizing community 

resources to provide cost-effective services and maintain the rights of persons with 

disabilities to remain in their communities. 
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Where countries have extensive special school systems, both the Standard Rules and the 

Salamanca Conference envisage that these will continue to make a contribution, at least 

for the time being. There will be limited circumstances in which a few students will be 

served best in special schools and classes. More important, special schools can play a 

vital part in supporting ordinary schools as they become more inclusive. However, where 

special schools do not already exist, the Salamanca Conference believed that countries 

would be best-advised to concentrate their resources on developing inclusive ordinary 

schools. As ordinary schools become more inclusive, moreover, the evidence is that the 

need for separate special schools is diminishing. 

 

The Education for All (EFA) movement is, as its name suggests, concerned with ensuring 

access to (at least) basic education for all. It was launched at the World Conference on 

Education for All in Jomtien, Thailand in 1990 and culminated in the World Declaration 

on Education for All (the ‘Jomtien Declaration’). 

 

4.2 Ethical Issue of Inclusive Education 
Throughout history, not all school-age children have been afforded the same 

opportunities to education. In fact, initiatives aimed at correcting these imbalances only 

truly began in the 20th century on any expansive scale. This is reflected within the issues 

affecting aspects of classroom inclusion and the moral, ethical and legal viewpoints that 

have entered related debate. 

 

One of the difficult challenges regarding inclusion in the classroom is actually defining 

what inclusion means and who it concerns. While the notion of inclusion may point 

toward many types of differences --such as racial, ethnic, economic or social -- the 

primary focus of the inclusion debate in the United States has concerned students with 

disabilities or those designated "at risk." Strategies for their ethical inclusion in the 

classroom revolve around how to best acclimate them to a normal relationship with non-

disabled peers, enhance their quality of education and cater to their essential and 

specialized needs for support and services. 

 

Inclusion's central ethical issue is whether or not the disabled deserve equal access to 

educational establishments and to not be segregated in demeaning and detrimental ways. 

In the 19th century, this issue was of little concern to legislators, pedagogues and 

educators who had the disabled (physical, mental, emotional and others) sent to asylums. 

While some day schools emerged in the 20th century for these children, it was not until 

the 1950s and '60s those parents and other individuals began pressing for expanded rights 

and means of access for disabled students. In 1975, the Education for All Handicapped 

Children Act was passed, requiring all children to have the "least restrictive environment 

possible" for their education. Trends towards inclusion have continued since then. 

Another principle issue is deciding whether inclusion is a moral, legal or philosophical 

concern. Some phrasing, such as that which links inclusion to a form of integration, is 

decidedly a legal perspective and one that follows from the Civil Rights Movement of the 

1950s and '60s as well. Philosophically, supporting inclusion maintains that disabled 

children have every right, in a moral sense, to be around their peers and not isolated as 



60 

second class citizens or human beings. In both cases, however, inclusion invokes strong 

sentiments regarding the ethics and values of society more generally and for how 

difference is either managed or accepted. 

 

In practice, inclusion must be made functional. This is an issue of planning, logistics and 

research. Educators must find balanced ways for disabled students to spend quality time 

with their peers as well as with their special education teachers who are critical to their 

supplemental support. Similarly, educators need to find ways to involve peer support 

groups that truly bolster the child's sense of inclusion and allow them to establish actual 

relationships with fellow students. As stated by Richard Thompkins and Pat Deloney in 

their article "Inclusion: The Pros and Cons," this necessitates that education and care are 

truly "child-centered" -- that every student is allowed adaptable, unique and specialized 

forms of help and encouragement that suit their circumstances. 

 

4.3 The Socialization Issues 
Childhood has for a long time been considered as a stage of development on the way to 

adulthood. Corsaro (2005, p. 23) calls this “a linear view of the developmental process. In the 

linear view, it is assumed that the child must pass through a preparatory period in childhood 

before he or she can develop into a socially competent adult.” This viewpoint shows how 

much children are considered as persons who have not yet matured and who need to be 

socialized by the corresponding educational institutions. Children experts claim to know what 

kind of treatment is advantageous for them. This perspective turns out to be even more 

interpellant once we are focusing on the sector of special education and the children who have 

special needs. As these children are already considered to be below normal development in 

mental or physical terms, their achievement of “normal adulthood” is very unlikely. It seems 

as if their silence is even “louder” than those of children not having special needs. Around the 

children with special needs, many experts are circulating that are talking not only in the 

children’s place, but also in the parents’ place. Research started only recently to be interested 

in disabled persons as actors in their own lives. This is especially evident in the “Life as a 

disabled child”–study (Watson, Shakespeare, Cunningham-Burley, Barnes, Corker, Davis, & 

Priestley, 1999) that took the perspective of children with special needs into account by 

conducting in-depth-interviews with them about their social situation inside special and 

mainstream schools. The outcomes of these studies show that this neglected perspective of 

children reveals surprising insights into disabled children’s lives that adult experts are not able 

to consider.  Pitt and Curtin (2004) take the same approach in order to explore the perspective 

of adolescents with disabilities about inclusive and segregated schooling. From the 

biographical perspective, Dorothy Atkinson (2004) involves persons with learning disabilities 

in oral and life history research in order to reconstitute their past in special educational 

institutions. These witnesses reveal a treasure of experience and perspectives that is likely to 

disrupt common representations about disabled persons and their lives.                

 

Social Maturity 

All staff believed that children in special schools 

 were 'quite a lot less' socially mature than mainstream peers 
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 became more mature when included in mainstream, responding 'quite dramatically 

to the behaviour of other children’  

 had a flexible curriculum allowing time for extra interpersonal and social skills 

teaching. 

 

Teachers initially said that social immaturity was located in the disability. They amended 

this by stating that it was caused by a lack of early social interaction. Learning from peers 

was not enough unless it began 'when children are infants'. All agreed that adult 

expectations were 'definitely', 'absolutely' a contributing factor, as were the atmosphere 

and structure of the school. Several declared that they made unconscious assumptions 

about social maturity which delayed development. All recommended encouraging 

children to be more self-reliant and take responsibility for their own actions as a move 

towards maturity: 

 

‘treat them age related, and have expectations of their social and academic 

achievement, because we think we're aiming too low’ 

 

Practices and Attitudes 
All staff interviewed agreed that special schools 

 unlike mainstream, had a family atmosphere 

 combined the roles of teacher and parent, resulting in some confusion for the child 

 treated pupils as if they were less mature and capable than mainstream peers 

 treated children closer to their academic than chronological age 

 offered few opportunities for independence, self-responsibility, risk-taking or show 

what 'they are capable of achieving' 

 made fewer demands on parents 

 had attitudes and practices which affected outcomes as they could be the deciding 

factor for senior school and post-16 placement. 

Reasons for this were given as 

 the lower social maturity of pupils on entry 

 the lack of peer-group role models 

 the influence of Nursery Nurses' practice 

 calling staff by first names 

 staff being unaware of the children's true capabilities or potential 

 over-protectiveness in social situations 

 convenience - quicker to help than to wait for children to help themselves 

 the constraints of children with more severe difficulties in the same group 

 

Special school staff considered the family atmosphere a bonus - a strong ethos of 

personal care appealed to parents. Unlike the mainstream staff, they did not consider that 

it might cause delay in social maturity and independence. They also assumed that social 

and academic levels were related. 
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The mainstream teachers believed that all children wished and had the right to behave 

like their peers; staff would facilitate this if a child was experiencing difficulties. Having 

peer groups for constant comparison raised the priority of social development as an 

educational outcome. They saw the children's social capabilities as outstripping their 

academic ability. 

 

Children in the mainstream school had no role confusion, they saw staff as professionals 

not family, and used titles to address them were cuddled if distressed, but 'talking about 

the problem and helping sort it out' was more usual 

 

On the special school site 

 children were cuddled for reasons relating to their social needs 'if they want it, 

there must be a reason for it' to 'feel that someone really cares about them' 

 some were seen as needing 'to have a close relationship with a teacher' 

 children were touched all the time although 'part of the staff training should be 

about how we handle children and is it always necessary' 

 staff commented 'we're like their extended family' 

 

The special school staff had not considered that close personal relationships with children 

could restrict social development; the mainstream staff was extremely sensitive to 

establishing a professional relationship and valued their distinct role as teachers. 

Sometimes in special schools (they) do things to children that they wouldn't like done to 

themselves or to their own children.' 

 

4.4 Developmental Issues 
The World Health Organization (WHO) estimates that 10% of any population is disabled 

(Thomas, 2005a).  In addition, approximately 85% of the world’s children with 

disabilities under 15 live in developing countries (Helander, 1993, cited in Robson & 

Evans, no date).  It is further thought that with disability, or impairment, being both a 

cause and consequence of poverty, the Millennium Development Goals cannot be 

achieved without a specific disability focus (DFID, 2000).  People with disabilities have 

health, nutritional, educational and gender needs too, yet the goals related to these issues 

currently ignore the often unique needs of people with disabilities within these goals.  

The WHO estimates that up to 50% of disabilities are preventable,  with 70% of 

blindness and 50%  of hearing impairment in children in developing countries being 

preventable or treatable (DFID, 2000).  Although this can be seen as more of a health 

issue than a disability politics one, its link to healthcare, malnutrition and poverty makes 

disability a development issue.    

 

DFID (2000) highlights how disability can exacerbate poverty because it can lead to 

isolation and economic strain for the whole family.  Disabled children are more likely to 

die young, or be neglected, malnourished and poor, while the denial of education can lead 

to a lack of employment opportunities and so poverty (ibid).  Similarly, poverty can lead 

to malnutrition, dangerous working and living conditions (including road accidents) bad 

health and maternity care, poor sanitation, and vulnerability to natural disasters – all of 
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which can result in disability.  This vicious cycle of poverty and disability is succinctly 

demonstrated in the DFID framework in Appendix A.  Seen in this light, it is hard to 

deny a strong link between poverty and disability, although it is important to be aware of 

other contributing factors such as lack of, or badly implemented, social policies that may 

lead to these conditions in the first place.    

 

There is a growing consensus that people with disabilities should be included in 

development programmes, as the exclusion to date of this marginalized group will 

probably result in the non-achievement of the UN Millennium Commission’s broadly 

inclusive global development agenda.  However, if a person with a disability is 

dehumanized by cultural belief or stigma, as they are in India (Alur, 2002), then they can 

be ‘invisibilised’ and not considered worthy of rights.  Disability is clearly a development 

issue that we ignore at a price, including that of human rights.    

 

There are as many as 1 in 10 children with special needs in education in the world (DFID, 

2001; Watkins, 2000).  However, it is worth noting that children with special educational 

needs (e.g. dyslexia) will outnumber those with visible impairments (Jonsson & Wiman, 

Inclusive Education in India: Interpretation, Implementation and Issues2001), again 

raising the issue of multiple understandings and definitions of what exactly disability is.  

Despite the accuracy issues surrounding the sporadic and varied collection of data on 

disability, the fact that estimated enrolment rates of children with disabilities vary 

between less than 1% to 3% (Jonsson & Wiman, 2001) is hard to ignore.  Deon Filmer 

(2005), while questioning the validity of sample sizes and survey methods used in his 

survey of 11 countries, found that although disability may not always be directly linked 

to poverty, “…disability among youth is … systematically and significantly related to 

lower school participation” (Filmer, 2005: 1).    

 

4.5 Cost Issues 
A review of the literature on Inclusive Education leaves no doubt that financing and 

support of educational services for students with special needs is a primary concern for 

all countries, regardless of available resources.  Countries of the North are experiencing 

constraints as well as countries of the South, albeit with vast disparities.  In the last 

decade, countries of the North have experienced widespread economic retrenchment.  

Tax bases have diminished at the same time that costs have risen dramatically.  In these 

countries, new and expensive medical interventions, combined with expanding social 

services and welfare benefits, along with an increasing aging population have all 

increased pressures on spending—resulting in powerful incentives to control education 

budgets.   

 

At the same time, Countries of the South have also been subject to immense pressures:  

rapid population growth, increasing poverty, war and disease have destabilized 

economies and produced strictly limited financial resources.  Regardless of relative 

wealth, education in all countries has had to compete with other economic priorities such 

as health care, social welfare, and defense budgets.  However, education is widely seen as 

a means to develop human capital, to improve economic performance, and to enhance 
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individual capabilities and choices in order to enjoy freedoms of citizenship. The strategy 

of Education for All is driven by a clear economic purpose and linked to development. 

 

Within this global context, the Salamanca Statement of 1994 and a growing body of 

research assert that Inclusive Education is not only cost-efficient, but also cost-effective, 

and that “equity is the way to excellence” (Skrtic, 1991, OECD, 1999).This research 

seems to promise increased achievement and performance for all learners (Dyson & 

Forlin, 1999: 35). Within education, countries are increasingly realizing the inefficiency 

of multiple systems of administration, organizational structures and services, and the 

financially unrealistic options of special schools. For example, an OECD report (1994) 

estimated average costs of SNE segregated placements as 7 to 9 times higher than SEN 

student placement in general education classrooms. Despite the common experience of 

economic pressures and constraints among countries of the North and South, the 

literature related to economic issues in Inclusive Education takes strongly divergent 

paths.  The plethora of large-scale cross-country studies undertaken by Countries of the 

North typically focus on national and municipal government funding formulae for 

allocation of public monies.  In countries of the South, the literature on resource support 

for inclusive education services focuses instead on building the capacity of communities 

and parents as significant human resource inputs, and on non-governmental sources of 

funding.  This literature also tends to be case-based on particular countries, regions or 

programs, rather than large-scale multi-national studies as in the North.  Strategies for 

resourcing Inclusive Education in countries of the South are much more varied and 

broader in scope—characterized by a focus on linking and coordinating services with 

health sectors, universities, community based rehabilitation programs and vocational 

training programs, etc.  

 

It appears that both of these foci (North and South) have something to offer the other.  

The following sub-section provides a review of various governmental funding models 

and their relative successes as discussed in the literature.  This review is followed by a 

description of the broader strategies to resource Inclusive Education emanating largely 

from the South, and ends by encapsulating several common emerging trends in economic 

strategies. The final sub-section provides an overview of several recommendations that 

have emerged as robust across the literature in both countries of the North and South.   

 

4.6 Supporting Inclusion 
Supporters argue the educational merits of inclusion from two perspectives. First, the 

weaknesses of special education, as it currently is structured, are highlighted. Generally 

speaking, literature reviews of special education efficacy studies suggest "no advantages 

for special education placements" (Reynolds, 1988, p. 355). More specifically, the 

National Association of State Boards of Education (1992) reports the following 

discouraging information: 

 43 percent of students in special education do not graduate; 

 youth with disabilities have a significantly higher likelihood of being arrested than 

their non-disabled peers (12 percent versus 8 percent); 
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 only 13.4 percent of youth with disabilities are living independently two years after 

leaving high school (compared to 33.2 percent of their non-disabled peers); and 

 Less than half of all youth with disabilities are employed after having been out of 

school one to two years. 

 

In contrast to these statistics about students with disabilities, the overall high school 

dropout rate is estimated to be between 18 and 21 percent (McCaul, Donaldson, 

Coladarci, & Davis, 1992). Further, the overall unemployment rate of high school 

dropouts in 1992 was 11.4 percent, while students who graduated but did not go on to 

college had an unemployment rate of 6.8 percent (Kids Count Data Book, 1994). 

 

Another frequent criticism of the current special education system deals with the issue of 

"labeling effects" on students with disabilities. Inclusion standard-bearers suggest that the 

very act of labeling a student as "special" frequently lowers expectations and self-esteem 

(Will, 1986). Further, special education placement in "pull out" programs "has [all too 

often] left many students with fragmented educations and feeling that they neither belong 

in the general education classroom nor the special education classroom" (National 

Association of School Boards of Education, 1992). The impact of such stigmas, lowered 

expectations, and poor self-esteems on school learning is significant (Lipsky & Gartner, 

1992). 

 

Stainback, Stainback, and Bunch (1989) criticize the current special education system as 

inefficient. They suggest that schools have had to organize a separate system for their students 

with disabilities. This dual system spends considerable time, money, and effort ... to 

determine who is 'regular' and who is 'special' and into what 'type' or category of 

exceptionality each 'special' student fits. This continues to be done in spite of the fact that a 

combination of professional opinion and research indicates that classification is often done 

unreliably, that it stereotypes students, and that it is of little instructional value. (p. 18)  

 

The separate administrative arrangements for special programs contribute to a lack of 

coordination, raise questions about leadership, cloud areas of responsibility, and obscure 

lines of accountability within schools ... The problem at the building level is further 

compounded by special program teachers working ... in resource rooms. This isolation 

minimizes communication between special teachers and regular classroom teachers, 

resulting in a lack of coordination between ongoing classroom instruction and the 

specially designed remedial instruction. (Will, 1986, pp. 8-9) 

 

Further, because of specific eligibility criteria, some students “fall through the cracks.” 

 

Finally, Stainback, Stainback, and Bunch, and others (National Association of State 

Boards of Education, 1992) suggest that this dual system does not adequately prepare 

students with disabilities for the "real world," because the "real world" is not divided into 

"regular" and "special." Consequently, segregated placements with limited interactions 

between those with disabilities and their non-disabled peers further handicap special 

education students. 
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Taken together, these arguments regarding the overall weakness of current special 

education practices are compelling. 

 

Given the weak effects of special education instructional practices and the social and 

psychological costs of labeling, the current system of special education is, at best, no 

more justifiable than simply permitting most students to remain unidentified in regular 

classrooms and, at worst, far less justifiable than regular classroom placement in 

conjunction with appropriate in-class support services. (Skrtic, 1991, p. 156) 

 

The second educational argument is that "there is now substantial evidence that most, if 

not all, children with disabilities, including children with very severe disabilities, can be 

educated appropriately without isolation from peers who do not have disabilities" (Ringer 

& Kerr, 1988, p. 6). A substantial body of research on school district efforts at inclusion, 

primarily in the form of case studies, now exists. Although these studies are criticized by 

full inclusion opponents as more anecdotal than good research, the overall impact of 

these studies has tended to provide additional momentum for the inclusion movement. 

According to Lewis (1994), students with disabilities in inclusive environments "improve 

in social interaction, language development, appropriate behavior, and self-esteem" (p. 

72). Inclusion supporters also suggest that as regular and special education faculty work 

cooperatively together in integrated settings, their coordinated work tends to raise their 

own expectations for their students with disabilities, as well as student self-esteem and 

sense of belonging. One additional argument frequently proposed for the further 

integration of those with disabilities into mainstream classes is that, by interacting with 

their disabled peers, students will have opportunities to develop positive attitudes toward, 

tolerance of, understanding of, and true friendships with those who are different from 

themselves. Indeed, studies show that the general student population is more accepting, 

understanding, and socially aware of differences when they are incorporated into 

integrated classroom settings (Staub & Peck, 1994-1995; McGregor, 1993). 

 

 

5. BENEFITS OF INCLUSION 
 

The goal of inclusion is to prepare both students with and without disabilities to become 

contributing members of their community and society (Lipsky & Gartner, 1994). 

Typically, the purpose of including students with disabilities into the classroom at an 

early age is to promote social skills. Frostad and Pijl (2007) found that the gap between 

the social skills of students with disabilities and their typically developing peers increases 

the longer students with disabilities are excluded from the general education classroom. 

Downing and Peckman-Harding (2007) also found that students without disabilities 

learned empathy when included in the general education classroom. This is important 

because low empathy scores go hand in hand with having few friends and the lack of a 

feeling of belonging to the school community (Frostad & Pijl, 2007). 
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Other benefits of inclusion for students with disabilities are senses of normalcy, respect, 

and dignity (Zionts, 2005). Students with disabilities must learn how to communicate 

with their peers in the classroom, just like they must do to succeed in society as adults. 

 

Another possible benefit of inclusion is that friendships will result from the classroom 

interactions and that these friendships will become future natural supports for the students 

into adulthood. When students with disabilities are in segregated classrooms, the number 

and types of friendships they can have are limited. However, just placing students within 

general education settings does not guarantee reciprocal social relationships. Research 

has found that without the proper support the benefits of social interactions and 

friendships are not ensured even in an inclusive classroom (Sapon-Shevin, Dobbelaere, 

Corrigan, Goodman, & Mastin, 1998; Taylor, Peterson, McMurray-Schwarz, & Guillou, 

2002). According to Falvey (1995), friendships and relationships are extremely important 

to students with disabilities because they provide support and nurture the skills that they 

will need to participate and work in their local communities. When included with the 

proper supports, students with disabilities of all severities gain more meaningful 

friendships (Vaughn, Elbaum, Schumm, & Hughes, 1998). 

 

Research has also shown academic improvements for students with disabilities when 

included in the general education classroom. One explanation for this is the expectations 

and demands of a general education classroom are typically greater than those of a pull-

out special education classroom (Zionts, 2005). The curriculum delivered in a pull-out 

service is sometimes diluted compared to the curriculum in a general education 

classroom, and as some research has stated, special educators providing instruction in 

resource rooms are often not highly qualified in the specific content area they are 

assigned to teach (Zionts, 2005; Bouck, 2009). 

 

Another possible reason students with disabilities improve in achievement is, as Janney 

and Snell (1996) have suggested that students with disabilities seem to have higher self-

confidence and exhibit greater independence when working with peers in the general 

education classroom. If done correctly, inclusion gives students with special needs the 

same support, resources, and opportunities to learn as they would get in special classes or 

segregated schools. 

 

Many benefits have been found for students with disabilities when placed in an inclusive 

classroom (Lipsky & Gartner, 1994; Frostad & Pijl, 2007; Zionts, 2005; Bouck, 2009; 

Janney and Snell, 1996). Several studies have determined the best inclusive methods to 

use to benefit students the most (Lohrmann & Bambara, 2006; Zionts, 2005; Katz & 

Mirenda, 2002; Falvey, 995). While other studies have concentrated on support systems, 

such as peer tutoring, are effective and necessary for successful inclusion. Zionts (2005) 

found peer tutoring to be a positive support for both students with and without 

disabilities. Although there is ample research on the effect of inclusion for students with 

disabilities, the effects of inclusion on students without disabilities have often been 

overlooked (Carter & Hughes, 2006; Peck, Staub, Gallucci, & Schwartz, 2004; Sharpe, 

York, & Knight, 1994).  
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5.1 Benefits for Children with Disabilities 
There are many reasons to provide opportunities for students with disabilities to learn and 

interact with their peers without disabilities. Integrating students can be beneficial for 

both groups of students, as well as for their parents, teachers, and program administrators. 

 

When students with disabilities are educated with their peers without disabilities, they 

learn age-appropriate social skills by imitating students without disabilities in the 

environments where they are needed. Integrated settings provide a challenging 

environment for students with disabilities. Therefore, these students learn to be more 

independent and acquire developmentally advanced skills. Also, they may develop 

friendships and a more positive self-image by having the opportunity to do what other 

students do. 

 part of their community 

 peers serve as role models 

 peers provide a reason to communicate 

 learn motor, communication & other skills within natural settings 

 affords a sense of belonging 

 provides a stimulating environment for growth 

 evolves in identity as a member of a community 

 enables social skills development 

 provides opportunities to develop neighborhood friends 

 enhances self-respect and concepts of self-awareness 

 provides peer role models 

 

5.2 Benefits for Typically Developing Children 
Children who do not have special needs continue to learn and grow in the same ways in 

which they did before they had classmates with special needs. In addition, they have 

opportunities to learn about differences in human growth and development. They learn to 

accept people who are different from themselves as they learn to work and play with 

children who have a wide range of abilities. 

 provides opportunities to experience diversity of society 

 develops an appreciation that everyone has unique characteristics and abilities 

 develops respect for others with diverse characteristics 

 develops sensitivity toward others' limitations 

 develops feelings of empowerment and the ability to make a difference 

 increases abilities to help others 

 develops capacity for empathy 

 peer tutoring 

 cooperative learning groups 

 specific strategies instruction 

 individual remediation 

 small group instruction 
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 specific language/listening development activities 

 Exposure to a variety of instructional personnel, teaching styles and techniques. 

 Non-qualifying students are able to receive the additional assistance needed 

to succeed in the regular setting.  

 

5.3 Benefits for Families 
When students attend integrated programs, parents of children with disabilities have the 

opportunity to see that many of their children’s behaviors are typical of most students. By 

seeing their children accepted by others and successful in integrated settings, parents may 

feel better about themselves and their children. Parents of children with disabilities also 

have the chance to become acquainted with other parents and participate in the same 

activities.  

 

Providing positive experiences in integrated settings allows children without disabilities 

and their parents to learn about disabilities and develop positive attitudes about people 

with disabilities. Integration can expand and enhance the personal experiences of 

children, parents, and teachers.  

 Enable families to work because they have increased access to child care services 

  Discover that others can provide a secure and nurturing  

  Environment for the child with special needs  

  Learn to accept children’s strengths and needs.  

  Share common experiences  

 Feel a kinship with other families  

  Opportunity to see chronologically age-appropriate activities  

 

5.4 Benefits for Society 

 promotes the civil rights of all individuals 

 supports the social value of equality 

 teaches socialization and collaborative skills 

 builds supportiveness and interdependence 

 prevents emergence of negative social behaviors 

 provides children a miniature model of the democratic process. 

 

Activity: Dear students discuss with your peers the academic, administrative, social and 

financial benefits of incision and suggest guidelines for government to get benefits by 

implementing inclusive education in mainstream system of education.  
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6. PRINCIPLES FOR INCLUSION 
 

The Seven Principles for Inclusive Education is the underpinning for all our curricula and 

teacher training programs. The Seven Principles can be applied to any classroom or 

lesson plan to increase equity and decrease exclusion. 

 

1. Teaching All Students 

 Educators should take several different approaches to teaching the same material so 

that information becomes more interesting and tangible to a greater number of 

students. 

 

2. Exploring Multiple Identities 

 Students who are proud of themselves and excited by the world around them will 

be more compassionate and understanding people; the same is true for educators. 

 

3. Preventing Prejudice 

 Educators should take a proactive approach to debunking preconceived stereotypes 

and preventing them from escalating into prejudices and negative biases. 

 

4. Promoting Social Justice 

 Students are good judges of what is fair, especially when they are affirmatively 

challenged to consider issues of social justice. Educators should talk to them about 

issues of social justice and injustice in terms of fair versus unfair, respectful versus 

disrespectful. 

 

5. Choosing Appropriate Materials 

 Inclusive classrooms use books and materials that reflect accurate images of 

diverse peoples and challenge stereotypes. 

 

6. Teaching and Learning about Cultures and Religions 

 Educators should create curiosity and expand students’ horizons by teaching about 

others in a positive manner. Students should have the opportunity to learn from 

their peers as well as other cultures. 

 

7. Adapting and Integrating Lessons Appropriately 

 Educators should be flexible when using and adapting lessons in our curricula, as 

well as in prescribed curricula in general. Many of the most teachable moments are 

unplanned and unscripted. 

 

Karten, T. (2010) suggested following principles for inclusion: 

 Establish prior knowledge.  

 Preplan lessons with structured objectives, but also allow for inter/post planning.  

 Proceed from the simple to the complex by using discrete task analysis, which 

breaks up the learning into its parts.  
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 Use a step-by-step approach, teaching in small bites, with much practice and 

repetition.  

 Reinforce abstract concepts with concrete examples, such as looking at a map while 

learning compass directions or walking around a neighborhood to read street signs.  

 Think about possible accommodations and modifications that might be needed 

such as using a digital recorder for notes, reducing the amount of spelling words, 

and having enrichment assignments prepared.  

 Incorporate sensory elements: visual, auditory, and kinesthetic ones, like writing 

letters in salt trays or creating acute, right, and obtuse angles with chopsticks.  

 Teach to strengths to help students compensate for weaknesses such as hopping to 

math facts, if a child loves to move about, but hates numbers.  

 Concentrate on individual children, not syndromes.  

 Provide opportunities for success to build self-esteem.  

 Give positives before negatives.  

 Use modeling with both teachers and peers.  

 Vary types of instruction and assessment, with multiple intelligences and 

cooperative learning.  

 Relate learning to children's lives using interest inventories.  

 Remember the basics such as teaching students proper hygiene, social skills, 

respecting others, effectively listening, or reading directions on a worksheet, in 

addition to the 3R's: Reading, writing and arithmetic.  

 Establish a pleasant classroom environment that encourages students to ask 

questions and become actively involved in their learning.  

 Increase students' self-awareness of levels and progress.  

 Effectively communicate and collaborate with families, students and colleagues, 

while smiling; it's contagious. 

 

 

7. POLICIES AND PRACTICES  
 

7.1 International Legislation and Policy 
Since 1999 momentum for disability rights has grown exponentially. In 2001, the UN 

Commission on Human Rights (UNCHR) passed resolution 2000/51 on Human Rights of 

People with Disabilities.  The UNCHR sets out a number of specific procedures whereby 

states must improve rights of disabled people, including those regarding IE Subsequent to 

resolution 2000/51, the UNCHR published a comprehensive review of the current use and 

future potential of six international human rights instruments in the context of disability. 

 

These instruments are:  

 International Covenant on Civil and Political Rights (1966)  

 International Convention on the Elimination of All Forms of Racial Discrimination 

(1969)  
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 International Covenant on Economic, Social and Cultural Rights (1976)  

 Convention on the Elimination of all Forms of Discrimination against Women 

(1981)  

 Convention against Torture and Other Cruel, Inhuman or Degrading Treatment or 

Punishment(1984)  

 Convention on the Rights of the Child (1990) 

 

Within the past decade, several World Congresses have passed resolutions and 

declarations with relevance to IE.  Among them:  

 The Declaration of Managua (1993)  

 The Inter-American Convention to Eliminate All Forms of Discrimination Against 

Persons with Disabilities (1999)  

 The 1999 Declaration of the African Seminar on Development, Cooperation, 

Disability and Human Rights (established the Pan-African Decade of Disabled 

People 2000-2009)  

 The Beijing Declaration on Rights of People with Disabilities in the New Century 

2000  

 The Declaration of Quebec (2001)  

 The 2001 African, Caribbean and Pacific-European Union resolution on Rights of 

Disabled People and Older People in ACP Countries. 

 Disability Rights-A Global Concern Conference.  London, 2001                                                 

 The Declaration of the 2002 World Assembly in Sapporo  

 The Declaration of Biwako (2002)  

 The G-8 Commitment to Inclusion (2002)  

 The European Year of Disabled Persons (2003)  

 The Cochin Declaration (2003)  

 

Several of these Declarations call for the United Nations to constitute a special 

convention on the Rights of Disabled People.  Concerted global efforts led by 

international DPOs are currently underway to make this convention a reality.  The 

International Disability Alliance (IDA), a consortium of international DPOs, has passed a 

resolution outlining critical points pertaining to this proposed convention. 

 

Despite these successes, gaps remain.  The EFA Global Monitoring report just released 

(2002) is silent on disability issues and makes no mention of progress toward IE for 

children and youth with disabilities and special education needs.  Perhaps this is why the 

Flagship on EFA and Rights of Persons with Disabilities established as one of its 

strategic objectives:  “Seek to ensure that the EFA monitoring process includes specific 

quantitative and qualitative statistics and indicators related to persons with disabilities 

and documentation of resources allocated to the implementation of EFA for these 

individuals.” The following section seeks to fill in some of these gaps.  
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Legislative and Policy Progress toward Inclusive Education  
UNESCO conducted a study of UN member states with regard to SEN legislation (1996).  

This study is one of two comprehensive reports of its kind.  In this study, 52 UN member 

states responded to a questionnaire survey.  Data from the study are summarized below: 

1. SNE is an explicit constitutional right in 15% (8) countries.  

2. 92% (47) countries report legislation pertaining to SNE.  

3. In terms of identification and assessment, 46% involve parents and 42% use an                                                                                                               

interdisciplinary approach.  

4. SNE is available at the pre-primary level in 42% of the countries reporting; 85% at 

the primary level; 80% at the secondary level, and 17% at the university level.  

5. 44% reported mandatory “pedagogic integration” (inclusive education)  

6. Regular curriculum adapted for SEN is available in 42% (27) countries; 23% 

provide special education curriculum.  

7. Only 11% of countries reporting have provisions for monitoring students’ progress.  

8. Vocational education for SEN students is offered in 24 countries reporting (63%).                                            

 

The second comprehensive report, Review of the Present Situation in Special Needs 

Education (1995) provides more detail regarding policy statements.  Information from 63 

countries was obtained, with great variations in detail provided.  Several trends were 

reported.  The most common policy strand specified developing individual’s optimum 

potential, with a presumption in favor of integration.  Policies on integration were almost 

universal—up from 75% in 1986.  The second strand within policy statements addressed 

underlying principles; e.g., normalization (Scandinavian countries), democratization 

(Bahrain).  The third strand identified aspects of an appropriate education.  Zimbabwe’s 

policy was the most comprehensive, and included: early detection and intervention, 

integration, development of local training facilities, procurement of equipment, 

development of resource centers, provision of support and monitoring services, and 

assistance for non-governmental organizations.  Finally, most countries’ policies 

acknowledged the importance of including parents in decision-making, but did not give 

parents the absolute right to choose services.  

 

UNESCO’s 1995 report provides additional information regarding administrative and 

organizational structures that monitor legislation and policy documents.  Ninety-six per 

cent of countries reported responsibility resided with the national Ministry of Education, 

either sole responsibility (38%) or shared responsibility (58%).  When responsibility for 

special education provision was shared, the most common were the Ministries of Health, 

Social Welfare and Human Development.  These ministries often assumed responsibility 

for particular aspects of special education provision.  For example, Ministries of Health 

often assumed responsibility for assessment and referral activities.  Analysis revealed a 

trend toward administrative integration of general education and special education under 

the same regulatory framework.  A trend toward decentralization was also evident, 

particularly in larger countries, where administration devolved to regional levels, with 

national oversight.  In about 25% of countries reporting, the voluntary sector provided 

special education services subject to ministerial supervision and monitoring.  
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Overall, these data should be interpreted with extreme caution.  First, current data is not 

available, and most countries have proposed legislative reforms, particularly in the area 

of SNE in regular schools.  Second, legislation and policy concerning IE must be 

evaluated in the context of progress toward implementation as well as the effectiveness of 

monitoring and evaluation.  For example, commenting on the situation in Ghana, Avoke 

(2002) states:  “The impression created from official government circles is that there is a 

tendency towards inclusive educational policies, but the irony (from a practical 

viewpoint) is an apparent increase in residential schools and the continuing placement of 

children with learning difficulties in segregated settings:  a situation indicating that 

medical influences remain pervasive.”  

 

Promoting Rights to Inclusive Education  
From the literature, recommendations proposed by three groups have been selected as 

representative of proposals to address the rights of children and youth with disabilities 

and those with special education needs.  The groups represent a range of voices of, by, 

and for disabled people and marginalized groups in society.                                              

 

The Expert Group meeting on International Norms and Standards Relating to 

Disability (1998) promulgated detailed specific strategies for implementation at national 

and international levels. At the national level, several of these could have a significant 

impact on IE.  One specific strategy, ‘inclusion, representation and participation’ states: 

“Fundamental to the achievement of the goal of an inclusive society and the development 

of strategies that reflect the rights and needs of persons with disabilities is the question of 

process.  Persons with disabilities must be full participants in the bodies and procedures 

by which both general laws and policies, as well as disability-specific ones, are 

formulated.  This is essential for ensuring the responsiveness, legitimacy and 

effectiveness of such laws and policies, as well as reflecting the rights of persons with 

disabilities to full participation in the life of the community, including all forms of public 

decision-making.” With respect to projects funded by multilateral assistance and by 

international funding institutions such as the World Bank, the Expert Group recommends 

the following: 

a) Encourage states to adopt special policies and legislation that promote the full 

inclusion of persons with disabilities in all aspects of social, cultural and economic 

life.  

b) Develop and promote minimum standards relating to accessibility and related 

disability rights issues in connection with the projects they sponsor and fund.  

c) Encourage and help facilitate the development of working relationships between 

disability community advocate groups in different countries, utilizing the networks 

and partnerships they have worldwide, thereby encouraging the development of 

trans-national strategies to respond to the problems identified.  

d) Disability advocacy groups in countries/regions affected by the operation of 

transnational groups should explore such strategies as the filing of litigation against 

transnational corporations operating in their countries to enforce the 

extraterritoriality provisions of disability law in those corporations’ home 

countries.  
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Recommendations of the UN Committee on Rights of the Child (1997) 
a) Adequate monitoring and data collection of empirical evidence to challenge the 

argument of cost-effectiveness used to marginalize disabled children (including 

cost evaluations of exclusion and lost opportunities).  

b) Promote the UN Standard Rules as relevant to implementing UNCRC.  

c) Ensure IE is included on the agendas of UNESCO, UNICEF and other relevant 

agencies meetings, conferences, etc., as an integral part education debates.  

d) Produce training materials to promote Inclusive Education (particularly UNICEF). 

 

One significant policy that many proposals have in common is the need to include 

persons with disabilities and SEN as full participants in the bodies and procedures by 

which both laws and policies, and provision of services are formulated, implemented and 

evaluated.  This policy is seen not only as a political and moral imperative, but a cost-

effective one as well. Eleweke (2001) researched the roles of DPOs in countries of the 

North and South regarding their impact on promoting SEN services.  His comprehensive 

review cites evidence from countries such as Malaysia and New Zealand, those activities 

of strong and active pressure groups or associations of Persons with Disabilities have led 

to improvements in SEN provisions.  These activities show promise for persuading 

governments to “recognize the needs of persons with disabilities and to take positive 

steps toward meeting these by improving [SEN] services”.  However, according to 

Eleweke, many DPOs of the South still remain marginalized from government decision-

making and are largely nominal in effect.  For example, Nwazuoke (1995) observes that 

‘virtually all the patient and professional associations in the field of special needs in 

Nigeria are bereft of strong advocacy activities”.  

 

Clearly, much progress has been made, yet much is still left to be accomplished to 

achieve an inclusive society and universal rights to IE within society.   

 

Policy/Practice Implications:  Challenges in Inclusive Education  
Typically, policy relevant to IE begins with a declaration (e.g., the Salamanca Statement) 

or convention (e.g., Convention on the Rights of the Child) and follows with a 

Framework for Action or Implementation Handbook (CRC).  In between declarations and 

frameworks lies a broad terrain of policy/practice critical to implementing IE.  Gillian 

Fulcher (1989) provides a framework for policy analysis that is adopted in this chapter in 

order to identify this terrain and to relate it to policy implications for IE. This framework 

characterizes policy as follows:  

1. Policy may be written, stated, or enacted.  From this perspective, just because more 

than 80% of countries in the North and 50% in the South (Asia and Pacific region) 

have written policies on IE, it does not automatically follow that these policies will 

be enacted in a particular form or guidelines, talked about, believed in, or even 

enacted at all.  National policy does not a priori determine what education officials 

and teachers produce as policy.  

2. Policy involves a struggle among stakeholders with competing objectives.  In IE, 

different democratic, economic, technical, social, or cultural objectives may 

dominate or be pursued simultaneously.  For example, teaching and learning in 
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classrooms are never merely technical acts but are morally and politically informed 

(such as decisions about placement, a learner’s functioning, and perceptions of 

their capabilities).  Each objective also deploys a particular discourse as both tactic 

and theory in a web of power relations.  For example, those with economic 

objectives use the language of cost-effectiveness, and accountability and apply this 

language as both tactic (assessments) and theory (school improvement).    

3. Policy does not exist without practice.  IE is simultaneously a philosophy and a 

practice based on particular theories of teaching and learning.    

4. Social actors (individuals and groups) make policy a social practice.  Policy is the 

exercise of power at different levels (macro, meso, micro).  All policies and 

practices are shaped by people (actors) in the context of society (local, national, 

and global).  

 

This conception of policy—as a struggle that takes different forms and is exercised at 

different levels by social actors with different objectives and under different conditions 

and power relations—provides a useful lens for analyzing Inclusive Education policy 

implications. As an example, this literature review identified identification and placement 

as critical issues involving policy decisions.  Donor agencies often insist on child-find 

surveys to determine demand.  Children identified in these surveys are often labeled as 

disabled or SEN learners.  These labels represent a language and theory of education as 

compartmentalized—special and regular—which results in practices that operate to 

segregate and categorize learners based on individual characteristics.  Further, decisions 

to include learners (i.e., placement decisions) clearly involve policy struggles at all 

levels—classroom, educational bureaucracy, and government—and among several 

stakeholders—teachers, parents, and education officials.  Further, decisions that some 

learners have special education needs lead to a solution focused on extra resources, 

whereas IE suggests a solution focused on school restructuring and pedagogy.  These 

theoretical and policy based dimensions of child-find surveys also involve practical 

economic consequences.  In a world of constrained resources, investment in identification 

often means less investment in and reduced resources for direct educational services.  

 

This example of identification and placement illustrates the need to examine policy 

implications from multiple perspectives.  Nine critical issues have been identified, which 

carries significant weight and is interdependent with the others.  Specific policy 

implications for each issue do however rest on the premise that IE, as defined in the 

Salamanca Statement. 

 

IE Policy/Legislation  
A policy framework and legislative support at the national level must be in place as a 

necessary prerequisite to access and equal participation in IE programs.  IE policies and 

legislation have provided parents, disabled people, and schools committed to IE, with the 

necessary conditions to challenge exclusion.  However, individual country experiences 

demonstrate that policy and adopted legislation do not ensure enactment.  

 national level policy frameworks and legislation support IE and inclusion of 

persons with disabilities in all aspects of social, cultural and economic life  
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  key governmental and education leadership decision-makers at all levels support 

policy and legislation  

  policy and legislation is accompanied by effective and specific mechanisms for 

monitoring and evaluating compliance  

  infrastructure lacks resources and/or commitment to enforce compliance  

  little or no critical awareness of why these policies and legislation are needed  

  lack of support and conscientiousness–particularly at the grass-roots levels where 

policy is enacted. 

 

School Restructuring and Whole-School Reform  
The literature stresses that IE is a guiding philosophy enacted through inclusive 

policy/practice that requires comprehensive school restructuring.  This restructuring 

should be supported by changes in beliefs, methods and resource allocations at all levels 

of educational systems and governance.  

  when IE principles and practices are considered as driving reform as well as 

integral to reform, and not an add-on program  

  when diversity and individual differences as well as similarities are recognized and 

valued, not ‘tolerated’ or ‘accepted’.  Diversity becomes a common denominator, 

not an individual numerator.  

  when new roles and responsibilities are clearly identified, and all staff 

systematically prepared for these new roles and provided with adequate supports  

  when individualized education is considered a universal right and not a special 

education need  

  when school reform includes active involvement and participation of community 

members, parents, and students  

  when the philosophy of one-size-fits-all is mistaken for IE  

  when IE is conceptualized as a place, not a service.  Most countries of the North 

and the South still adhere to a ‘continuum of placements’ paradigm.  IE considers 

delivery of services within the general education classroom as the continuum.  This 

distinction is a critical one.  

  when school reform is dictated from the top down, rather than developed through 

participatory decision-making  

 

Identification and Placement  
For countries of the South, low enrolment of SEN students and lack of access to schools 

for these students (particularly in rural areas) make identification and placement issues 

critical.  In addition, efforts in the South tend to focus on Category A students (ISCED-97 

definition) whose disabilities have clear biological causes.  Gender differences (bias 

toward boys) are also critical to identification in both the North and South.  Regular 

curriculum adaptation for SEN students is still the exception and not the rule in the South, 

and in the North, significant numbers of SEN students still remain in segregated settings.  

  low-cost child-find surveys with outreach/education components to encourage 

participation  
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 identification and placement efforts based on need for services, not category of 

SEN  

 identification and placement decisions involve parents as partners and are based on 

individualized education plans  

  placement decisions consider IE as a continuum of services in the general 

education classroom  

 networks of support (cluster schools, resource centers) and teacher training reduce 

the need for identification and referral  

 deficit-based categorical identification, and/or subjective/arbitrary labeling  

 placement decisions based on available service versus the needs of the learner  

  education officials and teachers make arbitrary decisions to deny services and 

exclude learners based on individual preferences or costs/availability of services 

4444  

 

Assessment, Accountability, Efficiency and Effectiveness  
Assessment issues constitute one of the most significant challenges for IE/EFA.  

Although many researchers argue that equity and excellence are compatible goals, 

different proposals to achieve these goals have created tensions. at all levels.  A growing 

body of research (especially in the North) does indicate that IE benefits both SEN 

students and their peers, and that given the appropriate supports and adapted curriculum, 

SEN students can do as well or even better than their peers.  

  when student assessments measure individual progress in the general education 

curriculum, with clear standards and benchmarks  

 when multiple forms of student assessments (formative and summative) are used to 

inform and facilitate teaching and learning  

  when school-level evaluation is built-in to program planning  

  when broad conceptions of student outcomes include mastery of academic skills as 

well as self-esteem and independent living skills needed for active participation in 

society as adults  

  when standardized achievement test scores are used as the sole indicator of success 

for both students and schools  

  when schools have no systematic plan for evaluation, including development, 

implementation, and follow-up  

  when equity is valued over excellence, or excellence valued over equity 4545.       

 

Building Capacity and Sustainability through NGO, Community, and Multi-

Sector Participation  
IE projects can enhance the capacity of schools and communities to provide SEN services 

through multi-sector collaboration.  Driven by severe resource constraints, countries of 

the South have been especially successful in using this strategy to reduce costs, increase 

benefits, and reach greater numbers of SEN children and youth.  Multi-sector 

participation is especially critical in relation to disability:  access to quality health care, 

social services, early childhood intervention programs provide essential supports for IE in 
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schools.  Whole-community approaches recognize children’s holistic needs, especially 

the fact that the child is an integral family member.  Supports for and involvement of 

family members substantially increase opportunities for children to attend school.  

Community involvement increases the likelihood of sustainability.  Specifically, the 

research provides clear evidence that commitment to IE is an essential pre-requisite to 

success and sustainability.  NGOs and INGO donors play important roles in building 

capacity and sustainability.  There is increasing evidence of a paradigm shift on the part 

of donor agencies with regard to IE projects.  Instead of the traditional top-down-expert-

trainer model, several INGO funders of projects in this literature review were making a 

noticeable shift to a trainer of trainers approach, adapting training materials to local 

conditions, and beginning to include disabled people in workshops.  Country experiences 

indicated several critical conditions, both facilitators and barriers to building capacity and 

sustainability through multi-sector participation.  

 when based on a holistic and rights-based conception of children, beginning with 

early identification, treatment and child development as important influences on 

health and well-being, school-readiness  

 when specific coordination plans, including time-lines, designated lead agencies, 

clear roles and responsibilities  

 when active and targeted outreach activities and IE awareness education reach a 

broad audience in the community, particularly parents 4646  

 when DPOs and Parent Groups are included as decision-makers and resources at all 

stages of development  

 when formal parent-training is provided and encompasses families of children with 

disabilities, and those at-risk  

 loose or unorganized links between government entities, community-based 

resources and schools  (leads to competition for scarce resources, reducing access 

to services)  

 knowledge dissemination/awareness training is weak, poorly planned, and delayed 

until after the start of the IE project  

 donor agencies provide outside expertise to head programs rather than facilitate, 

build capacity of local expertise  

 when Parent Groups and DPOs are marginalized  

 

7.2 Legislation and National Policies in Pakistan 
In 1972, the country witnessed a revolutionary change in the education system when the 

government nationalized all private institutions including private special schools. The 

Education Policy 1972 allocated funds for providing special education services for the 

first time in Pakistan. 

 

During the 1980s and 1990s, a strong international movement driven by the UN for the 

rights of children with disabilities had a far-reaching impact on the government policies 

of member states. This period, known as the Decade of the Disabled (1983–92), 

generated increased awareness about disabilities in Pakistan. At the same time, General 
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Zia-ul-Haq, who had a daughter with multiple disabilities, was also concerned about the 

education and welfare of disabled children. 

 

The Decade of the Disabled and the interest of the government led to the rapid 

establishment of special education centres in the country. In 1985 alone, 46 special 

education centres sprang up in all provincial capitals and some small towns (Mirza, 

1996). The control of special education institutions was shifted from the federal Ministry 

of Education to the Ministry of Social Welfare and Health. The Directorate of Special 

Education was established in 1985. 

 

The following national institutes were proposed during this period to provide technical 

support to the special education centres run by the federal government, provincial 

governments and NGOs. 

 National Institute of Special Education to coordinate and provide educational 

training programmes for teachers, professionals, parents and managers. 

 National Institute for the Handicapped was developed for early detection, 

diagnosis, assessment, treatment facilities, and surgical intervention and research. 

 National Technical and Vocational Training Institute for the Disabled to coordinate 

technical and vocational training facilities for disabled children, and to train 

exceptionally gifted disabled children in special or exceptional skills. 

 National Library and Reprint Service providing multidisciplinary information 

services. 

 National Trust for the Disabled. 

 Computerized Braille Press for reproducing books in Braille on a large scale. 

 National Talking Book Library for the recording of syllabuses/textbook on 

cassettes. 

 National Sports Club for the Disabled to organize national-level competitions and 

extracurricular activities as well as exchange and observation visits. 

 Factory for production of hearing aids and a workshop for fabrication of ear 

moulds. 

 Factory for production of limbs and aids. 

 National Speech Therapy Centre. 

 National Board of Examinations for Disabled Children up to higher secondary 

classes. 

 National Media Service for the Disabled to develop educational and extra-

curricular materials and programmes for the media. 

 National Institute for Statistics and Census of the Disabled to collect, maintain and 

update statistics for all disabilities, and to design and conduct census of the 

disabled at regular intervals. 

 

Of these 15 proposed institutions, only the first five actually started functioning. 
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National Policy for Rehabilitation of the Disabled (1986) 
A National Policy for Rehabilitation of the Disabled was formulated in 1986, focusing on 

integrated education. Children with disabilities were prepared for and rehabilitated into 

mainstream schools. Ordinary schools situated in the vicinity of special schools were to 

be identified and requested to admit children with special needs along with other 

children. Strong arguments were given in favour of integrated education in the policy, 

which states that ‘integration will enable normal children to beware of human diversity’ 

and ‘children accept individual difference more speedily than adults’ (Directorate 

General of Special Education, 1986). A need for specialized training of teachers to impart 

knowledge and skills capable of achieving integration was also highlighted in the policy. 

Although integration of children with disabilities in regular schools was an important 

focus of the National Policy for Rehabilitation of the Disabled, it could not be effectively 

implemented. There was a good deal of resistance among mainstream schools and special 

schools. Coordination was lacking between mainstream schools and the institutions 

working for children with disabilities, such as the government, the special education 

institutes, and NGOs. 

 

National Policy for Education and Rehabilitation of the Disabled (1988) 
The National Policy for Rehabilitation of the Disabled was revised in 1988 as the 

National Policy for Education and Rehabilitation of the Disabled. A significant 

philosophical change in this policy is indicated in its title, which for the first time 

included the word ‘education’. The paradigm of the right to education replaces the earlier 

charitable disposition towards the disabled. In fact, this policy deviated from the previous 

policy by raising serious questions about the philosophy of integration. It states that ‘it 

must be recognized that integrated placement for any child is a means to achieving a 

desirable goal. It must not be regarded as an end in itself. As a process, integration 

requires adequate level of skill and professional support for each child. Integration is not 

a realistic goal for all children even in the most sophisticated system of provision. At the 

present time, it is a realistic goal for only a small group of people who currently attend 

special education centres.  

 

Whilst such units [integrated units] have been successfully developed in other countries, 

the model may not be widely applicable to Pakistan’ (Ministry of Health, 1988). 

 

The policy made provincial governments responsible for establishing special education 

centres in rural areas. Furthermore, the policy directed that the curriculum for children 

with special needs should follow the guidelines of regular schools. Only priorities in 

learning and pace of progress might be adjusted, according to the needs of the child. The 

heads of such institutions were made responsible for designing and implementing the 

curriculum, according to guidelines set by the federal government. The policy also 

differentiated between teaching strategies that cater to differences among children. It 

emphasized a special institutional methodology for children with special needs. 

 

The implementation of this policy in 1988 created a segregated system of special 

education in Pakistan for the next 10 years. The political instability that witnessed four 
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changes in government caused an interruption in the efforts of international organizations 

to promote inclusive education in Pakistan. For example, each of the four governments 

tried to design and implement a new education policy according to its party manifesto. 

Policy decisions were limited to Islamabad, and were not implemented. 

 

The policy of 1988 succeeded in creating a reasonable quality of service for students with 

special needs within a segregated system. Services in these institutions were far better 

than services in many government schools for regular children. Huge model special 

education complexes were constructed in federal and provincial headquarters and other 

big cities by the federal government. 

 

The 1993 statistics state there were 210 institutions for four types of disability—mental 

retardation, hearing impairment, physical disability and visual impairment—with an 

enrolment of 12,475students (UN, 1993). 

 

National Policy of Special Education (1998) 
In 1998, the National Policy of Special Education was promulgated to various special 

education institutions. The government admitted that the policy document of 1988 could 

not be implemented in part for the following reasons: non-availability of adequately 

trained and qualified professional/para-professional staff; inadequate allocation of budget 

so that purpose-built premises could not be completed at national, provincial and 

divisional/district headquarters; low priority given to the sub sector of special education 

and social welfare; lack of community involvement and support; inadequate transport 

facilities for pick up and drop off of disabled children; and non-availability of specialized 

aids and equipment (Ministry of Women Development, Social Welfare and Special 

Education, 1998). 

 

National Policy for Persons with Disabilities (2002) 
As the title of the National Policy for Persons with Disabilities indicates, by 2002 special 

education had been subsumed into a generalized policy for the disabled. The philosophy 

of inclusive education is not articulated, and there are no policy guidelines. In fact, the 

Ministry of Women Development, Social Welfare and Special Education does not play 

any role in the policy formulation of regular schools. Neither does it have any 

administrative control to implement an inclusive education policy. As far as the role of 

the Ministry of Education is concerned, the National Education Policy for 1998 does not 

include any mention of special or inclusive education. Any government-level initiative 

for inclusive education must start with a special education section in the Ministry of 

Education. This will shift the responsibility for providing appropriate education as aright 

to all children, including children with disabilities, to the Ministry of Education; this 

would be the most appropriate place for design and implementation of a policy on 

inclusive education. Special schools run by the Ministry of Women Development, Social 

Welfare and Special Education can continue providing support to children with severe 

disability for the time being. 
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8. STRUCTURING CHILD TO CHILD INTERACTION 
 

Child-to-Child Approach 
To prepare the school environment to be more welcoming to all children, the Child-to-

Child approach was used in this pilot project. The Child-to-Child approach has 

traditionally focused on issues of health. However health is looked at from a view which 

is wider than merely the absence of disease. It stresses the importance of happy 

relationships and that is where issues of disability come in (Hawes, Scotchmer 1993). 

 

The approach also addresses issues of learning (Hanbury 1995) and links what is learned 

now with what we do now. It links with what we learn in the classroom with what we do 

out of class and at home. The approach promotes experimental learning and the use of a 

wide range of teaching strategies. It sees children as equal partners who are able to make 

a difference in their communities. 

 

The present Child-to-Child activity sheet covering disability recommends the use of 

simulation activities, whereby children are blind folded etc. and activities to learn to 

discover disabilities. However, simulation activities have been criticized by disabled 

people for promoting a feeling of pity (French 1992). Simulation activities tend to put an 

emphasis on the individual model of disability whereby the 'problem' is situated in the 

individual. This pilot project tries out a newly developed activity sheet focusing on issues 

of exclusion/inclusion and how all children can be included through a change in the 

environment. Emphasis on disability is avoided. 

 

 

9. PLANNING CLASS ROOM ACTIVITIES 
 

Looking in, an inclusion classroom may look exactly like a regular education classroom. 

But there are some significant differences. Typically the inclusion classroom has two 

teachers, a regular education teacher and a special education teacher who co teach. Some 

inclusion classrooms will have a regular education teacher and a special education 

assistant. The students consist of regular education students and special education 

students who are taught together. At times, the classroom will break into groups for small 

group instruction and other times they are taught together. Students do not know which 

ones have an IEP and which ones do not. The teachers in the classroom help any student 

who needs help. The special education case manager ensures that the IEP is being 

followed and the special education students are meeting their goals.  

The inclusion classroom helps students with an IEP to be educated alongside non 

disabled peers. This helps with socialization and ensuring higher standards. Students in 

the classroom have differentiated instruction. This means that students will learn at their 

level. Some students will have more academic responsibilities than others depending on 

unique needs.  
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An inclusion classroom is not only good for students in Special Education. When 

implemented correctly it is positive for everyone. Those students who struggle, but do not 

qualify for Special Education services often do very well with the extra supports in place 

in this classroom. Students who are advanced, learn to be more accepting and often offer 

assistance to others. A good teacher can offer material that is challenging for all students, 

while meeting the needs of those who learn differently. This is not accomplished by 

teaching all students the same, but by teaching at each child's level. I have nothing but 

respect for the teachers who can do this well! 

 

While inclusion is a great place for many students, not all students learn best in this 

environment. There are students who need more individualized instruction at a much 

slower pace. There are students who do not do well with the stimuli in a regular 

classroom environment. It is important to consider all factors when determining the best 

environment for your child. Another option is inclusion for part of the day and a special 

education classroom for certain classes. The IEP is to be individual for each student and 

his or her needs must be considered. Some schools embrace inclusion classrooms, while 

others have "Students who are advanced, learn to be more accepting and often offer 

assistance to others." 

 

What forms of classroom practice are recommended? 
1. Pupil participation and learning can be enhanced by high expectations, drawing on 

pupils’ previous experiences and maximizing peer support. Collaborative pupil 

arrangements such as peer tutoring, co-operative group work, budding and pupils 

providing feedback to teachers on the effectiveness of teaching have been 

described as promoting effective inclusive education 

2. Variety of teaching methods is regarded by pupils as a critical factor in learning. 

3. There is a danger of differentiation being interpreted as exclusively about adapted 

worksheets or materials. These adaptations are sometimes viewed by pupils as not 

socially acceptable. 

4. Teachers provide a powerful role model for pupils in terms of their expectations 

and the respect and value they demonstrate for all pupils. 

5. The quality of joint planning is critical to the effective use of support in the 

classroom and support needs to be used flexibly to ensure it enhances rather than 

impedes the processes of inclusive education. Traditionally, teachers have not been 

trained to work with other adults in the classroom. Initial teacher education and 

continuing professional development will need to address this. 

 

Teaching in an Inclusive Classroom  
Teaching students with disabilities in an inclusive classroom may be regarded, as a 

challenge for teachers accustomed to teaching in the regular classroom; therefore teachers 

should require the basic characteristics of effective teaching. To be a successful teacher in 

inclusive classrooms is not easy, because usually in such cases the teacher is dealing with 

different abilities. Most of the effective teaching evidence comes from the research which 

involves the classrooms directly using several different techniques (Westwood, 1995). 
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Westwood, in his review of the literature on the effective teacher, found the effective 

teacher should be a good classroom manager, focusing on academic skills, with good 

expectation, enthusiasm, using effective strategies to keep students on task and using 

variety of teaching and resources styles, covering the material content. Also the effective 

teacher uses easy presentation of material, is direct in teaching, explains and outlines 

instruction clearly, frequently observe what students are doing taking into account 

differences between the students  and re-teaching when necessarily, gives frequent 

feedback for all students and  checks for understanding by using probing questions 

(Westwood, 1995).  

 

Stanovich and Jordan indicate that effective teachers who are able to monitor the 

classroom and the students’ behaviour in their class also demonstrate the ability to use 

body language. Furthermore they are able to manage the instruction time for the students 

and themselves and have good expectations for the lesson. In terms of academic ability, 

the effective teacher has the ability to review the previous days lesson, before start a new 

lesson which is important in connecting the previous and the new knowledge for the 

students, also ensuring their understanding by using questions and monitoring students 

progress frequently (Stanovich & Jordan, 1998).  

 

Teacher’s behaviour has a significant link to students achievement (Englert, 1983; 

Westwood, 1995). Englert - in an study about teacher effectiveness - found that effective 

teachers had a high level of presentation and corrected student responses in a short time, 

also following the students error responses and informing the students of the correct 

response by giving the suitable feedback (Englert, 1983).  

 

Hattie indicated that expert teachers have sophisticated representation about what they 

teach, are able to solve problems without effecting the students personality and take time 

to understand the problem, and further can also make a decision in the suitable time and 

identify the important decisions. Expert teachers can prepare the optimal classroom 

climate by following the error and giving feedback, scan the classroom behaviour 

effectively and monitoring learning. Expert teachers are more able to monitor students’ 

problems and assess their understanding whilst providing feedback at the same time, they 

can see the difficulties facing the students and build strategies and hypotheses and 

examine or test these strategies and the extent to which they are working by measuring 

students’ outcomes, they respect their students, they have responsibility over their 

students, they motivate their students, they build self-concept and self-efficacy for their 

students, they have a positive influence on their students’ outcome and lead the students 

through challenging tasks and they have content knowledge (Hattie, 2002). Effective 

teachers according to Murphy and others, are patient, caring, respect their students, 

organize their classrooms, and as a result their students are enthusiastic (Murphy, Delli, 

& Edwards, 2004).  

 

An effective teacher in an inclusive classroom has the ability and skills to plan for the 

content coverage and takes into account the difference between students by scope and 

sequences their objectives. Moreover, effective teachers have good strategies to take 
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advantage of time by maximizing academic time on-task and have good presentation 

skills including the variables which might influence the teaching process, thus making the 

presentation very clear and keeping the students active and engaged, monitoring the 

academic practices in the inclusive classroom with frequent questioning and giving 

immediate feedback (Mastropieri & Scruggs, 2004; Westwood, 2003).  

 

It is obvious that the effective school plays an important role in terms of students’ outcome 

(socially and academically), “The most persuasive research suggests that student academic 

performance is strongly affected by school culture. This culture is composed of values, 

norms, and roles existing within institutionally distinct structures of governance, 

communication, educational practices and policies and so on. Successful schools are found 

to have cultures that produce a climate or “ethos” conductive to teaching and 

learning…efforts to change schools have been most productive and most enduring when 

directed toward influencing the entire school culture via a strategy involving collaborative 

planning shared decision making, and collegial work in an atmosphere friendly to 

experimentation and evaluation”(Purkey and Smith cited in Owens, 1998 p.93).  

 

Many reforms, whether encouraged or mandated, affect your methods of teaching and 

grading your students. These changes in classroom procedures are usually an attempt to 

move away from the traditional idea of education: a teacher lecturing and then testing 

students on the material. Some schools simply encourage teachers to alter and vary their 

instruction and assessment tactics. Others schools, however, place a lot of emphasis on 

completely revamping teaching methods and ideas. 

 

 

10. PROFESSIONAL COLLABORATION FOR INCLUSIVE 

EDUCATION 
 

Cooperative Learning 
Cooperative learning is an educational method in which students work in small groups to 

complete assignments and other tasks. Cooperative learning works most effectively under 

the following conditions: 

 Students are given assignments that work better when completed as a group. 

 Groups are small, with three to five members. 

 Assignments require students to work together. 

 Each student is graded individually based on the effort made and how much he 

learned. 

 

Unfortunately, one or more of these important points are often missing from cooperative 

learning assignments, thereby causing problems for teachers and students. 

 

Professional collaboration 
Inclusion settings allow children with and without disabilities to play and interact every 

day, even when they are receiving therapeutic services. When a child displays fine motor 
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difficulty, his ability to fully participate common classroom activities, such as cutting, 

coloring, and zipping a jacket may be hindered. While occupational therapists are often 

called to assess and implement strategies outside of school, it is frequently left up to 

classroom teachers to implement strategies in school. Collaborating with occupational 

therapists will help classroom teachers use intervention strategies and increase teacher’s 

awareness about student’s needs within school settings and enhance teacher’s 

independence in implementation of occupational therapy strategies. 

 

As a result of the 1997 reauthorization of the Individuals With Disabilities Act, greater 

emphasis has been placed on delivery of related services within inclusive, general 

education environments. [Nolan, 2004] The importance of inclusive, integrated models of 

service delivery for children with disabilities has been widely researched indicating 

positive benefits. [Case-Smith& Holland, 2009] In traditional “pull out” service delivery 

models, children typically work in isolated settings one on one with a therapist, Case-

Smith and Holland (2009) argue that children working on skills once or twice a week are 

“less likely to produce learning that leads to new behaviors and increased competence.” 

[Case Smith & Holland, 2009, pg.419].In recent years, occupational therapy has shifted 

from the conventional model of “pull out” therapy to an integrated model where the 

therapy takes place within a school or classroom 
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11. SELF ASSESSMENT QUESTIONS 
 

1. Inclusive education concept is quite new in Pakistan that’s why educationist or 

teachers mostly mixed it with mainstreaming or integration. As a prospect teacher 

how you will define inclusive education and how it will be differ with the concepts 

of integration and mainstream? Support your answer with suitable examples.  

 

2. Inclusive education is possible with a movement at international and national level. 

Discuss the history of inclusive education at national and international level. Also 

foresee the future of inclusive education in Pakistan.  

 

3. Special education and inclusion are different in the concepts but helping to each 

other too. As a teacher of mainstream classroom how special education is helpful 

for you to accommodate children with special needs? Support your answer with 

examples.  

 

4. Inclusive Education is a new concept in Pakistan, what are the issues and problems 

in implementation of inclusive education? Also give recommendations to 

government for implementation of inclusive education in the country.  

 

5. Discuss inclusive education benefits for children with and without special needs, 

their parents, government and society at large. How you can help them as inclusive 

education teacher? 

 

6. Discuss about the principles for inclusion, its legitimating and policy regarding 

Pakistan and also discuss the challenges for inclusion in Pakistan. 
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INTRODUCTION 
 

Inclusion may be defined in a variety of ways which can be descriptive or prescriptive. A 

descriptive definition reports on the ways where ‘inclusion’ is used in practice, whereas a 

prescriptive definition indicates the way we intend to use the concept and would like it to 

be used by others. Both kinds of definitions are important to us. Inclusion assumes that 

students with disabilities attend ordinary schools with the fundamental principle that all 

children should be together as much as possible. Full inclusion means that all students, 

regardless of handicapping condition or severity, will be in a regular classroom/program 

full time which involves bringing the support services to the child (rather than moving the 

child to the services) and requires only that the child will benefit from being in the class 

(rather than having to keep up with the other students). This is basically the Physical 

inclusion. Exception to this practice may occur to a small population with disabilities 

who have severe to profound retardation or multiple disabilities that hinders the access to 

regular classroom almost impossible. 

 

Students with disabilities and special educational needs (SEN) are those who 

demonstrate, for the whole or a specific period of their school life, significant education 

difficulties due to sensory, cognitive and developmental problems, and 

neuropsychological disturbances that affect the process of school adjustment and learning 

(Zoniou-Sideri, 1998). 

 

Inclusive education demands a focus on peers. Accepting and respecting that all learners 

are different in some way and have different learning needs which are equally valued and 

an ordinary part of our human experience. Enabling education structures, systems and 

learning methodologies to meet the needs of all learners, acknowledging and respecting 

differences in learners whether due to age, gender, ethnicity, language, class, disability, 

changing attitudes, behavior, teaching methodologies, curricula and the environment to 

meet the needs of all learners is the underlying principles (Stainback & Stainback,1990). 

  

 

OBJECTIVES 
 

The objectives of the unit are: 

1. To equip the students with the historical concepts of inclusion which highlights the 

pros and cons of diverse attitudes effecting inclusion of children with special needs 

on different aspects of life. 

2. To enable the students to know the challenging behaviors in the classroom that 

included students having special needs may exhibit. 

3. To teach the strategies which would help the students cope with challenging 

behaviors and attitudes. 

4. To provide the students a comprehensive overview on the significance of 

developing social competence among children with special needs  
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1. HISTORICAL CONCEPT 
 

Even though the Universal Declaration of Human Rights in 1949 emphasized the right of 

every human to be educated, Johnson (1986,p 1-2) documented several instances in 

United States of America, from as early as 1893 to 1973, of discrimination against 

learners with disabilities and who were prevented from receiving an education. These 

learners were institutionalized because they could not be accommodated in the education 

system. In 1975, an Education for All Handicapped Children Act was passed to provide 

free education and appropriate services to learners with disabilities and furthermore in 

Article 2 of the Convention on the Right of the Child, (UN, 1989), it was also indicated 

that no child should be discriminated against and every child has the right to receive an 

education. 

 

The greater integration of pupils with special educational needs into mainstream schools 

was emphasized in the Warnock Report (HMSO, 1978) and ratified in the 1981 

Education Act. The Warnock Report signaled a departure from policies and approaches 

to “handicap” that were pervasive until the late 1970s (Evans, 1995; Armstrong, 1998). 

With certain important provisos the Report recommended that the mainstream setting was 

the best for all pupils. This commitment to ‘integration’ as it was termed in the Warnock 

Report has had a wide ranging influence  on later policy and practice, particularly in the  

original and revised Code of Practice on Special Educational Needs (1994; 2002), where 

the aspirations of the Report, were amplified and developed. The Warnock Report was 

clearly an important historical and influential perspective on the development of 

‘inclusive education’; and yet other models and perspectives on SEN (Clough and 

Corbett, 2000, Croll and Moses, 2000). 

 

At the 1990 Jomtien World Conference, in Thailand, the goals for 'Education for All' 

were set and it was proclaimed that every person - child, youth and adult shall be able to 

benefit from educational opportunities which would meet their basic learning needs. Ever 

since that conference, UNESCO, along with other UN agencies, a number of 

international and national non-governmental organisations have been working towards 

these goals. 

 

The inclusion of pupils with barriers to learning and development in ordinary schools and 

classrooms is part of a global human rights movement. In 1994, at the UNESCO World 

Conference on Special Needs Education held in Salamanca, Spain, the idea of inclusive 

education was given further impetus. The conference considered the future international 

direction of Special Needs to ensure the rights of children to receive a basic education. 

 

The marginalization and exclusion of learners from an educational system was addressed 

at the Dakar World Education Forum in April 2000 and it was so aptly captured in the 

statement: 

“The key challenge is to ensure that a broad vision of Education for All as an inclusive 

concept is reflected in national government and funding agency policies. Education for 

All… must take account of the need of the poor and the most disadvantaged…young 
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people and adults affected by conflict, HIV/AIDS, hunger and poor health: and those 

with special learning needs…..” 

 

The three traditional provisions of integration identified by the Warnock Committee 

(DES, 1978) - locational, social and functional - have been the main methods of bringing 

children with special educational needs together with their peers.  

 

Inclusion strategy is based on the learning activities as well which depends on the extent 

where learning objectives of the student with disabilities are similar to those of peers and 

depends on the resources which are available to enhance the inclusion. This is called the 

Instructional Inclusion.  

 

Whereas the Social Inclusion refers to nature and number of personal interactions with 

classmates depending upon weather these interactions are one directional or dual, with 

non-disabled persons taking most of the initiative and seeing themselves as helpers, or 

equal status, with both parties reaching out to include each other. Equal status 

relationships lead to shared initiative in social inclusion.   

 

Physical inclusion is achieved easily by administrative mandate, instructional and social 

inclusion are problems that require considerable commitment and hard work. Exclusion, 

real or perceived, strongly influences self-concept, well-being, and motivation. Schools 

must therefore address self-esteem. An important goal is to help every student develop at 

least one best friend of approximately the same age. 

 

Inclusion has also been the main focus of educational debate in United Kingdom for the 

past ten years, indicating a progression from the controversy of the last twenty-five years 

surrounding the concept and practices of integration.  

 

In order to understand the concept of Inclusive Education within the South African 

context, one needs to reflect on the history of Special Education. Prior to 1994, the South 

African Education Department was split into 18 racially divided education departments. 

Each education department had their own policies regarding learners with special 

education needs. Not all education departments made provision for these learners and the 

disadvantaged communities were totally marginalized. There were extreme disparities 

and discrepancies in the provision for specialized education for the different race groups 

and virtually no provision for black disabled children at a preschool level. 

 

Special schools for children who were deaf, hard of hearing, blind, partially sighted, 

epileptic, cerebral palsied and physically disabled were started in some education 

departments. After commissions of inquiry investigated children with minimal brain 

dysfunction (1969), autistic children (1971) and the severely mentally handicapped 

children (1974), special schools for these children were also started. The institutions of 

the severely mentally handicapped children were known as 'training centers'. After the 

1988 Education Affairs Act was passed, these training centers were then regarded as 

'schools'. 
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The separation of these learners into various institutions placed a heavy financial burden 

on the State. Not only were they separated and categorized on the grounds of their 

disability, but also on race and culture. Children who needed special resources, 

adaptations to the curriculum or different assessment strategies to aid them with their 

learning were often referred to as 'learners with special education needs'. These children 

were tested by the school psychologists and depending upon their Intelligence Quotient 

(IQ) score, they received instruction either in a 'special or adaptation class' at a 

mainstream school or at special schools. This led to the 'labeling', categorizing and 

stigmatizing of young children, which had an adverse effect on their self- esteem and self 

worth. The Green Paper (DfEE, 1997), concerned with meeting special education needs 

suggests that special schools should work more closely with mainstream schools in order 

to increase inclusion and it states that: "If we are to move successfully to greater 

inclusion, it is essential that pupils with complex special education needs in mainstream 

schools receive specialist support. The role of the special schools should reflect this 

changing context". 

 

The turning point for all South Africans occurred in 1994 as a result of a Democratic 

Election and significant educational reforms have taken place characterised by a spirit of 

democracy. The South African Constitution (Act 108 of 1996), founded the democratic 

state and common citizenship on the values of human dignity, the achievement of 

equality and the advancement of human rights and freedoms (Section1a). The 

Constitution, Sections 29 (1) and 9 (2,3,4&5), further provides a special challenge to all 

of us by requiring that we give all learners the fundamental right to basic education 

addressing the imbalances of the past by focusing on the key issues of access, equity and 

redress. 

 

At the beginning of 1997, the National Commission on Special Needs in Education and 

Training (NCSNET) and National Committee for Education Support Services (NCESS) 

were appointed to investigate and make recommendations on all aspects of special needs 

and support services in South Africa. The Education White Paper 6 on Special Needs 

Education: Building an Inclusive Education and Training System outlines how the system 

should transform itself to accommodate the full range of learning needs and establish a 

caring and humane society. 

 

Activity: 
Special schools and integrated educational practices for children with disabilities have 

been developed over the years. Inclusive education has gained momentum over the last 

decade. Here I would like you to find out where did the roots originated for inclusion? 

Has it really brought positive changes in the country where it had been working for more 

than two decades?  

For this purpose you can visit following websites: 

 www.disabilityworld.org/April-May2000/Children/Historic.htm 

 books.google.com.pk/books?isbn=0789008432... 

 www.drchrustowski.com/4-10-07InclusioninSpecialEducationFinal1 

 

http://www.disabilityworld.org/April-May2000/Children/Historic.htm
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2. INCLUSION ATTITUDES, VALUES, IDEOLOGY 
 

Inclusion involves putting into action in education and in society a particular set of values 

or ethical principles. Inclusive values are concerned with equity, compassion, and respect 

for diversity, human rights, participation, community, and sustainability. Each of these is 

complex. Participation in education, for example, implies an active involvement with 

others and having a real say in the experience of learning. It also involves having one’s 

identity affirmed; being accepted and valued for oneself. As we deepen our 

understanding of inclusion through unpacking the meaning of such notions as 

participation we reveal the contentious nature of the concept.  

 

So before we start studying this topic in the perspectives of inclusion it would be better if 

you get an overview on Attitudes, Values and Ideology as entities in the generalized 

form. 

 

Our Attitudes are the manifestation of our VALUES - they are expressed through what 

we SAY or DO - Attitudes are how values are manifested in our actions and thoughts to 

others. They are our feelings towards certain idea or issues. Attitudes dictate how we 

react in concrete situations, how we act and what we say present our ATTITUDES. 

According to Allport (1935) an attitude is defined as a person’s mental and psychological 

state which composes from his/her experiences. VALUES make us accept certain things 

and reject others. Values are beliefs that guide our behavior. Values make up our belief 

system.  They have often been bolstered by religious sanctions. However, they are 

socially constructed and devised to allow society to operate with the least amount of 

conflict. Values define what we accept as good, right or acceptable. We may have our 

own personally thought-out and constructed values but many of the values we accept are 

socially or culturally constructed. Society develops a value system or a set of values and 

conveys these to us through schools, governments, mosques, the media, the family etc.  

 

Ideology is a belief system that consists of certain values and attitudes. It is a collective 

view of the world. It is secular and religious. Ideology unconsciously determines our 'way 

of seeing', creates values and set standards that guide our attitudes. (with thanks to Pam 

Hardwick) 

 

A parameter of social development, important for the inclusion of children with SEN in 

school, is the attitude that their classmates develop towards these children. These 

experiences in turn exert a guided or a dynamic impact on his/her reactions for all objects 

and conditions that the person confronts. According to the theory of planned behaviour 

(Ajzen & Fishbein, 1980) the individual’s attitudes toward a specific behaviour, the 

subjective norms, and the perceived behavioral control are the three parameters of his/her 

intention to perform that behaviour. Furthermore, attitudes are referred to a person’s 

disposition to approach or avoid something (a person, an idea, a disability, a behaviour, 

etc.) and constitute the key for the behavioral change towards people with disabilities 

(Sherrill, 2004). It should be mentioned here that, as the study of Tsorbatzoudis and 
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Emmanoulidou (2005) showed, students’ attitudes toward moral behaviour were 

significant predictors (54%) of their intention towards moral behaviour.  

 

Without the development of a commitment to inclusive values within schools, and the 

curricular, teaching approaches and relationships that follow from them, inclusion for 

disabled children remains precarious. A research conducted by Jennifer Marie Olson on 

special education and general education teacher attitudes toward inclusion reveals 

through literature review, both positive and negative teacher attitudes toward inclusion of 

students with disabilities.  From studies reviewed, many of the concerns from teachers 

are valid, and there are important factors behind teacher attitudes that can assist schools 

to improve inclusion experiences. McLeskey and Waldron (2002) found one negative 

teacher attitude toward inclusion was that the students in the classroom without 

disabilities noticed the differences between themselves and their peers, and rejected them 

by labelling and/or calling them names.  According to the authors, inclusion can give all 

students more knowledge about each other’s differences as they learn and interact 

together in the same classroom.  Staub and Peck (cited in Jones et al., 2002) reported that 

inclusion is crucial in creating increased social development while strengthening 

learning.  The authors Staub and Peck (cited in Jones et al., 2002) also came to the 

conclusion that “the development of all children is enhanced by the extent to which they 

feel a sense of belonging, caring, and community in school” (p. 626).  

 

Schools are very busy places and teachers often may find it difficult to find time to 

complete even their basic everyday duties. Inclusion overwhelms many teachers because 

they see it as increasing their workload in several ways. Jones et al., (2002), found that 

teachers saw their workload increasing during the inclusion of students with disabilities 

into their classroom because they viewed the academic needs of these students as 

different in quantity and quality as the general education students. For instance, teachers 

may already feel they don’t have enough prep time to prepare for their daily lessons, so 

when the idea of having student’s with disabilities in their classroom arises, they may feel 

overwhelmed that they simply will not be able to accommodate the individual needs of 

students.  Besides the additional workload, it appears some teachers believe that some 

students with disabilities do not gain a lot themselves academically or socially from 

inclusion. In their study, Jones et al., (2002) questioned the value of having a student with 

an emotional and/or behavioral disorder in the classroom if the student gains little 

academic or social benefit while disrupting the rest of the class.  However, according to 

Chow and Winzer (cited in Jones, Thorn, Chow, Thompson, and Wilde, 2002) “exposure 

to special needs students tends to increase teachers’ confidence levels” (p.628).  It 

appears that teachers must be knowledgeable about the benefits of inclusion, as well as 

ways it can be successful without overwhelming them or burdening them with extra 

work. It also appears that their attitudes may become more positive with increased 

positive experiences with students with disabilities in their classroom.    

 

According to Shade and Stewart (2001), teachers report frustration, burden, fear, and 

inadequacies because they don’t believe they have the abilities to meet the individual 

needs of students with special needs in their classroom. Overall, studies such as Voltz,  



99 

Brazil, and Ford (2001) and McLeskey and Waldron (2002), indicate that the most 

crucial factor behind positive teacher attitudes toward inclusion is that there is a support 

system in place.  This basically means that the whole school needs to be supportive of 

inclusion and its benefits with support coming from all directions.  Some examples of 

support are special education and general education collaboration and consultation, in 

class support for general education teachers such as team teaching or a teacher’s aide, 

ample time for planning, and on-going in-services or conference opportunities 

(McLeskey and Waldron, 2002).  All of these opportunities provide, not only support 

from many directions, but education in the field of special education.  With these 

supports, the general education teachers should gain a strong sense of empowerment and 

be less fearful that they will not be able to handle their classrooms.  

 

“Successful Inclusion is defined, at least in part, by the ability of teachers to expand the 

borders of the circle of tolerance and make a broader range of behaviors ordinary in their 

classrooms” (McLeskey & Waldron, 2002, p. 67).  Several studies such as Voltz, Brazil, 

and Ford (2001), McLeskey and Waldron (2002), Shade and Stewart (2001), and Heflin 

and Bullock (1999), indicate that support throughout the school is the most significant 

factor that will increase positive teacher attitudes and acceptance of inclusion.  If students 

are identified as benefiting from inclusion, then it is important that all teachers are 

accepting of including them in their classroom.  Without positive teacher attitudes, 

inclusion will return to being just a physical placement of students with disabilities and it 

will not improve the development of all students.  With positive teacher attitudes, 

students with disabilities will be given more educational opportunities with their peers 

and will more likely benefit to the fullest extent.    

 

Many of our schools do not seek the active participation of children and young people or 

indeed staff. This is even more evident for other principles. An exploration of equity or 

fairness in our society inevitably reveals differences in our tolerance towards inequality 

of wealth and social respect, as well as in the way we should respond to it. 

 

Dear students from the above paragraph you must have understood how teachers may 

feel, physically and morally, having children with special needs. In the light of above 

given reading let us do the following activity. 

 

Activity: 

 Inclusion classrooms are a wonderful concept but it takes a lot of training, patience 

and compassion on the part of the teachers. Because fully inclusive classrooms 

have students across the educational and developmental spectrum, ranging from 

typically developing students to severe and profoundly disable students, it becomes 

a challenge for the teacher to find balance to serve all the students. 

 Interview a few teachers who have special needs students in their classes on the 

problems they face. Compile the results and find out what type of problems they 

face the most. Try to suggest recommendations in the scenario of education system 

which exist in Pakistan. 
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 Special schools and integrated educational practices for children with disabilities 

have developed over the years. Inclusive education has gained momentum over the 

last decade. 

 Conduct a brainstorming session in group setting to find out the reasons of bringing 

in the momentum of Inclusion. How this may impact our country’s education 

system in this respect? 

 Community involvement and partnerships between government agencies and 

NGOs have been instrumental in promoting inclusive education. 

 

Find out the role of NGO’s and community in creating awareness about inclusive 

education among masses in Pakistan. 

 

 

3. FACING DISABILITY 
 

When family members realize that one of their own children has a disability, there begins 

a process of grieving for the loss of the expected child, learning to understand the realities 

of their child’s current and future needs, and adapting their daily lives and family roles to 

an entirely new reality. Family members are challenged to cope with their own emotions 

and beliefs about disability while trying to maintain positive relationships with one 

another. Finding a way to talk with family members about their beliefs and experiences 

with disabilities is not easy. It requires a loving approach without blame or judgment and 

an open-minded willingness to listen and understand. Encouraging family members to 

share their emotions and experiences can bring everyone closer together. Acknowledging 

the past and actively welcoming a more hopeful future is a part of the process of 

acceptance that will help to lead families towards resilience and unity. Professionals who 

are skilled communicators can offer empathy and support to families as they struggle to 

cope with individual fears and adaptations. Early intervention and preschool 

professionals who understand the interconnectedness of families, the complexity of 

family efforts to adapt to the presence of a child with disabilities, and the stressors that  

many parents face will learn to model patient, supportive, and respectful communication 

and relationship-building skills. Children who participate in programs designed to 

actively encourage the participation of all important family members will be more likely 

to experience resilient, positive and mutually supportive family environments. 

 

One of the biggest challenges for parents of a child newly diagnosed with a disability is 

sharing the information with close relatives. While some disabilities are physical and 

more apparent when interacting with children, some are not. Understanding the disability 

that is not easily seen may make it harder for siblings, grandparents and other family 

members to understand the child’s disability and know how to help. As parents engage in 

these discussions, they should remember that their extended families might experience 

feelings of ignorance and fear that they themselves may have felt when learning of the 

diagnosis. Accepting the diagnosis may be harder for some family members. Some 

family members may give their opinion: “the professional is wrong,” “get a second 
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opinion,” “it’s your parenting,” or “the child will outgrow it.” Extended families may not 

have access to the information that parents receive from professionals. Sharing this 

information is key. Explain what help families can give, identify strategies that can be 

used while the child is in their care, and finally discuss that the disability should not be 

focused upon at family gatherings. Getting family members involved is a good strategy to 

employ. Have them come to a meeting with the professionals, share the IEP and explain 

what services your child will be receiving. By helping to identify the diagnosis and where 

the child may struggle you can introduce what strategies will be used at home to support 

the child. It’s always best to have everyone on the same team. This team approach will 

provide a positive experience for the child no matter who they are with.  

 

The more knowledge the family has of the disability the better, and in the end this will 

benefit and support the child. A commonly neglected issue concerns the meaning of 

disability within different countries. Like Pakistan in our neighbor country India it is 

common to speak of up to 3% of the population as having an impairment which may be 

subject to the discriminatory pressures that are called disability. 

 

In the UK it is common to argue that 10% of the population has some form of 

impairment. While these figures may be contested in both countries, without agreement 

about what counts as an impairment that is vulnerable to disabling discrimination, two 

people using the word ‘disability’ may be not have in mind the same groups of people. 

Equally the differing contribution of diseases such as malaria and AIDS to the creation of 

impairment in different countries, means that we need to be careful before we think of 

disability as a common group internationally. 

 

Activity: 
Many schools have a large number of children in each classroom and few teachers. As a 

consequence of this, many teachers are reluctant to work with children with disabilities. 

They consider it an additional workload. Suggest some ways which may help the teachers 

in inclusive classroom. 

Following websites will help you to work on this assignment. 

 http://www.teachervision.fen.com/special-

education/resource/2942.html#ixzz1l7zNj6fD 

 http://www.teachervision.fen.com/special-

education/resource/2942.html#ixzz1l7znQsFY 

 

 

4. REALISTIC PLANNING  
 

Planning for disability is a crucial thing for which while planning you need to address 

many services which includes provision of required services, education, employment, 

personal responsibility, relationships, home and family, leisure pursuits, community 

involvement, and physical and emotional health. It requires a collaborative effort. 

 

http://www.teachervision.fen.com/special-education/resource/2942.html#ixzz1l7zNj6fD
http://www.teachervision.fen.com/special-education/resource/2942.html#ixzz1l7zNj6fD
http://www.teachervision.fen.com/special-education/resource/2942.html#ixzz1l7znQsFY
http://www.teachervision.fen.com/special-education/resource/2942.html#ixzz1l7znQsFY
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For successful planning, the parents and child should, 

 understand his or her specific learning disability, including its effect on learning; 

 establish realistic goals; 

 present a positive self-image by stressing strengths, while understanding the 

influence of the learning disability; 

 know how, when, and where to discuss and request needed accommodations; 

 develop personal qualities, such as realistic self-assessment, willingness to take 

risks, and ability to sustain efforts; 

 develop and use social skills; 

 develop and apply effective studying, test-preparation, test-taking, time-

management, and note-taking strategies; 

 seek instructors and learning environments that are supportive; 

 maintain an ongoing personal file that includes school and medical records, 

individualized education program (IEP), resume, and samples of academic work; 

 know rights and responsibilities necessary to prepare for and to access 

postsecondary education; 

 identify and access resources that will provide needed support; 

 explore postsecondary education options and entrance requirements; 

 select courses that meet requirements; and 

 As a professional you can help parents of children and children or youth 

themselves with special needs to get ready to talk with experts who may help in 

planning for future. It will also help understand how to let future caregivers know 

important information about the child.  

 

Effective inclusion requires educators to modify their attitudes, teaching and classroom 

management practices, and curricula to accommodate individual needs. In inclusive 

classrooms, teachers are reflective practitioners who are flexible, responsive, and  

aware of students needs. They think critically about their values and beliefs and routinely 

examine their own practices for self-improvement and to ensure that all student needs  

are met.   

 

Activity: 

 Teaching inclusive classes requires teachers to be able to asses the level of special 

need in a learner ranging from mild, severe and profound then be able to plan what 

is worth for all. 

 Training for sensitization towards disability and inclusion issues, and how to 

converge efforts for effective implementation of programmes, are important 

concerns. Different disabilities require different supports. The number of skilled 

and trained personnel for supporting inclusive practices is not adequate to meet the 

needs of different types of disability in our schools.  

 

Interview at least 20 teachers working in general schools of education to get their views if 

special children are included in their classes. 
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5. PROMOTING POSITIVE BEHAVIOR 
 

Petermann and Petermann (2003) supported that a child’s behaviour could be 

characterised as social insecure behaviour in case of social isolation and demonstration 

of social anxiety, excessive shyness, withdrawal and social avoidance. Generally, social 

insecurity is synonymous with: a) separation anxiety (the child refuses to be separated 

from one specific adult, to get out of the house, and to correspond to any social 

invitation), b) social anxiety or phobia (it concerns anxiety towards less familiar persons, 

and anxiety for evaluation regarding child’s behaviour in performance’s circumstances), 

and c) generalized anxiety disorder i.e. the child is characterized by generalized anxiety 

concerning his/her skills, success and competence on handling problems during every day 

life (Mouratidou et al., 2007). 

 

The term ‘challenging behaviour’ is a label which describes the behaviour of children, 

young people and adults which limits inclusion and/or is considered to be ‘risky’ or 

harmful to the person or others.  It is now accepted that people who present with 

challenging behaviour require a response which provides an appropriate level of support 

that addresses the personal and environmental causes of the behaviour and enables the 

individual to live an inclusive lifestyle. 

 

Challenging behavior is any behavior that 

 interferes with children’s learning, development, and success at play 

 is harmful to the child, other children, or adults 

 puts a child at high risk for later social problems or school failure (Klass, Guskin,    

and Thomas, 1995; Ritchie and Pohl, 1995). 

 

We do not call this behavior challenging because it summons you to a duel or battle but 

because it is threatening, provocative, and stimulating, all at the same time. The term 

‘challenging behaviour’ was introduced in North America in the 1980s, and was 

originally used to describe problematic behaviours in people with ‘mental retardation’ 

(learning disabilities). Challenging behaviour can, however, occur across the intellectual 

spectrum, being particularly prevalent in populations with psychiatric disorder. 

 

A widely accepted definition of challenging behaviour is: “culturally abnormal behaviour 

of such an intensity, frequency or duration that the physical safety of the person or others 

is likely to be placed in serious jeopardy, or behaviour which is likely to seriously limit 

use of, or result in the person being denied access to, ordinary community facilities” 

(Emerson, 1995). 

 

5.1 Challenging Behaviour 
Challenging behaviour, whether it occurs in children, adolescents, or adults can arise 

from a number of different causal factors that include, but are not limited to: 

 Senile Dementia 

 Alzheimer’s Disease 

http://apt.rcpsych.org/content/7/2/109.full#ref-5
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 Huntington’s Disease 

 Severe Autism 

 Severe/Profound General Learning Disability 

 ADHD 

 Traumatic Brain Injury 

 Schizophrenia, Bi-Polar Disorder 

 Opposition Defiant Disorder 

 Conduct Disorder 

 Socio-economic Disadvantage 

 Attention-seeking 

 Communication difficulties 

 Special education conditions 

 Dysfunctional family systems 

 Dysfunctional schools 

 Dysfunctional teachers 

 Developmentally inappropriate methodology 

 Child temperament 

 Educational neglect 

 Abuse, trauma, chaos 

 

Given the fact that the cause of challenging behaviour can be varied it is critical for 

educators to be mindful that whatever interventions, be they at classroom level or school 

policy level, must be tailored to the cause. Interventions for challenging behaviour that 

arises from ADHD, if applied to children with autism, will likely be harmful to the child 

and lead to increased difficulties. For this reason it is not possible to generate one-size-

fits-all interventions or to find a manual of quick fixes. Before anything is done to create 

interventions it is necessary to investigate the causal factors, research the causal 

condition, take a close look at the class and school environment and assure there is a 

proper “fit” between cause and intervention. 

 

5.2 Responding to Challenging Behavior 
As a child care provider, a lot of time is spent in managing behaviors, you encourage 

behaviors that are appropriate and constructive and help children understand that some 

behaviors are not appropriate. There are strategies that work in child care settings that can 

help with those behaviors that are most challenging. The following key elements are used 

to create positive, supportive, safe, and intellectually engaging classroom settings in 

which all students can be successful. They are nearly identical across all grade levels, but 

are differentiated by the vocabulary that is used when interacting with students and the 

amount of time allocated to developing class rules. 

 Positive relationships are encouraged among students in the classroom, between 

teachers and individual students, among staff members, between staff and 

administration, and between teachers and parents. 
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 Classroom organization includes the physical environment, structures, and routines 

that foster learning and encourage positive behavior throughout the school day. 

 Differentiated instruction is used to consider the individual learning needs of 

students and create learning situations that match their current abilities, learning 

preferences, and specific needs, but also to stretch their abilities and encourage 

them to try new ways of learning. 

 Classroom behavioural expectations are clearly articulated, aligned with school 

wide expectations, and consistent throughout the school day. 

 Social skills instruction helps to demonstrate and directly teach specific classroom 

behavioural expectations. 

 Positive reinforcement is helpful for individual students and groups of students 

who demonstrate positive behaviours. 

 Fair and predictable consequences are important for individual students who 

demonstrate negative behaviours that adversely affect them, others, and/or the   

classroom environment. 

 Gathering data to understand student behaviour allows the teacher to use 

observation and analysis to identify students’ strengths and needs in order to 

identify the areas for improved classroom management and to measure progress 

over time. 

 Planning for behavioural changes is a targeted goal-setting process to increase 

specific positive behaviours and/or reduce specific negative behaviours. 

 

Activities: 

 Develop a team game in your classroom where all the children are grouped in such 

away that each group has a child with special needs. Allow group members to 

evaluate their productivity during classroom activities. This is an excellent way to 

encourage students to assess and understand their own progress. This is a great 

cooperative learning tool. 

 In a group activity use printed charts and forms to monitor your students' behavior. 

Evaluate their ability to work as a team on forms and find out to what extent this 

strategy bring positive results in student’s maladaptive behaviors. 

 Read more on TeacherVision:http://www.teachervision.fen.com/classroom-

discipline/resource/6283.html#ixzz1lau3cyWf 

 Read more on TeacherVision:http://www.teachervision.fen.com/classroom-

discipline/resource/6283.html#ixzz1latp59HG 

 

Strategies  
Here are other tips to help you deal with aggressive behavior:  

■  If the child needs more attention it should never be given at the moment he is 

hurting another child. At another time, when a positive opportunity occurs for quiet 

conversation, he can be encouraged to talk about and even rehearse what he might 

do “next time.”  

http://www.teachervision.fen.com/classroom-discipline/resource/6283.html#ixzz1lau3cyWf
http://www.teachervision.fen.com/classroom-discipline/resource/6283.html#ixzz1lau3cyWf
http://www.teachervision.fen.com/classroom-discipline/resource/6283.html#ixzz1latp59HG
http://www.teachervision.fen.com/classroom-discipline/resource/6283.html#ixzz1latp59HG
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■  Young children often behave aggressively because they feel left out or because 

they don’t know acceptable ways to get into play. You can encourage them to 

acquire necessary play and social skills. Offer positive and pleasant feedback 

when he/she shows appropriate behavior.  

■ If the child hurts another child, turn your full attention to the child who has been 

hurt. The problem child should not get adult attention at that time. It does not help 

for you to tell him how much it hurts another child to be hit or pushed down.  

■  If the child is frequently and severely aggressive, he may need to be removed from 

the group each time he acts out. Time-out is a no aggressive way to help learn that 

he absolutely cannot attack other children. If possible, a second adult should move 

him to the timeout space so that one adult can calm the child who was hurt. 

■ Time-out must be agreed on by parents and resource specialists (if any are 

involved). Timeout should be brief. The child should be told, “I cannot let you 

hurt children” but no other attention should be paid to him at that time. When 

returning Johnny to the group, don’t lecture or moralize.  

 

There should be training arrangements for staff in every school. These trainings would 

offer the staff to be acquainted with a range of skills which would enable them to explore 

the solution oriented skills, opportunities and programs which would suit the individual 

needs of the children. 

 

Activity: 
As a special education teacher, I've seen many of the issues first hand. Inclusion is done 

with the best of intentions, but I think that a lot of teachers just aren't prepared for it. 

Suggest some ways which can bring changes in the attitudes, competencies and behavior 

f teachers in an inclusive classroom. 

 

5.3 The Sources of Challenging Behaviour 
Since there is no generally agreed definition of what constitutes challenging behaviour it 

follows that there can be great variation in what is identified as challenging, by whom it 

is identified, and from whom it is manifested. All behaviour is relative to a context be it 

social, environmental, cultural, or historical. What is challenging in one context can be 

perceived as quite normal in another. The contextual nature of human behaviour makes it 

difficult to be certain what is appropriate or inappropriate. 

 

Another difficulty in ascertaining whether or not behaviour is challenging is the fact that 

we cannot be definitive as to whether what we call challenging is a continuum of 

behaviour or is a distinct category of behaviour. At what exact point does a behaviour 

cease to be irritating and become challenging? Who makes this judgment and how? What 

criteria are used to make this judgment? It is well recognised in schools that a child who 

is described as challenging by one teacher is perceived as a typical youngster by another. 

All teachers, like all parents and all adults, have differing thresholds of tolerance for 

behavioural variations. We must exercise caution before we conclude that a child is 
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exhibiting challenging behaviour. As hard as it may be to consider there are times when 

the problem is within us, not the child. 

 

Researchers continue to tease out biological versus environmental factors as causal 

agents in challenging behaviour. The old question of nature or nurture has been answered 

definitively now. It is neither one nor the other but both; it is how our nature is nurtured 

that largely determines our behavioural repertoire. There are however, biological factors 

that put an individual at greater risk for development challenging behaviour. Among 

these are a strong family history of mental health problems or delinquency and 

temperament.  

 

There are gender related issues involved in challenging behaviour as well. In the West, as 

in most countries, girls are socialised differently from boys. Right from infancy males are 

played with more vigorously than girls, are allowed to engage in more active play, and 

have behavioural patterns that are tolerated differently when they occur than if they occur 

in females. Research seems to indicate that only one factor accounts for the difference in 

how fathers parent children as opposed to mothers-the amount of physical play then 

engage with in their children. Fathers tend to play more vigorously with children than 

mothers, and play more vigorously with their male children then their female children. 

 

Ethical issues will always raise their head when attempting to create interventions, 

programme, and policies for children with challenging behaviour. What sorts of measures 

are appropriate? What is the role of punishment? Are sanctions appropriate? What 

behaviours will we attempt to change and what cost will the child pay if we are 

successful in changing them. Children who live in a violent and aggressive environment 

in their community may pay a price if their own aggressive responses are totally 

eliminated in school. There are certain survival factors that have to be taken into account 

when we begin to change children’s behaviour in significant ways.  

 

Parenting is hard work. It is even harder for those with children who are always pushing 

the limits, find it hard to comply with requests, and are intense, persistent, and energetic. 

The parents may have a hard time coping and finding effective ways to parent these 

children. At the same time, the child may have low self-esteem and find it hard to relate 

well with parents, teachers, and friends. 

 

One of the most common complaints parents have about their children is they are not 

compliant. Children with challenging behaviors find it harder to follow rules than most 

children. In some cases, these children act the way they do because of medical or genetic 

conditions. However, even those children may be helped considerably if the parents 

change their attitude, set clear boundaries and expectations for the child, and use 

parenting techniques geared specifically to such behaviors. 

 

Some challenging behaviors may be a result of Attention Deficit Hyperactivity Disorder 

(ADHD). Others may come from Oppositional Defiant Disorder/Conduct Disorder. 

Children with ADHD are unable to regulate and maintain their behavior. The main 
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symptoms are poor attention span, distractibility, impulsiveness, and hyperactivity. 

Children who have Oppositional Defiant Disorder are generally noncompliant. They are 

more highly irritable and likely to have negative moods than most children their age. 

Specific behaviors may include violating minor rules, having tantrums, arguing with 

authority figures, annoying others, blaming others for their own problems, and swearing. 

Children diagnosed with Conduct Disorder show a persistent pattern of violating the 

rights of others and paying no attention to accepted social norms and rules. These 

children may show deviant behavior at home, in the school, with other children, and in 

the community. 

 

Parents are quick to ask, “Why is my child this way?” or “What have I done wrong?” 

There are no proven causes for children's challenging or oppositional behavior, but there 

are several things that may influence that behavior. They include temperament, genetics 

and heredity, a chemical imbalance in the brain, trauma, mood disorders, and response to 

a chaotic environment. Parenting styles and practices can also influence when these 

disorders start.  

 

5.4 Effect on Family System 
The family could be compared to a mobile delicately balanced in the air. A slight touch 

or breeze affects not only the part of the mobile it touches, but the whole mobile moves 

and seeks to resume its balance. The same effect occurs when a family member is 

affected by a problem or crisis— the balance of the entire family is upset. The stress of 

dealing with challenging behaviors all of the time affects not only the relationships of the 

parents to the child, but the relationships of the child to the other children and the parents 

to each other. The family must continually adjust and readjust to the problems created by 

the challenging behaviors. 

 

5.5 Implications for Parenting 
It is critical that parents accept and affirm their difficult children. It is easy to develop a 

negative pattern of reacting to their behaviors with criticism and punishment. While the 

behaviors sometimes make their children “unlikable,” the children need to know that they 

have the unconditional love and support of their parents. Children who are difficult can 

quickly learn to expect scolding and withdrawal by caregivers. They need affection, 

positive comments, and encouragement. Parents can develop effective ways to manage 

their child's behavior by taking stock of their parenting skills. It may be necessary to 

learn new or creative parenting techniques.  

 

Some behaviors can be managed by changing parenting strategies. Others require 

intervention by trained medical or mental health professionals. Do not be afraid to seek 

professional counseling if you feel that the child's behaviors are having a negative effect 

on the family or on the child's successful development. Strong families seek help when 

they need it. 

 

The single best way to address challenging behaviors in young children today is to take 

steps to make sure that they never occur. While there is no universal panacea for 
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preventing challenging behaviors, there are several broad-based early intervention 

strategies that researchers suggest to prevent challenging behaviors. These strategies 

include: (a) arranging of the classroom environment, (b) scheduling, and (c) 

implementing rules, rituals, and routines. In the following section, a brief overview of 

each of these prevention strategies is provided.  

 

Effective classroom environments begin with a well-organized and engaging classroom 

that includes developmentally appropriate practices (DAP), activities, and materials. For 

instance, if the children in a classroom are engaged with interesting activities and 

materials that are appropriate for their developmental levels, they will be less likely to 

engage in challenging behaviors. On the other hand, if the activities and materials are too 

difficult or too easy, challenging behavior is more likely to occur. 

 

Consider the following points when designing a well-organized and effective classroom 

environment. 

 Designing effective classroom environments includes structuring the physical 

arrangement of the classroom to increase appropriate behaviors, such as 

engagement, and decrease the probability of challenging behaviors. Several 

strategies for structuring the physical classroom include: arranging the classroom to 

ensure visual monitoring of children, arranging activity centers to support 

children’s appropriate behaviors (e.g., limiting the number of children in a center) 

and facilitating smooth transitions among activities (e.g., organizing the location of 

materials on shelves), and arranging materials in the classroom to promote 

engagement, mastery, and independence. Increasing the accessibility, 

appropriateness, and availability of toys and materials can facilitate children’s 

independence, thus, decreasing the likelihood of challenging behaviors. In addition, 

attending to details, such as the lighting, temperature, and noise levels, can reduce 

the probability of children who engage in problem behaviors due to sensitivity to 

these environmental factors (e.g., children with autism). 

 Designing effective classroom environments also includes structuring the 

interpersonal climate of the classroom. When teachers attend to children’s 

appropriate behaviors and provide assistance as they need help, children are less 

likely to engage in challenging behaviors. Developing a positive interpersonal 

climate begins with implementing engaging activities that are developmentally and 

individually appropriate for all children. In addition, the use of positive attention 

and positive feedback with children who are engaging appropriately in activities 

and playing with their peers will increase appropriate behaviors. Remember, “catch 

them being good” and acknowledge them for it! 

 Children like predictability! Creating and teaching the daily schedule helps 

communicate to the children the organization of daily activities and events. 

Providing a predictable daily schedule helps prevent the occurrence of challenging 

behavior. Therefore, designing effective classroom environments involves 

implementing consistent daily schedules. When organizing a daily schedule, 

teachers may want to consider rotating large and small group activities, varying 

active and quiet activities, structuring a transition time in the activity, and placing 
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the most difficult activity at a time when the children are most alert and attentive. It 

can also help to include a schedule within activities as well as across activities. For 

instance, if the activity has several components, the teacher may want to 

communicate to the children what will come first, next, and so forth by showing 

the child a sequence of visual cues (e.g., photographs, line drawings) that represent 

the different components of the activity. Again, this will communicate to the child 

what to expect. Embedding choices within the schedule, in which children have an 

opportunity to decide between one activity and another (e.g. blocks center or dress 

up center) also will increase the rate of child engagement and decrease the 

likelihood of challenging behaviors. 

 

5.6 Rules, Rituals, and Routines 
A critical component of the environment that decreases the likelihood of challenging 

behaviors is providing rules, rituals, and routines. Rules are most appropriate for 

preschool age children; whereas, rituals and routines are more applicable to younger 

children. Providing rules, rituals, and routines helps provide structure for everyone in the 

classroom, including the adults. A ritual may be a song, a rhyme, a game, kinesthetic 

movement or any other activity that is used in a predictable and repeated pattern over 

time to communicate values, foster community, or remind children Continued on page 

3...of behavioral expectations. When implementing rules, rituals, and routines, consider 

the following points. Rules provide preschoolers with the structure to teach them which 

behaviors are appropriate and which behaviors are not appropriate in the classroom 

setting. For younger children especially, rituals and routines provide verbal and non-

verbal cues and prompts that help them learn appropriate behaviors. For example, a bell 

that signals the end of play time provides children with a cue about a schedule change 

and allows them to initiate the change without verbal prompting  from the teacher. 

Rituals and routines may include songs, rhymes, games, and kinesthetic movement that 

can be used to foster community and serve as rule reminders. These activities taught over 

time and embedded as part of a daily schedule serve as reminders to children about 

appropriate behaviors in different classroom contexts. Rituals and routines provide 

stability and consistency and can communicate values such as friendship, caring, or 

responsibility. For instance, the teacher may teach a set of songs about these values that 

children sing at the end of circle time, or the class may always review the expectations 

when walking in a line to go from place to place. In addition, rituals can be an effective 

way to ease transitions, reducing the occurrence of challenging behavior that often 

happens when children transition from one activity to another. An example of a ritual that 

may help ease transitions and serve as a rule reminder when children are going to a place 

where they need to be quiet, such as the library, or when they are starting a quiet activity, 

such as naptime, is for the teacher to say to the class “Zip it, lock it, and put it in your 

pocket. “ The actions that accompany this request is for the children to zip an imaginary 

zipper over their lips (zip it); act as though they are turning a key at the end of the zipper 

(lock it), and put the imaginary key in their pocket (put it in your pocket).  

 

When implementing rules, rituals, and routines, teachers will typically need to teach them 

to the children in their class using small steps, paired with positive, specific feedback and 



111 

repeated over time until all the children understand and are able to engage in the 

appropriate behaviors. In summary, preventing challenging behaviors before they occur is 

part of an effective early childhood classroom.  Creating a well-designed classroom that 

is engaging and developmentally appropriate and implementing schedules, rules, rituals, 

and routines can help create a positive classroom communicating to children how to act 

appropriately. When children understand what is expected and are provided the 

opportunity and support to engage in appropriate behaviors, they are more likely to 

choose this behavior, reducing the likelihood of using challenging behaviors. Remember, 

“An ounce of prevention is worth a pound of cure.” 

 

 

6. PROMPTING SOCIAL COMPETENCE 
 

Social competence refers to the quality of life in the least restrictive environment (LRE) 

and inclusive settings. It reflects the degree to which students are able to establish and 

maintain satisfactory interpersonal relationships, gain peer acceptance, establish and 

maintain friendships, and terminate negative or pernicious interpersonal relationships. 

This, in turn, is linked with attitudes of individuals with and without disabilities. 

Inclusion is a reciprocal relationship that requires effort on the part of everyone involved. 

 

Effective social problem solving requires reading one’s own and others feelings, and 

being able to accurately label and express those feelings. Such skills are aspects of social 

and emotional learning (Zins, et al., 1998, p. 19).   

 

The social competence goal area encompasses the following:  

1.  to learn social behaviors that promote inclusion (i.e., how to interact with others - 

sharing, taking turns, following, and leading) 

2.  to develop beliefs and attitudes about self and others that facilitate equal-status 

social relationships 

3.  to reduce social isolation 

4.  to learn how to initiate and maintain friendships 

5.  to develop other skills necessary for acceptance by peers with and without 

disabilities in social and academic settings. 

 

One of the components of successful inclusion is the degree to which the student with a 

disability feels a part of the general education classroom. The feeling of belonging 

positively affects the student s self-image and self-esteem, motivation to achieve, speed 

of adjustment to the larger classroom and new demands, general behavior, and general 

level of achievement. The impact of the new student on the general classroom is a major 

consideration for inclusion planners. Teachers and students must have the social 

competence to accept and include students with disabilities in regular classes. It also 

means that individuals with disabilities and their families must want inclusion and have 

the social competence to help change the attitudes and behaviors of others. 
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Fostering positive social relationships between students with disabilities and their peers 

requires the preparation of nondisabled peers in the classroom so that they understand the 

needs of their new classmates. Teachers may use many strategies to help the student 

achieve a sense of belonging to the class and school.  One of the most critical things an 

inclusion classroom teacher must do is establish and maintain a positive and supportive 

classroom atmosphere. Students are more likely to follow directions, work hard, and 

exhibit positive classroom behavior when they feel wanted and appreciated by the 

teacher. This may be especially true of particularly difficult students, who may not trust 

adults, and who may feel that most teachers are out to get them.   

 

6.1 Social Skills 
Social skills are those behaviors that we use to interact with other people. Examples of 

these behaviors include taking turns, communicating clearly, and helping others.  

Social skills, often referred to as people skills, are the things we do which help us  

to be physically and socially integrated into the mainstream of society (Wolfensberger, 

W., 1972).  

 

6.1.1 Teaching Social Skills 

Students who may be considered for secondary prevention strategies, the “at-risk” group 

of students, are likely to be in need of and benefit from social skills training.  In fact, 

some researchers have estimated that about 75% of students with learning disabilities 

exhibit deficits in social skills (Kavale & Fornes,1996). Poor social skills in school may 

result in negative interactions with teachers, other students and effect academic learning 

and performance. Teaching appropriate social skills and monitoring the social 

consequences (how others respond to the behavior) of problem behavior, can be a very 

powerful way to create a more positive learning environment (Thompson & Iwata, 2001).    

 

Well-developed social skills can help youth with disabilities develop strong and positive 

peer relationships, succeed in school, and begin to successfully explore adult roles such 

as employee, co-worker/colleague, and community member. Social skills also support the 

positive development of healthy adult relationships with family members and peers. Hair, 

Jager, and Garrett (2002) observe that adolescents, who have strong social skills, 

particularly in the areas of conflict resolution, emotional intimacy, and the use of pro-

social behaviors, are more likely to be accepted by peers, develop friendships, maintain 

stronger relationships with parents and peers, be viewed as effective problem solvers, 

cultivate greater interest in school, and perform better academically. 

 

6.1.2 Teachers and Social Skills 

Social skills are learned most effectively by observing others modeling the behavior. By 

observing others one can form an idea of how new behaviors are performed, and this 

behavior serves as a guide for their own behavior (Bandura,1977). Key to most 

instructional approaches for social skills are strategies that include direct instruction, 

modeling, opportunities for performance with feedback, and reinforcement of skill use in 

different settings (Chandler, S.K., & Pankaskie, S.C., 1997).  
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6.1.3 Importance of Social Skills 

Well-developed social skills can help youth with disabilities develop strong and positive 

peer relationships, succeed in school, and begin to successfully explore adult roles such 

as employee, co-worker/colleague, and community member. Social skills also support the 

positive development of healthy adult relationships with family members and peers. Hair, 

Jager, and Garrett (2002) observe that adolescents who have strong social skills, 

particularly in the areas of conflict resolution, emotional intimacy, and the use of pro-

social behaviors, are more likely to be accepted by peers, develop friendships, maintain 

stronger relationships with parents and peers, be viewed as effective problem solvers, 

cultivate greater interest in school, and perform better academically. 

 

6.1.4 Social Cognitive Skill Development 

Social relationships are an important aspect of the learning process and the classroom 

environment. Research has demonstrated that a significant proportion of students who fail 

to adjust socially to the classroom environment lack effective social-problem-solving 

skills. Social problems include:  

 poor ability to be empathetic to others perspectives   

 poor impulse control   

 inability to generate multiple and effective solutions to problems faced in 

classroom. 

 

Deficiencies in cognitive problem solving skills often lead to emotional and behavioral 

disorders requiring treatment. The teacher in the inclusive classroom needs to address the 

social-behavioral domain as well as the academic domain. Research on teaching indicates 

giving training in social cognitive skills to youth who are at risk of failure in general 

education classrooms can improve students social effectiveness, achieving social goals, 

and reducing problem behaviors (Kochhar, West and Taymans, 2000).   

 

6.1.5 Role of Social Skills at School 

Deficits in social skills are key criteria in defining many high-incidence disabilities that 

hinder students academic progress, such as specific learning disabilities, attention 

deficit/hyperactivity disorder (ADHD), mental retardation, and emotional disturbance. 

Therefore, helping students learn social skills is a proactive approach to minimizing the 

impact of these types of disabilities on school success.   

 

When social skills are absent, educators cannot fully engage students in a variety of 

learning experiences, especially those that are cooperative. As inclusion classroom 

teachers use cooperative learning strategies across their curriculum, the need for students 

to have strong social skills is evident. To participate fully in cooperative learning, some 

students with disabilities need training in skills such as giving and receiving feedback, 

listening, and appropriate self-disclosure.   

 

6.1.6 Strategies to Develop a Sense of Belonging in the Inclusion Classroom 

Any teacher who has tried to improve a student’s social skills knows there are significant 

challenges to such an endeavor. Problems that interfere with the effectiveness of social 
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skill interventions may include oppositional behavior; conduct problems, negative 

influences from peer groups, substance abuse, family difficulties, and limited cognitive 

abilities (Hansen, Nangle, & Meyer, 1998).   

 

Why would students want to improve their social skills? Most likely, they seek to: (a) 

avoid the negative consequences of inadequate social skills, including loneliness, job 

loss, or embarrassment at school or work; and (b) enjoy the benefits of having good 

social skills, such as friendship, acceptance from others, and good relationships at school 

and work. Nonetheless, students must see the need for the skills being taught. In an 

inclusion classroom setting, teachers may ask students to identify the social skills 

necessary for achieving goals important to them.  Based on such discussions, students 

and teachers can jointly select one or two skills to work on at a time.   

 

6.1.7 In General Classroom 

One of the components of successful of inclusion is the degree to which the student with 

a disability feels a part of the general education classroom. The feeling of belonging 

positively affects the student’ s self-image and self-esteem, motivation to achieve, speed 

of adjustment to the larger classroom and new demands, general behavior, and general 

level of achievement. The impact of the new student on the general classroom is a major 

consideration for inclusion planners. Fostering positive social relationships between 

students with disabilities and their peers requires the preparation of nondisabled peers in 

the classroom so that they understand the needs of their new classmates. Teachers may 

use many strategies to help the student achieve a sense of belonging to the class and 

school. Strategies to foster a sense of belonging include (Kochhar, West and Taymans, 

2000):  

 Discuss expectations with the student s peers and encourage interaction; the school 

counselor or psychologist can be helpful in preparing classes for a new student with 

a disability and in discussing the benefits of positive peer relationships   

 Use cooperative group learning, in which students are teamed for activities or 

projects and must cooperate, share ideas and materials, and share in the 

development of project products. Learning teams are also effective when students 

are required to prepare for classroom demonstrations and exhibitions   

 Assign peer advocates, a peer mentor, or a buddy who is responsible for interacting 

with and helping the student in classroom activities and social situations. The peer 

advocate provides support and encouragement and enables the student with a 

disability to solve problems with class activities and generally adjust to the new 

classroom environment.   
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7. SELF ASSESSMENT QUESTIONS  
 

1. What are the top challenges teachers faces in a special needs inclusive classroom?  

 

2. Special schools have been specifically set up to cater for the needs of disabled children. 

Why deprive these children of such tailor-made provision? Debate this statement. 

 

3. Mainstream school staff does not have the specialist equipment or training needed 

to cater for the needs of disabled children. How are we supposed to educate them? 

 

4. A disabled learner would take up too much of the teacher’s time. How may a 

teacher mange the class work that the learning of other children would not suffer? 

 

5. What are the goals and benefits of inclusion? 

 

6. What is the law concerning inclusion? 

 

7. How can inclusive practices be incorporated in early childhood settings, and how 

can parents become involved? 

 

8. What are some ways regular educators and special educators can work together 

effectively? 

 

9. What strategies can be used to assist students with severe disabilities in inclusive 

settings? 

 

10. What does research say about the long-term effects of inclusion? 

 

11. What are effective methods for accommodating students with disabilities in 

inclusive settings? 

 

12. Which factors legally must be considered in determining appropriate placement for 

a student with a disability? Does federal law permit consideration of the impact of a 

regular classroom placement on those students in the classroom who do not have a 

disability? 
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INTRODUCTION 
 

Since the birth of Pakistan efforts have always been directed to provide maximum and 

equal opportunities for learning to the students with disabilities. Despite all the efforts the 

students with disabilities remained segregated and deprived. There is still a lag in special 

education need children’s (SENC) learning levels and there is less percentage of graduate 

people with disabilities consequently they have lesser participation in society.   

 

Latest and vital practices in education focus to the development of "whole school" 

approach which generates a unified and well-organized service delivery system for all 

students, disabled and non-disabled, living in a same community. The whole school 

models present conservative input patterns and provide for a normal magnitude of 

students with disabilities in schools throughout the system. They are established upon the 

belief that students are more similar than different and that incorporating plans and 

resources will improve the students and produce better outcomes for all. In this way the 

students with disabilities will be held to similar standards and will get an opportunity to 

be educated with their non-disabled peers.  

 

The vision of inclusive education is provision of a sole, flawless and unified service 

delivery to educate students with disabilities alongside their non-disabled peers to the 

maximum extent appropriate. It determines the need that all students attain high academic 

and behavioral standards. Finally, it requires flexibility in producing high-quality and 

novel instructional designs for students with disabilities who require special education 

services. 

 

To achieve full inclusion, quite a few options of service delivery models have been 

developed and executed. Each model has its own exclusive feature; however there are 

numerous common factors amongst them. One key factor that is main contributor of 

success in full inclusion and well advocated is the teamwork between general and special 

education teachers. By sharing responsibilities through team teaching, the two sectors are 

able to develop a more comprehensive program that could adapt to the needs of all 

students (Reynolds, Wang, & Walberg, 1987). The application of various teaching of 

plans and the adjustment of assignments to provide accommodation to every individual 

student is another factor found among these models. Methods of teaching provided in 

these programs ranged from highly structured to opened-ended exploratory learning 

activities (Wang, Rubenstein, & Reynolds, 1985; Affleck, Madge, Adams, & 

Lowenbraun, 1988). Adaptations and accommodations made within the class are 

presented for individual students, and in some circumstances, for the entire class. Direct 

instruction provides small groups and individual students with remedial instruction, while 

independent study time is provided to those students who need less support (Zigmond & 

Baker, 1996). The use of peer tutors and cooperative learning is another strategy 

employed, as stronger students can help provide additional support to those having 

difficulties mastering concepts (Affleck, Madge, Adams, & Lowenbraun, 1988). As 

mentioned, inclusive program is supportive of various combinations of special education 

additional aids, services and supports available across the whole field of instructional 
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settings. This supports the creation of novel instructional models which uphold the least 

restrictive environment and more intimately deal with student needs. These special 

education services include: 

 General education class services with supplementary aids and services including: - 

 Provision of related Services 

 Special Education Teacher Support Services  

 Collaborative Team Teaching 

 Special class services - part-time and full-time in community school or full-time in 

specialized schools 

 Home and hospital instruction. 

 

 

OBJECTIVES 
 

After studying this topic you will be able to: 

1. Recognize the difference among various approaches to provide special education 

needs children (SENC). 

2. Discover the unique features of various educational service delivery models for 

SENC. 

3. Adapt instructional and interventional programs appropriate for SENC. 

4. Collaborate in decision making for suitable educational program for SENC. 

5. Participate in diverse instructional models to teach SENC. 
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1. INTERVENTIONAL PROGRAMMES FOR  

 STUDENTS IN SPECIAL CLASS SETTINGS 
 

You must have come to know that Special education is the teaching of students with 

special needs in a way that focuses on the students' individual differences and needs. In 

the United States, a special need is a term used in clinical diagnostic and functional 

development to describe individuals who require the help for disabilities that may be 

medical, mental, or psychological. For instance, the Diagnostic and Statistical Manual of 

Mental Disorders and the International Classification of Diseases both give guidelines for 

clinical diagnosis. People with Autism, Down syndrome, dyslexia and blindness, ADHD 

or Hearing Impairment for example, may be well thought-out to have special needs. The 

term Special Needs is a petite form of Special Education Needs and is a way to refer to 

students with disabilities. The term Special Needs in the education setting comes into 

play whenever a child's education program is officially changed from what would 

normally be provided to students through an Individual Education Plan which is 

sometimes referred to as an Individual plan.  

 

The special education setting ideally engrosses the individually designed and 

methodically monitored planning of teaching procedures. As discussed earlier there are 

some children identified as having special needs therefore modified equipment and 

materials, accessible surroundings, and other interventions can be used to help these 

learners to attain an advanced level of individual self-sufficiency and success in school 

and community than would be available. If such students are admitted to special class 

setting with needed intervention only then it can be made possible that they achieve 

proficiency in education and skills.  

 

Common special needs include challenges with learning, communication challenges, 

emotional and behavioral disorders, physical disabilities, and developmental disorders. 

Students with these kinds of special needs are likely to benefit from additional 

educational services such as different approaches to teaching, use of technology, a 

specifically adapted teaching area, or resource room. 

 

Intellectual giftedness is a difference in learning and can also advantage from specific 

teaching techniques or various educational programs, but the term "special education" is 

commonly used to deliberately indicate instruction of students whose special needs 

reduce their ability to learn independently or in an ordinary classroom, and gifted 

education is handled separately. 

 

In most developed countries, educators are modifying teaching methods and 

environments so that the maximum number of students can be served in general 

education environments. Special education in developed countries is often regarded less 

as a "place" and more as "a range of services, available in every school. Prior to 

considering SENC for inclusion, there are a few important concerns: 

 

http://en.wikipedia.org/wiki/Autism
http://en.wikipedia.org/wiki/Down_syndrome
http://en.wikipedia.org/wiki/Dyslexia
http://en.wikipedia.org/wiki/Blindness
http://en.wikipedia.org/wiki/Developmental_disabilities
http://en.wikipedia.org/wiki/Resource_room
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1.1 Identifying Student’s Special Needs  
You must know that some children are easily identified as candidates for special needs 

from their medical history. They may have been diagnosed with a genetic condition that 

is associated with mental retardation, may have various forms of brain damage, may have 

a developmental disorder, may have visual or hearing disabilities, or other disabilities. 

 

Students with special needs are assessed to determine their specific strengths and 

weaknesses. Placement, resources, and goals are determined on the basis of the student's 

needs. Accommodations and modifications to the regular program may include changes 

in curriculum, supplementary aids or equipment, and the provision of specialized 

physical adaptations that allow students to participate in the educational environment to 

the fullest extent possible(also see Unit 5). Before a student can receive special education 

and related services for the first time, the student must be referred to receive an individual 

initial evaluation. The purpose of the evaluation is primarily instructional. Information 

gathered during the assessment process is used to determine the student's educational 

needs and to guide decision making about his or her eligibility for special education 

services. 

 

1.2 Determining Eligibility  
After a student's evaluation, the IEP Team must make a determination of that student's 

eligibility for special education services. The parent, as a member of the IEP Team, 

participates in making the eligibility determination. In making this determination, the IEP 

Team must find that the student has an identified disability and, by reason of the 

disability, needs special education services.  

 

Students may need this help to access subject matter, to physically gain access to the 

school, or to meet their emotional needs. For example, if the assessment determines that 

the student cannot write by hand because of a physical disability, then the school might 

provide a computer for typing assignments, or allow the student to answer questions 

orally instead. If the school determines that the student is severely distracted by the 

normal activities in a large, busy classroom, then the student might be placed in a smaller 

classroom such as a resource room. 

 

1.3 IEP Development 
A special education program should be modified to address each individual student's 

unique needs. Special educators provide a continuum of services, in which students with 

special needs receive services in varying degrees based on their individual needs. Special 

education programs need to be individualized so that they address the unique 

combination of needs in a given student. In the United States, Canada, and the UK, 

educational professionals used the abbreviation IEP when referring to a student’s 

individualized education plan. For details of IEP please refer to UNIT 5. 

 

1.4 Interventional Programmes 
Teaching in an inclusive classroom requires modifying, not changing, the basic 

instructional processes to fit individual characteristics and needs. These basic 

http://en.wikipedia.org/wiki/Developmental_disorder
http://en.wikipedia.org/wiki/Resource_room
http://en.wikipedia.org/wiki/Individualized_Education_Program
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instructional processes include: developing behavioral objectives, curricular-based 

assessment procedures, and task analysis, the arrangement of antecedents and 

consequences, and open education/discovery learning methods (Stainback & Stainback, 

1984). Gardner (1977) explains "There are no unique methods for use with exceptional 

children that differ in kind from those used with normal children" (p. 74).  

 

The focus is different in inclusive classrooms- the role of the teacher is the facilitator, 

therefore requiring students to be actively engaged in the learning process. Responsibility 

is delegated to the group members for learning and supporting each other (Stainback, 

Stainback, & Jackson, 1992). When a child is an active participant in structuring the 

environment, his/her development is enhanced (Lipsky & Gartner, 1992).  

 

1.5 Antecedent Procedures 
By modifying discriminative stimuli for both appropriate and inappropriate behavior, 

antecedent procedures can be designed to prevent and reduce challenging behavior. One 

very positive aspect of antecedent procedures is that they are practical. Since the 

interventional strategies involve altering routines or environments, they address 

challenging behavior prior to its occurrence. Antecedent procedures that have been used 

specifically for students with autism in general education classrooms include priming, 

prompt delivery, and picture scheduling. 

 

1.6 Priming  
Priming, or pre-practice, has been documented as an effective classroom intervention for 

children with special needs. Priming consists of previewing information or activities that 

a child is likely to have difficulties with before the child actually engages in that activity 

(Wilde, Koegel, &  Koegel, 1992). For example, if a child is having difficulties during 

circle activities where the teacher is reading the class a story, each day’s story could be 

read to the child individually before the child experiences the story in the presence of the 

entire class. Priming is important in facilitating the inclusion of students with autism in 

that it links individual instruction to larger classroom group activities, a common feature 

of general education classrooms. Research has focused on using priming to improve 

social interactions between children with autism in regular education classrooms, and 

priming has been shown to be effective in increasing the initiations of social interaction 

with typical peers (Zanolli, Daggett, & Adams, 1996). 

 

1.7 Prompt Delivery 
Prompting strategies have been successful in facilitating the inclusion of students with 

autism. Often, when teaching children with autism, in order to elicit an appropriate 

response in a targeted academic or behavioral activity, one must provide prompts that 

supplement the general instructional routine. Using various prompting strategies is 

important in facilitating the inclusion of students when these students do not respond to 

traditional instructions delivered in general education classrooms. A Prompts could be 

physical/tactile, like holding finger and guiding. Similarly verbal prompt is spoken 

guidance used while teaching or training. Pointing, nodding of head and a smile are 

gestural prompts. For example, in research on autism, Taylor and Levin (1998) examined 
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the effects of a tactile prompting device for increasing the verbal initiations of a 9-year 

old student with autism. The device, carried in the student’s pocket, made a slight 

vibration at pre-specified time intervals, and this served as a prompt for the student to 

make a verbal initiation regarding his play activities. Increases in verbal initiations were 

observed not only toward an adult in a variety of play contexts but also during follow-up 

probes conducted during cooperative learning activities with typically developing peers 

in the student’s general education classroom. 

 

This technique resulted in significant reductions in teacher prompts over time, suggesting 

that the students began activities independently. 

 

1.8 Picture Schedules 
Picture schedules are often used as a strategy for increasing predictability and as an 

alternative to verbal and written instruction. Transitioning from one activity to another 

can be problematic for some students with behavior disorders in inclusion but in general 

education classrooms occurrence of this activity is very frequent. Picture schedules can 

serve as effective cues alerting students with autism to upcoming changes in activities. 

For example, Hall, McClannahan, and Krantz (1995) used a picture book schedule 

describing the daily general education classroom activities for three students with 

disabilities, including one with autism. Results demonstrated that, along with reductions 

in prompt use by classroom aides, the students followed their activity schedules 90% to 

100% of the time. 

 

1.9 Self-Management Strategies 
Self-management has been described as a viable intervention strategy for promoting 

independence in the classroom, as it shifts some responsibility for behavior management 

from the teacher to the student (L. K. Dunlap, Dunlap, Koegel, & Koegel, 1991), 

increasing a teacher’s ability to focus on instruction. Self-management consists of 

teaching the student to (a) discriminate between appropriate and inappropriate behaviors, 

(b) evaluate her or his own behavior, (c) monitor her or his behavior over time, and (d) 

reinforce her or his behavior when pre-specified criteria are met. Not only has self-

management been documented to be an effective strategy for a variety of target 

behaviors, but research has also shown that teaching a child to self- manage behavior in 

the classroom can result in independent functioning to the point where the student is no 

longer relying on the teacher or on a one-on-one aide (Koegel, Harrower, & Koegel, 

1999). As a result of this decreased dependency on adult intervention, the student has 

increased opportunity to interact with classmates without the potential stigma of having a 

one-on-one aide. Thus, self-management allows students with disabilities to become 

actively involved in the intervention process and more involved in their classroom 

environments. For these reasons, self-management has been suggested in the literature as 

an ideal intervention for children with disabilities participating in full inclusion classroom 

settings (Reid, 1996).  
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1.10 Peer-Mediated Interventions 
Due to common deficiencies in the social relationships and learning in children with 

special needs, peer-mediated interventions have been advocated as potentially useful 

approaches for facilitating the participation of children with autism in general education 

classrooms. Utilizing typical peers to support the academic functioning of students with 

autism has the potential to reduce the need for continuous one-on-one adult attention, 

thus allowing students with autism to function with increased autonomy and in a manner 

that more closely matches that of their typical classmates (Putnam, 1993). 

 

Peer tutoring: Peer tutoring consists of pairing two students together to work on any 

instructional strategy, with one student providing assistance, instruction, and feedback to 

the other (DuPaul &Eckert, 1998). Peer tutoring strategies have been shown to be 

effective in producing increases in on-task behavior, math performance, and social 

interactions for children with disabilities in inclusive classrooms 

 

(DePaul & Henningson, 1993; Locke & Fuchs, 1995). In class wide peer tutoring 

(CWPT), all children in the class are paired and work simultaneously. The purpose of 

CWPT is to increase the amount of instructional time that all students engage in 

academics and to provide pacing, feedback, immediate error correction, high mastery 

levels, and content coverage (Fuchs, Fuchs, Mathes, & Simmons, 1997). Furthermore, in 

unstructured free-time activities, increases in the duration of social interactions between 

the students with autism and their nondisabled peers were observed after the 

implementation of CWPT (Kamps et al.1994). However, there is some evidence 

suggesting that increasing the rate of social interaction among children with disabilities 

by implementing CWPT programs may be insufficient in producing enduring changes 

across un-programmed settings (Hundert & Houghton, 1992). 

 

Thus, even though this strategy appears ideal for use in inclusive classroom settings, 

more research is needed to assess the generality of findings as well as to verify the effects 

on social and academic achievement among children of different ages with different 

needs in general education classrooms. 

 

1.11 Utilizing Peer Supports 
Children get influenced by the comments and behavior of their class fellows. They can be 

encouraged and discouraged by positive and negative remarks of their fellows.  A number 

of researchers have focused on employing typically developing students to serve as peer 

supports for SENC (Haring & Breen, 1992; Odom & Strain, 1986). The goal of this 

strategy is similar to that of peer tutoring but with the focus being on improving the social 

interaction skills of students. In some circumstances, training nondisabled peers to 

interact with classmates with autism has been shown to improve spontaneous social 

interactions between students with autism and their trained and untrained peers (Brady, 

Shores, McEvoy, Ellis, & Fox, 1987). In addition, Goldstein, Kaczmarek, Pennington, 

and Shafer (1992) found that simply having peers attend to, comment on, and 

acknowledge the behavior of their classmates with autism resulted in improved rates of 

social interaction. Haring and Breen (1992) involved nondisabled peers in weekly 
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discussions with an adult integration facilitator to increase opportunities for social 

interaction for two 13-year old students, one with autism and one with mental retardation. 

The nondisabled peers participated in the implementation of social skills interventions 

and used self-monitoring strategies to record the quantity and quality of interactions with 

classmates with disabilities. Results of this study revealed increases in the frequency of 

interactions, number of opportunities for interactions, and overall appropriateness of the 

interactions with their peers with disabilities. 

 

1.12 Cooperative Learning  
Cooperative learning is a method of instruction that has students working together in 

groups, usually with the goal of completing a specific task. This method can help students 

develop leadership skills and the ability to work with others as a team. However, gifted 

students are often placed in groups with non-gifted children, sometimes with the goal of 

having the gifted student help the others, either directly or by example. In these instances, 

the gifted student is not likely to learn anything new, while the non-gifted students are not 

likely to develop any leadership skills. Cooperative learning is a successful teaching 

strategy in which small teams, each with students of different levels of ability, use a 

variety of learning activities to improve their understanding of a subject. Each member of 

a team is responsible not only for learning what is taught but also for helping teammates 

learn, thus creating an atmosphere of achievement. (U.S. Dept. of Ed. Office of Research, 

1992)  

 

Cooperative and collaborative learning are very effective method of teaching and 

learning process resulting in following outcomes:  

a. Positive Growth in Student Achievement:  

 When two necessary key elements--group goals and individual accountability--are 

used together, the effects on achievement are consistently positive.  

b. Improved Relations among Different student Groups:  

 One of the earliest and strongest findings shows that students who cooperate with 

each other like each other.  

c. Mainstreaming Students with Learning Disabilities:  

 Significant improvements in relationships occur between these students and other 

children in their class when these learning strategies are used.  

 

1.13 Multi-Component Interventions 
Multicomponent interventions approach is a comprehensive behavioral support plan that 

contains multiple strategies to address problem behaviors in settings where problem 

behaviors occur. Some intervention strategies have made use of multiple research based 

techniques to facilitate the educational inclusion of students. Multicomponent approaches 

are more common in practice than single-component interventions. A comprehensive 

individualized intervention consisting of  the multicomponent intervention usually 

consists of the development and use of discussion books, rotating peer associates, weekly 

class meetings, media related activities, and staff prompting. Multiple intervention 

strategies help to develop and increase in exchanges with peers, with the focus students 

more frequently initiating the interactions and providing information, as compared to 
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being the recipients of communication and assistance. Overall, interactions between the 

focus students and their peers were observed to closely approximate those between 

nondisabled students as a result of the intervention (Hunt et al., 1997). 

 

1.14 Assistive Technology 
Another way students with special needs can be assisted in the regular education class is 

by the use of technology in the classroom. Assistive technology augments the learning 

process. Some SENC feel helpless to perform literacy, social and other classroom 

activities in inclusion, the assistive technology can be used as an aid or alternative.  

Students with a disability and their nondisabled peers should be provided with the 

opportunity to use technology in the classroom. This is an important accommodation for 

students with special needs because these resources assist them in participating in class. 

For example, a student who has great difficulty with short term memory can be allowed 

to use a calculator for solving algorithms in the classroom. This allows the student to 

focus on the concept of the problem instead of wasting needless time on rote 

mathematics. A call for access to technology was included in the Equity Principle in the 

Standards draft and could very easily be expanded to emphasize the importance of 

technology for students with special needs. 

 

1.15 The Use of Manipulative 
Students get engaged in learning if it is interesting and exploration by working on 

concrete concepts make it easy and practical. Students stay busy in a task because they 

have ownership of ideas, are active in their learning, and are physically involved. By 

making students actively engaged in their learning process, material relevant to their 

lives, and moving from concrete to abstract learning, students will hopefully gain a more 

positive attitude towards learning. The SENC show a great benefit from a carefully 

structured, active approach to learning mathematics (Bley & Thornton, 1995). Grover, 

Hojnacki, Paulson, and Matern (1994) state that student understanding and performance 

results increase when abstract concepts are tied to concrete models, or manipulative. 

 

Key Points: 

 In summary, inclusion has been shown to benefit all students, not just those with a 

disability. Snell (1991) identified several positive effects that inclusion has on all 

students. They include (a) the development of social skills, (b) the improvements in 

attitudes that students without disabilities have for their peers with disabilities, and 

(c) the development of friendships and positive relationships between students as a 

result of integration 

 People with Autism, Down syndrome, dyslexia and blindness, ADHD or Hearing 

Impairment for example, may be considered to have special needs. 

 The IEP Team must find that the student has an identified disability and, by reason 

of the disability, needs special education services.  

 Teaching in an inclusive classroom requires modifying, not changing, the basic 

instructional processes to fit individual characteristics and needs. 

http://en.wikipedia.org/wiki/Autism
http://en.wikipedia.org/wiki/Down_syndrome
http://en.wikipedia.org/wiki/Dyslexia
http://en.wikipedia.org/wiki/Blindness
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 Peer-mediated interventions have been advocated as potentially useful approaches 

for facilitating the participation of children with autism in general education 

classrooms. 

 

 

2. SPECIAL CLASS APPROACH 
 

2.1 Special Schools 
Special schools and mainstream schools are different as a special school is a school 

catering for students who have special educational needs due to severe learning 

difficulties, physical disabilities or behavioral problems (For mainstream school see 

previous discussion). Special schools may be specifically designed, staffed and resourced 

to provide the appropriate special education for children with additional needs. Students 

attending special schools generally do not attend any classes in mainstream schools. 

 

Special schools provide individualized education, addressing specific needs. Student: 

teacher ratios are kept low, often 6:1 or lower depending upon the needs of the children. 

Special schools will also have other facilities for the development of children with special 

needs, such as soft play areas, sensory rooms, or swimming pools, which are vital for the 

therapy of certain conditions. 

 

In recent times, places available in special schools are declining as more children with 

special needs are educated in mainstream schools. There will always be some children, 

however, whose learning needs are not appropriately met in a regular classroom setting 

and will require specialized education and resources to provide the level of support they 

require. An example of a special need that may require the intensive services a special 

school provides is mental retardation. However this practice is often frowned upon by 

school districts in the USA in the light of Least Restrictive Environment as mandated in 

the Individuals with Disabilities Education Act.
  

 

2.2 Mainstreaming 
Mainstreaming is the placement of a special class student with a disability in the general 

education classroom with age appropriate peers for those areas of instruction in which the 

student's academic and behavioral performance is within the range of his or her non-

disabled peers and is not impacted by his or her disability. For these reasons, appropriate 

mainstream placement does not and should not require any additional supports. 

Individually assigned supports available to the student in the special class (e.g. assistive 

technology, school health services), however, are to be available to the student during 

mainstreamed classes, as appropriate.  

 

At a minimum, students with disabilities should be able to participate with non-disabled 

students in non-academic and extracurricular activities, unless their IEP indicates 

otherwise. Non-academic and extracurricular activities include lunch, assembly, trips, 

recess periods, athletics, transportation, health services, recreational activities, school-

http://en.wikipedia.org/wiki/Learning_disabilities
http://en.wikipedia.org/wiki/Learning_disabilities
http://en.wikipedia.org/wiki/Disabilities
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http://en.wikipedia.org/wiki/Individuals_with_Disabilities_Education_Act
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sponsored special interest groups or clubs, referrals to agencies that provide assistance to 

individuals with disability and employment of students. For students recommended to 

receive paraprofessional services for health or behavior management needs, the IEP 

should indicate whether the paraprofessional service is required during non-

academic/extracurricular school activities. 

 

A certified special education teacher must be assigned to provide specially designed 

instruction to a special class. In addition, special education teachers who teach special 

(self-contained) classes must be highly qualified in the subjects they teach. As the teacher 

is going to teach children with special needs therefore he should be well equipped with 

knowledge and skill to teach to the understanding of the student. Review of 4.1 of this 

unit will provide interventional ideas to the teacher working for inclusive education 

 

In the United States, an alternative is a special classroom, also called a self-contained 

classroom, which is a separate room dedicated solely to the education of students with 

special needs within a larger school that also provides general education. These 

classrooms are typically staffed by specially trained teachers, who provide specific, 

individualized instruction to individuals and small groups of students with special needs. 

Self-contained classrooms, because they are located in a general education school, may 

have students who remain in the self-contained classroom full time, or students who are 

included in certain general education classes. In the United States a part-time alternative 

that is appropriate for some students is sometimes called a resource room. 

 

2.3 Segregation  
A separate classroom or special school exclusively for SENS: In this model students with 

special needs spend no time in classes with non-disabled students. Segregated students 

may attend the same school where regular classes are provided, but spend all instructional 

time exclusively in a separate classroom for students with special needs. If their special 

class is located in an ordinary school, they may be provided opportunities for social 

integration outside the classroom, e.g., by eating meals with non-disabled students. 

Alternatively, these students may attend a special school. 

 

If you identify a child has special educational needs (SEN), a step-by-step approach to 

meet the child’s need is taken. The professionals will assess and determine the child’s 

probable needs. You as a child’s teacher will become a part of the collaborative efforts of 

the experts in identifying the educational needs, planning strategies, and implementing 

them in the classroom. 

 

2.4 Special Educational Needs and Schools 
In special class approach schools and early education settings place great importance on 

identifying SEN so they can help the child as early as possible. Most children with SEN 

can have their needs met in a mainstream school. 

 

http://en.wikipedia.org/wiki/Mainstreaming_(education)
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Once it has been decided that the child has SEN, the child's teachers will plan their 

education. To do this they use the guidance given in a document known as the Special 

Educational Needs Code of Practice. 

 

The Code of Practice is a guide for early education settings (e.g. nurseries and 

playgroups), state schools and local authorities. It provides advice and guidance on how 

the SENS have to be identified assessed and provided help. 

 

2.5 Step-by-Step Approach 
Children learn in different ways, and can have different levels or kinds of SEN. So if the 

child has SEN, their school will increasingly, step by step, bring in specialist expertise to 

help with the difficulties they may have. This step-by-step approach is set out in the 

Special Educational Needs Code of Practice of the schools. 

 

In case the school identifies SEN of a child it must inform the parents if there is a need to  

give extra or different help to the child because of his SEN. The basic level of extra help 

is known as School Action, and could be: 

 A different way of teaching certain things  

 Some extra help from an adult  

 Using particular equipment like a computer or special desk  

 

Time period for the provision of this help through step-by-step approach may be short, or 

for many years. Child's progress is charted and monitored at every step and help may be 

modified as per need of the child. It is necessary that parents are informed about every 

step as they are one of the major contributors in child progress. 

 

2.6 Individual Education Plan in Special Class 
Your child's teacher is responsible for working with your child on a day-to-day basis. 

However, they may decide to write down the actions of help for your child in an 

Individual Education Plan (IEP).  

The IEP could include: 

 What special or additional help is being given  

 Who will provide the help and how often  

 What help you can give your child at home  

 Your child’s targets  

 How and when progress will be checked  

 

Sometimes the school will not write an IEP. Instead they will record how they are 

meeting your child's needs in a different way, perhaps as part of their lesson plans. But 

they should always be able to tell you how they are helping your child and what progress 

they are making. 
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2.7 Decreased Progress of the Child 
If a child does not make enough progress under School Action, their teacher should 

contact parents. The teacher can advise parents to ask for advice from other people 

outside the school. These could include a specialist teacher or a speech and language 

therapist. This kind of extra help is called School Action Plus. 

 

It is possible that the child's school still cannot give the child all the help they need. If so, 

parent or a professional who has been involved with the child can ask for a 'detailed 

assessment'. This is a detailed investigation to find out what the child's special 

educational needs are and what special help child needs. 

 

2.8 Special Classes 
A special class is arranged by grouping of students with disabilities because of same 

individual requirements so that they can get particularly planned lessons. In special 

classes, the content, methodology, or techniques of teaching is adapted, as suitable to the 

student’s individual needs. This guarantee the student has approach to the broad-spectrum 

curriculum and the prospect to meet the educational standards that apply to all students. 

Special Class Services are designed for the students with disabilities whose needs cannot 

be met within the general education class, even with the use of augmentative and 

alternative aids and services. 

 

Before determining that a student requires special class services, the IEP team must 

consider the benefits of serving the student in the general education classroom, whether 

the student can achieve his/her IEP goals in the general education classroom and the 

effect that the student will have on the general education environment, including the 

education of other students.  

 

2.8.1 Special Class Services 
Special class services are provided in community school district schools/high schools, 

specialized schools, state-operated/supported and SED-approved non-public schools. 

These classes are characterized by intensive and specialized instruction and/or behavioral 

support. There is an option to provide special classes for full time or part time. The 

material used is modified materials, pacing of information is also modified, specialized 

instructional techniques and environmental adaptations as necessary to promote student 

success and achievement. Highly individualized instruction can be offered in special 

classes, additional adult supervision and/or individual intervention.  

 

The special education teacher is responsible for designing and delivering instruction in 

special classes. Paraprofessionals may also help provide support in the classroom. 

Students receiving special class services may also require additional supports including, 

but not limited to, related services, adapted physical education, assistive technology and 

travel training. 
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2.8.2 Curriculum 

Students in special classes participate in the general education curriculum, with 

accommodations and supports, unless otherwise specified on their IEPs. This allows 

students in special classes to have access to, and make progress in, the general education 

curriculum. When appropriate, it also affords them opportunities to be served in a less 

restrictive setting/or be decertified. Special class teachers should receive support 

regarding the general education curriculum. 

 

Support for students in special classes may include modifying curricular content, 

identifying and selecting instructional materials, and developing assessment materials. 

Students in special classes are entitled to participate in all the school's programs. 

 

2.8.3 Functional Grouping 

Students with disabilities are grouped for special class services based upon similarity of 

educational needs. These needs include, but are not limited to, levels of academic or 

educational achievement, learning characteristics and styles, social development, physical 

development, and the management needs of the students in the classroom.   

 

Classes may be composed of students with the same disability or with different 

disabilities but with similar educational/functional needs. 

 

When grouping students for special classes by similarity of needs, the levels of 

knowledge and development in subject and skill areas (e.g., activities of daily living, 

level of intellectual functioning, adaptive behavior, expected rate of progress in acquiring 

skills and information, and learning style) must be considered. The range of academic or 

educational achievement must be limited to assure that instruction provides each student 

appropriate opportunities to achieve his or her annual goals. The learning characteristics 

of students in the class must be sufficiently similar to assure that no students fall behind 

in academic achievement because their instructional needs are not being addressed. 

 

The achievement levels in reading and math should not exceed 3 years, except for special 

classes organized at 8:1:1, 6:1:1 and 12:1:4. If a school operates a class in which reading and 

math achievement levels exceed 3 years, the school must notify the Office of Student 

Enrollment and the parents of students in the class. This notice, which must be given no later 

than Nov. 1 each year, must provide the range of reading and math achievement levels and 

the general levels of social development, physical development and management needs in the 

class. The notice must also inform the parent of each student in the class that, upon request, 

they will be afforded an opportunity to discuss the description with an appropriate school 

representative. The parents (and teachers if not previously informed) of any new students 

entering that class after Nov. 1 must be provided a description of the class by the Office of 

Student Enrollment as detailed above. 

 

2.8.4 To Recommend Special Class Services 

The IEP team must document why the general education classroom with supplementary 

aids and services would not meet the student's needs. These considerations must include 
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the impact the student with a disability will have on the teacher’s time, whether the 

potential for disruption will have a significant impact on the education of the student or 

other students and the degree to which curriculum must be modified. 

 

The IEP team should answer a number of questions prior to recommending special class 

services: 

 Has the full range of supplementary aids and services, including special education 

teacher support, to accommodate the student in the general education classroom 

been considered?  

 If so, then: 

 Does the student require so much of a teacher's time that the teacher cannot give 

adequate attention to the needs of other students in the classroom?  

 And/or  

 Is the student so disruptive in the general education classroom that the education of 

the student or other students is significantly impaired? And/or  

 Does the student require the curriculum to be modified so significantly that it bears 

little relation to the instruction in the classroom?  

 

If the answers to any of the above questions are yes, the general education classroom may 

not be an appropriate setting and special class services may be considered. The IEP team 

must also consider what if anything, about a special class would enable the student to 

progress and meet his or her individual learning goals. 

 

2.8.5 Special Class Maximum Sizes and Staffing Ratios 

Special classes offer different levels of staffing intensity depending upon the intensity of 

a student's academic and/or management needs. Special class maximum sizes may range 

from six to 15. Staffing for classes will be one teacher and up to four paraprofessionals. 

Students recommended for a more intensive student to staff ratio require more intensive 

and constant adult supervision to engage in learning. When a student is recommended for 

special class services, the IEP must state the number of students who will be in the class 

and the specific ratio of special education teachers and paraprofessionals. 

 

Ratio 12:1: No more than 12 or 15 students per class depending on level one full-time 

special education teacher Serves students whose academic and/or behavioral needs 

require specialized/specially designed instruction which can best be accomplished in a 

self-contained setting. 

 

Ratio 12:1:1 no more than 12 students per class one full-time special education teacher 

one full-time paraprofessional Serves students whose academic and/or behavioral 

management needs interfere with the instructional process, to the extent that additional 

adult support is needed to engage in learning and who require specialized/specially 

designed instruction which can best be accomplished in a self-contained setting. 
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Ratio 8:1:1: No more than eight students per class one full-time special education 

teacher one full-time paraprofessional Serves students whose management needs are 

severe and chronic requiring intensive constant supervision, a significant degree of 

individualized attention, intervention and intensive behavior management as well as 

additional adult support. 

 

Ratio 6:1:1: No more than six students per class one full-time special education teacher 

one full-time paraprofessional Serves students with very high needs in most or all need 

areas, including academic, social and/or interpersonal development, physical 

development and management. Student's behavior is characterized as aggressive, self-

abusive or extremely withdrawn and with severe difficulties in the acquisition and 

generalization of language and social skill development. These students require very 

intense individual programming, continual adult supervision, (usually) a specific 

behavior management program, to engage in all tasks and a program of speech/language 

therapy (which may include augmentative/alternative communication). 

 

Ratio 12:1:4: No more than 12 students per class one full-time special education teacher 

one additional staff person (paraprofessional) for every three students Serves students 

with severe and multiple disabilities with limited language, academic and independent 

functioning. These students require a program primarily of habilitation and treatment, 

including training in daily living skills and the development of communication skills, 

sensory stimulation and therapeutic interventions. 

 

Upon application and documented educational justification to the State Education 

Department, approval may be granted to exceed the special class sizes. The class size 

may not be exceeded unless and until the State Education Department grants the variance.  

 

Special Class Support Services Part-Time For Special Class Support Services Part-Time, 

the special education teacher provides direct/specialized instructional services in a special 

class setting for up to 50 percent of the instructional day. Students can also receive 

supplementary aids and services, including special education teacher support services, or 

integrated co-teaching (CTT) services for the periods they are not in a special class. 

 

Each student's IEP must indicate the number of periods that special class services will be 

provided and the instructional areas in which the student will receive special class 

services as well as the supplementary aids and services, if any, the student will require 

when participating in general education classes. 

 

Key Points 

 Special schools and mainstream schools are different. 

 There are some children whose learning needs are not appropriately met in a 

regular classroom setting and require specialized education and resources. 

 A certified special education teacher must be assigned to provide specially 

designed instruction to a special class. 
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 Students in special classes have access to, and make progress in, the general 

education curriculum. 

 When grouping students for special classes by similarity of needs, the levels of 

knowledge and development in subject and skill areas must be considered. 

 

 

3. RESOURCE ROOM MODEL 
 

In inclusion special education is the education of students with special needs in a way 

that addresses the students' individual differences and needs. Ideally, this process 

involves the individually planned and systematically monitored arrangement of teaching 

procedures, adapted equipment and materials, accessible settings, and other interventions 

designed to help learners with special needs achieve a higher level of personal self-

sufficiency and success in school and community than would be available if the student 

were only given access to a typical classroom education. 

Common special needs include challenges with learning, communication challenges, 

emotional and behavioral disorders, physical disabilities, and developmental disorders. 

Students with these kinds of special needs are likely to benefit from additional 

educational services such as different approaches to teaching, use of technology, a 

specifically adapted teaching area, or resource room. 

 

3.1 A Resource Room  
Resource room is a separate special education classroom in a regular school where some 

students with educational disabilities, such as specific learning disabilities, receive direct, 

specialized instruction and academic remediation and assistance with homework and 

related assignments as individuals or in small groups. 

 

3.2 Resource Room Staff  
Resource rooms are classrooms where a special education teacher instructs and assists 

students identified with a disability. These classrooms are staffed by special education 

teachers and sometimes paraprofessional.  

 

a. Paraprofessional educators are frequently used to help support student/s in 

special education settings. Paraprofessional educators in these roles work with 

students with a variety of disabilities including learning disabilities, emotional 

disturbance, autistic spectrum disorders, ADHD, developmental disabilities and 

communication disorders. Paraprofessional educators may work in special 

classrooms, resource rooms or serve as inclusion assistants who accompany 

individual students throughout their day. Paraprofessional educators in these roles 

may require specialized training in behavior management, de-escalation, personal-

professional boundaries, and sometimes physical restraint.  

b. Student staff ratio in resource room The number of students in a resource room 

at a specific time varies from state, but generally consists of at most five students 

per teacher. Mainstreaming in education typically includes this service to students 

http://en.wikipedia.org/wiki/Special_needs
http://en.wikipedia.org/wiki/Classroom
http://en.wikipedia.org/wiki/School
http://en.wikipedia.org/wiki/Special_education
http://en.wikipedia.org/wiki/Learning_disabilities
http://en.wikipedia.org/wiki/Students
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with special needs. These students require special instruction in an individualized 

or small group setting for a portion of the day. Individual needs are supported in 

resource rooms as defined by the student's Individualized Education Program 

(IEP). The student getting this type of support will receive some time in the 

resource room which is referred to as 'removal from the regular education 

environment' portion of the day and sometime in the regular classroom with 

modifications and or accommodations which is specialized instruction with their 

non-disabled peers. Special education support within the regular education setting 

is part of the inclusion model possible.  

c. It's About Meeting Their Needs Some older students feel a stigma when they go 

to the resource room. However, their individual needs are usually met better and 

the teacher will work closely with the regular classroom teacher to help support the 

child as much as is possible. The resource room tends to be less distracting than the 

regular classroom setting. Many resource rooms also support the social needs of 

their students in the small group setting and will provide behavior interventions. It 

will be very rare for a child to spend more than 50% of their day in the resource 

room; however, they may spend up to 50% in the resource room. Including into 

groups and resource room teacher going to the classroom frequently with 

continuous counseling of the classmates can help adult children save themselves 

from stigmatism. 

d. Assessment Students in the resource room are usually assessed and tested in the 

resource room as it provides a less distracting environment and a better chance at 

success. A child will be re-evaluated every 3 years to determine special education 

eligibility.  

 

3.3 Rationale 
Special education teachers in a resource room focus on particular goals as mandated by 

an Individualized Education Program and remediate general education curriculum. Some 

programs emphasize the development of executive skills, including homework 

completion and behavior. At least one study has found resource rooms focusing on 

homework completion are an effective delivery model to remediate instruction and build 

academic skills. 

 

Depending on individual needs, students usually attend resource rooms three to five times 

per week for about forty five minutes per day. Some research has suggested these 

classrooms are of particular benefit to students with language-based learning disabilities 

such as dyslexia.
[7]

 Other research has indicated that students show growth in visuo-motor 

perception, arithmetic, spelling and overall self-perception through time in the resource 

room classroom. Students using these services are typically considered included--rather 

than segregated or mainstreamed--because they attend other classes with their peers, 

especially at the secondary level. At least one study has suggested students with learning 

disabilities in resource rooms have higher expectations regarding their academic success 

when they are in the class. This may be due to the familiarity with the resource room 

teacher, small group Direct Instruction or confidence within an area they are comfortable 

in. Researchers believe that explicit instruction that breaks tasks down into smaller 
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segments is an important tool for learning for students with learning disabilities.
[10]

 

Students often benefit from "re-teaching" of core concepts taught initially general 

education classroom and reinforced in resource rooms via the small-group instructional 

model, which has been shown to lead to achievement in students with a multitude of 

educational disabilities.  

 

3.4 Learning Activities for the Resource Room  
These activities are for students who "don't have nothing'" or are "going to study." 

Depending on just how much a SENS requires the activities of the resource room are 

designed and structured. As a teacher at resource room, you may assign point levels to 

various tasks (which can be individually adjusted) so that the student knows how much 

s/he has to complete to achieve a certain grade on a daily (or more frequently if 

necessary) or weekly basis. These will be the specific objectives of SENS according to 

his ability level. If your students keep an ongoing notebook of their resource room work, 

they can see progress, especially if they do a lot of work in one area.  

 

a. Learn to study. Instead of "looking at notes," there are many active ways to study. 

Student can be graded on things such as illustrated flashcards for words they're 

learning, or paraphrased notes, or oral quizzes on the material they reviewed, 

especially if you can give a quiz after fifteen minutes of active studying. The Study 

Skills Database from Muskingum College has many, many ideas.  

b. Practice basic skills. That doesn't sound too exciting, but often students would 

pick out one of my "basic Math review" sheets -- and since they couldn't do the 

same sheet twice, they ended up doing progressively more challenging work but 

staying at their "comfort level." A good secondary spelling program can also help -

- if a student learns the "i before e" rule all of his teachers may thank you! 

c. Learn something else of interest. Some students will work on an independent 

'project' in a subject of interest -- especially if they are provided with structure and 

feedback throughout the process. Find out in advance about upcoming projects and 

give the student the chance to get a jump on assignments that can otherwise be 

overwhelming. I have had students who decided they wanted to learn all the states 

and capitals, and scheduled the number they were expected to learn each day; 

others used blank maps and atlases to learn where countries were. Another student 

did an extensive report on the nine planets - that wasn't copied from the 

encyclopedia. It's amazing what students will do when they have choices and 

expectations. 

d. Learn to keyboard. Keyboarding is a tangible, marketable skill and one that can 

be learned relatively independently. Odds are reasonably good that there's at least 

one old typewriter or computer suitable for learning to keyboard somewhere in 

your building or school system. In 

http://www.ldonline.org/ld_indepth/technology/product_list/keyboarding 

skills.html lists many keyboarding programs (software and book form) and 

products which have been used successfully with people with learning disabilities 

and/or motor skills challenges. 

http://en.wikipedia.org/wiki/Resource_room#cite_note-9
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e. Learn from commercial comprehension materials. There are many, many 

products designed to appeal to "at risk" or "reluctant" readers. Be aware, though, 

that often the reading levels of these materials are still beyond the independent 

reading levels of your students. Don't add to the humiliation by giving a student 

“special” material -- which they still can't read. Look for materials that actively 

engage the students. Vocabulary exercises on this site may be appropriate for some 

students. Weekly Reader has an "Extra" magazine for middle and secondary special 

needs students that have many activities and interesting articles. At least as I write 

this, you can go to http://www.google.com, click on the "news” tab, and type in a 

word such as dyslexia, and students can read and summarize current articles - and 

learn how the media perceives people with learning disabilities and attention deficit 

disorder.  

f. Learning Materials for the Resource Room Student Dictionary - these 

dictionaries have definitions that make sense to students. Collegiate dictionaries 

tend to have definitions which you still have to "translate" into comprehensible 

terms. Students who had been unwilling to work independently on vocabulary or 

learning terms for other classes often change their attitude when it becomes 

possible to do the assignment. 

 

 Supplies are negotiable. If you are not going to have a way to supply them, you 

will have to deal with students who do not have the materials to complete their 

work. Teachers have to make arrangements before hand in the resource rooms. 

 Always have appropriate activities available, and students are more likely to accept 

that their choice is ‘what’ academic work to do, not ‘whether’ they do academic 

work. If possible, get copies of the texts they use in other classes or other books on 

those topics. You can have the students apply study skills learned in your class to 

materials they may be held responsible for learning. If you want to discourage them 

from relying on you to provide the books when they could and should bring them 

themselves, you can specify that if they use your book, they must do your 

assignment. As with bringing other supplies, though, you may wish to choose other 

battles. 

g. Time allocation to Resource Room Most educational jurisdictions will have time 

increments that are allocated to the child for resource room support. For instance: a 

minimum of 3 hours a week in time increments of 45 minutes. This will sometimes 

vary on the age of the child. The teacher in the resource room is therefore able to 

concentrate on the specific area of need with some consistency. Resource rooms 

are found in elementary, middle and high schools. Sometimes the support in the 

high school takes on more of a consultative approach.  

 

3.5 Teacher's Role 
Teachers in the resource room have a challenging role as they need to design all 

instruction to meet the specific needs of the students they service to maximize their 

learning potential. The resource room teacher’s work closely with the child's regular 

classroom teacher and the parents to ensure support is indeed helping the student to reach 

their full potential. The teacher follows the IEP and will take part in the IEP review 

http://www.resourceroom.net/comprehension/wordparts/index.asp
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meetings. The teacher will also work very closely with other professionals and Para 

professionals to support the specific student. Usually the resource room teacher will work 

with small groups helping in one to one situations when interventional programmes for 

students in general education class settings are going on. 

 

Key Points 

 Common special needs include challenges with learning, communication 

challenges, emotional and behavioral disorders, physical disabilities, and 

developmental disorders. 

 In inclusive education a resource room is a separate special education classroom in 

a regular school where some students receive direct, specialized instruction and 

academic remediation and assistance with homework and related assignments as 

individuals or in small groups. 

 If students coming at resource room keep an ongoing notebook of the resource 

room work, they can see progress, especially if they do a lot of work in one area.  

 Time allocation to the SENS in resource room varies according to the age and 

requirement and age of the child.  

 The resource room teacher’s work closely with the child's regular classroom 

teacher and the parents to ensure support is indeed helping the student to reach their 

full potential. 

 

 

4. REGULAR EDUCATION INITIATIVES 
 

Although special education services are increasing in quantity and quality but still there 

are limited number of students who can be benefitted. The reasons are multiple but one 

important reason is cost effectiveness and stigmatization of mild and moderate special 

education need students even though multiple models are in practice but for successful 

regular education or inclusive education a Continuum of services should be a working 

model, depending on, and adapting to, the needs of the students. The interventional 

models in regular education setting are the solution. One of the intervention models in 

regular education setting is regular education initiative. So that the student can be 

expected to receive services based on need using the guidelines below: 

 

4.1 IEP in REI 
Foremost is the determination of the needs of the child. Who, do you think, will 

determine what are student’s strengths and weaknesses and what are his needs? Central to 

the concept of special education is the idea that the Individual Education Planning Team 

(IEPT) will collaboratively determine the special and general education services a student 

needs, based on the goals and objectives developed for him or her. This process is meant 

to ensure that each student will receive services tailored specifically to his or her unique 

set of needs.  However, some times the IEPTs often determine programs and service 

based on what is available, rather than what is appropriate and necessary to meet 

specified goals and objectives. In order for this process to be effective, a full continuum 

http://en.wikipedia.org/wiki/Classroom
http://en.wikipedia.org/wiki/School
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of service options must be available. Education through regular education is only possible 

if their particular levels are determined and services are provided accordingly. 

 

Levels I & II: The rationale of continuum of services is to blur the line between special 

education and regular education at this level the SENS with lesser requirements as 

advised in IEP are provided instruction in regular education with differentiated 

instruction. The number of students in this is flexible as mentioned in 4.2-iii. At this level 

the minimal adaptations are required in the curriculum and thus the student can be 

monitored in the regular education set up. 

 

Level III: The students at this level are with moderate special educational needs to make 

meaningful progress in general education curriculum. These SENS are provided regular 

education with Collaborative Consultation, differentiated instruction, and flexible 

grouping. For these children the curricular material used is adapted regular curricular 

materials with inclusion of essential courses. Para-educators may be available in room for 

supporting several students.  

 

Level IV: At this level the students’ needs are very high. SENS follow curriculum of 

regular education with co-teaching, differentiated instruction, limited flexible “pull-out” 

for direct instruction in skill deficit areas and adapted regular curricular materials. 

Essentials courses in areas of skill deficit are taught by the Para-educators that are 

available in room for supporting several students.  

 

Level V: The student at this level has visible and significant needs if they are studying in 

regular education. They are provided direct 1:1 instruction in resource room in deficit and 

special need areas. Alternative curricular materials are also taught by the help of Para-

educator again on1:1 basis i.e. one teacher teaches one student. Progress is monitored on 

regular intervals and differentiated instruction is used when needed by the student in 

regular education.  

 

Level VI: This is the level at which students have intense needs. In regular education 

these students require to be taught with alternative curricular materials and part-time 

direct instruction in areas of need. Functional instruction methods are adapted by the 

teacher and the Para-educator on 1:1 ratio.  

 

It set up specific guidelines in how special education and regular partnerships should 

work. REI has several major goals in its program. The first goal is to merge general and 

special education into one system (Fuchs & Fuchs, 1994). This is to share the 

responsibility of educating and caring for students' needs. By doing this all labels in 

special education would be dissolved (Fuchs & Fuchs). A second goal is to incorporate 

more students in special education into the regular education classroom on a full-time 

basis (Fuchs & Fuchs). A final goal is to strengthen the achievement of students with 

mild disabilities as well as students who are low achieving but do not have disabilities 

(Fuchs & Fuchs). 
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4.2 Teachers’ Attitude in Mainstream School 
The attitudes and abilities of the general classroom teachers regarding mainstreaming, 

inclusion, and the Regular Education Initiative are of utmost importance. To implement 

and gain success in REI model an attitudinal and methodological change is required.  

According to Bender, 1987; Glomb & Morgan, 1991; Bain & Dolbel, 1991; Ysseldyke, 

Thurlow, Christenson, & Muyskens, 1991; Larrivee & Horne, 1991, the teacher's attitude 

toward youngsters with disabilities is a key factor in the success or failure of a REI 

program.  

 

Teaching in a mainstream classroom involves, among other things, testing to determine 

present academic levels, individualizing instruction, developing materials, familiarity 

with effective methodologies, and identifying appropriate techniques for behavior 

management.  

 

In general, regular classroom teachers are less accepting of mainstreaming when 

compared to their special education counterparts (Mandell & Strain, 1978). When the 

handicapped are maintained in regular classrooms, teachers perceive them to be 

considerable below average on both academic achievement and social acceptance 

(MacMillan, Meyers, & Yoshida, 1979). For example, it has been found out that regular 

classroom teachers associate greater academic, social, and vocational benefits to special 

classrooms and do not perceive mildly mentally retarded students as having the cognitive 

skills needed to be academically successful. They also tend to perceive the behavior of 

the mildly mentally retarded as more unmanageable than that of the physically or visually 

disabled, and additionally, see these students as disruptive elements in the classroom. In 

fact, mentally retarded and emotionally disturbed students, when compared to the 

learning disabled, have been shown to be the least preferred by regular classroom 

teachers who generally feel these students should be segregated in special classrooms 

within the regular school (Johnson, 1987).  

 

Research has also indicated that some teachers resented and resisted placement of special 

students in their classroom because of the need to modify and individualize instruction. 

These teachers viewed mainstreaming as an "intolerable burden" and indicated they were 

experiencing high levels of frustration and distress at being unable to meet the diverse 

needs in their classrooms. 

 

4.3 Collaboration Models - The Lead Teacher Model 
You might find some overlapping among the various models of inclusion but they all aim 

to teach students with special needs in least restrictive environment. In the lead teacher 

model SENC are taught in a classroom with two teachers. The lead teacher is often the 

regular classroom teacher who delivers the instruction in the subject area. The special 

education teacher is an observer who works with children after instruction to provide 

specially designed instruction, ensure understanding, and to provide adaptations and 

modifications.  
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Initially, to develop appropriate specially designed instruction for each SENS, educators 

and parents work together to analyze student work, evaluation information (the 

evaluations done by different professionals), and any other available data to determine 

the student's strengths and needs. Based on that student's unique learning needs and other 

requirements, strategies are developed. Teachers keep on to measuring students’ progress 

and make changes in instruction as considered necessary. In collaboration model two or 

more people sharing responsibility for teaching some or all of the students assigned to a 

classroom. It involves the distribution of responsibility among people for planning, 

instruction, and evaluation for a classroom of students. Another way of saying this is that 

co-teaching is a fun way for students to learn from two or more people who may have 

different ways of thinking or teaching. Some people say that co-teaching is a creative 

way to connect with and support others to help all children learn. Others say that co-

teaching is a way to make schools more effective. Co-teaching can be likened to a 

marriage. Partners must establish trust, develop and work on communication, share the 

chores, celebrate, work together creatively to overcome the inevitable challenges and 

problems, and anticipate conflict and handle it in a constructive way. Three main ways 

are described to provide collaboration based instruction to SENS in inclusive classroom. 

 

i. Resource Services, or Alternative Collaborative Setting: 

 In collaboration model sometimes some of SENS require more intense training any 

of the areas. This requires pulling students with disabilities aside from the group or 

into a resource classroom where they work one-on-one or in small groups with a 

special education teacher and possibly with instructional assistants for part of the 

instructional day. The SENC is kept in the mainstream class and the teachers, the 

one from resource room and classroom teachers keep discussing and 

communicating to ensure that the SENS program includes appropriate instruction. 

Secede settings are usually used with students who have more major need for direct 

instruction. 

ii. Collaboration Models - Team Teaching: 

 Collaboration can also be provided through team teaching method. This involves 

both teachers simultaneously working jointly to teach a classroom of students. 

Either teacher who has the necessary background knowledge in the subject 

introduces new concepts and materials to the class. Both teachers work as a team to 

reinforce learning and provide assistance to students as needed. Special education 

teachers provide specially designed instruction to students with IEPs, and regular 

education teachers can assist with this as well. 

iii. Consultation Models of Collaboration: 

 In another way of instructing SENS in a mainstream classroom the  special 

education teacher may provide some instruction to students, but the majority of 

service is indirect. Major role and instructional adaptations are taken by the teacher 

of the classroom as per direction of the special education teacher. The special 

education teacher mostly provides guidance to the regular education teacher on 

how to adjust instruction to meet the student's needs. 
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Key Points 

 Although special education services are increasing in quantity and quality but still 

there are limited number of students who can be benefitted. 

 The process of developing IEP is meant to ensure that each student will receive 

services tailored specifically to his or her unique set of needs. 

 To implement and gain success in REI model an attitudinal and methodological 

change in teachers and community is required.   

 Mentally retarded and emotionally disturbed students, when compared to the 

learning disabled, have been shown to be the least preferred by regular classroom 

teachers who generally feel these students should be segregated in special 

classrooms within the regular school. 

 In collaboration model two or more people sharing responsibility for teaching some 

or all of the students assigned to a classroom. It involves the distribution of 

responsibility among people for planning, instruction, and evaluation for a 

classroom of students. 

 

 

5. INCLUSION 
 

By now you must be well familiar with the concept of inclusion in education as an 

approach to educating students with special educational needs. Another model of 

intervention in regular education is the inclusion model; students with special needs 

spend most or all of their time with non-disabled students. Implementation of these 

practices varies. Schools most frequently use them for selected students with mild to 

severe special needs.  

 

Inclusive education differs from previously held impression of ‘integration’ and 

‘mainstreaming’, which liable to be concerned principally with disability and ‘special 

educational needs’ and implied learners changing or becoming ‘ready for’ or deserving of 

accommodation by the mainstream. By contrast, inclusion is about the child’s right to 

participate and the school’s duty to accept the child. Inclusion rejects the use of special 

schools or classrooms to separate students with disabilities from students without 

disabilities. A premium is placed upon full participation by students with disabilities and 

upon respect for their social, civil, and educational rights. 

 

Fully inclusive schools, which are uncommon, no longer discriminate between "general 

education" and "special education" programs; instead, the school is reorganized so that all 

students learn together. 

 

Inclusion has three sub-types:  

 Regular inclusion/partial inclusion  

 Full inclusion  

 Reverse inclusion  

http://en.wikipedia.org/wiki/Special_schools
http://en.wikipedia.org/wiki/Special_schools
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“Inclusive practice” is not always inclusive but is a form of integration. For example, 

students with special needs are educated in regular classes for nearly all of the day, or at 

least for more than half of the day. Whenever possible, the students receive any 

additional help or special instruction in the general classroom, and the student is treated 

like a full member of the class. However, most specialized services are provided outside a 

regular classroom, particularly if these services require special equipment or might be 

disruptive to the rest of the class (such as speech therapy), and students are pulled out of 

the regular classroom for these services. In this case, the student occasionally leaves the 

regular classroom to attend smaller, more intensive instructional sessions in a resource 

room, or to receive other related services, such as speech and language therapy, 

occupational and/or physical therapy, and social work. This approach can be very similar 

to many mainstreaming practices, and may differ in little more than the educational ideals 

behind it.  

 

In the "full inclusion" setting, the students with special needs are always educated 

alongside students without special needs, as the first and desired option while 

maintaining appropriate supports and services. Some educators say this might be more 

effective for the students with special needs. At the extreme, full inclusion is the 

integration of all students, even those that require the most considerable educational and 

behavioral supports and services to be successful in regular classes and the removal of 

special, isolated special education classes. Special education is considered a service, not a 

place and those services are integrated into the daily routines and classroom structure, 

environment, curriculum and strategies and brought to the student, instead of removing 

the student to meet his or her individual needs. However, this approach to full inclusion is 

somewhat controversial, and it is not widely understood or applied to date. Usually, local 

educational agencies provide a variety of settings, from special classrooms to 

mainstreaming to inclusion, and assign students to the system that seems most likely to 

help the student achieve his or her individual educational goals. Students with mild or 

moderate disabilities, as well as disabilities that do not affect academic achievement, such 

as using wheelchair, are most likely to be fully included. However, students with all types 

of disabilities from all the different disability categories could be effectively included in 

general education classes, working and attaining their individual educational goals in 

regular school environments and activities. 

 

In reverse inclusion normal children enrolled in special schools.  

 

5.1 Alternatives 
Students with disabilities who are not included are typically either mainstreamed or 

segregated. A mainstreamed student attends some general education classes, typically for 

less than half the day, and often for less academically rigorous classes. For example, a 

young student with significant intellectual disabilities might be mainstreamed for 

physical education classes; art classes and storybook time but spend reading and 

mathematics classes with other students that have similar disabilities. They may have 

access to a resource room for remediation of course content. 
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A segregated student attends no classes with non-disabled students. He or she might 

attend a special school that only enrolls other students with disabilities, or might be 

placed in a dedicated, self-contained classroom in a school that also enrolls general 

education students. 

 

Some students may be confined to a hospital due to a medical condition and are thus 

eligible for tutoring services provided by a school. Fewer and not common alternative 

include homeschooling and, particularly in developing countries, exclusion from 

education. 

 

5.2 Why Inclusion 
A question arises in mind that is why do we need to educate a special child in an 

inclusive environment? How does inclusion affect special child’s development? For 

children with special needs, an inclusive education program provides belonging, 

acceptance and developmentally appropriate practices. They learn typical developing 

skills from their classmates, when and how to use these skills and they have an 

opportunity to develop friendships with typically developing peers. They are provided 

opportunities to develop positive attitudes toward themselves and others who are 

different from themselves. The class mates without special needs will develop an 

empathetic attitude and finally social adjustment will become easier to apply. 

 

5.2.1 Attributes of an Inclusive Environment: 

Inclusive education as defined previously caters educational, psychological and social 

requirement of a SENS, therefore the schools running this program should be careful 

about the specificities of the inclusive environment.    

 The goals for a child with a disability or other special need are met in a typical 

early childhood setting to the greatest extent possible. 

 The child has access to and participates in the curriculum and activities. 

 Support services are available to the provider/staff to help best meet the individual 

needs of the child. 

 

5.2.2  Methods to Enhance Inclusion of Students with Special Needs 

“Inclusion is an attitude and a value system that promotes the basic right of all students to 

receive appropriate and quality educational programming and services in the company of 

their peers”(Guetzole). Inclusive schools embrace the notions that all children belong, 

and that all children will learn if their educational needs are met. 

 

Notably absent from this definition is any mention of children with disabilities or special 

education. Inclusion is not a special education issue. It is about developing a supportive 

schools and fostering high achievement for all staff and all students. 

 

5.2.3 Develop Understanding of Inclusion 

While special education teachers are familiar with the concept of inclusion, many general 

education teachers are less familiar with it. If inclusion is viewed as a special education 
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issue and concern the goal of inclusion cannot be attained. The tendency to view 

inclusion as a special education issue is not strange.  

 

Although inclusion is a common topic among special education educators and parents of 

children with disabilities, it is less likely to be discussed by general education teachers; 

likewise, many parents of children without disabilities do not even recognize the term 

“inclusion” as relevant to their children’s education. For inclusion to achieve its potential, 

discussions about inclusive school practices must take place among entire schools, 

districts, and communities. The planning, implementation, and evaluation of inclusive 

school practices must also become inclusive, involving all members of the school 

community (Schwartz and Green, 2001, p.3). 

 

i. Creating Inclusive Cultures 

 Everyone is made to feel welcome  

 Students help each other  

 Staff collaborate with each other 

 Staff and students treat one another with respect 

 There is a partnership between staff and parents/caregivers  

 Staff and administrators work well together  

 The local community is involved in the school  

ii. Developing the School for All 

 All new staff are helped to settle into the school  

 The school seeks to admit all students from its locality  

 The school makes its buildings physically accessible to all people  

 All new students are helped to settle into the school  

 The school arranges teaching groups so that all students are valued  

iii. Organizing support for diversity 

 All forms of support are coordinated  

 Staff development activities help staff respond to student diversity  

 “Special educational needs” policies are inclusion policies  

 Support for those learning English as a second language is coordinated with 

 learning support 

 Behavior support policies are linked to curriculum development and learning 

 support policies 

 Pressures for disciplinary exclusion are decreased  

 Barriers to attendance are reduced  

 Bullying is minimized  

iv. Orchestrating learning 

 Teaching is planned with the learning of all students in mind  

 Lessons encourage the participation of all students  

 Lessons develop an understanding of difference  
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 Students are actively involved in their own learning  

 Students learn collaboratively  

 Assessment contributes to the achievement of all students  

 Classroom discipline is based on mutual respect  

 Teachers plan, teach and review in partnership  

 Teachers are concerned to support the learning and participation of all 

students  

 Teaching assistants support the learning and participation of all students  

 Homework contributes to the learning of all  

 All students take part in activities outside the classroom  

v. Mobilizing resources 

 Student difference is used as a resource for teaching and learning  

 Staff expertise is fully utilized  

 Staff develop resources to support learning and participation  

 Community resources are known and drawn upon  

 School resources are distributed fairly so that they support inclusion  

 

5.2.4 Lead Teachers, School Teams, and Collegial Circles 

The steps outlined in a program to promote inclusion are based on Margaret Wheatley’s 

“Emergence Theory”. This theory states that large scale change happens when networks 

of relationships form among people who share a common cause and vision of what is 

possible. As these networks become stronger they become a “system of influence” – a 

powerful cultural shift that greatly influences behaviors and defines accepted practices. 

(Wheatley & Frieze, 2007) 

 

Step One 

The first step in creating a “system of influence” for inclusion is to ensure that a “lead 

teacher” exists in interested schools. It would be ideal if the lead teacher selected is a 

general educator since the goal of the program is to promote inclusion throughout the 

entire school. Selecting a specialist teacher as the lead may create a view that inclusion is 

a special education issue. 

 

Step Two 

The lead teacher will receive professional development in the areas of inclusion and 

differentiation of instruction, and will be provided with materials so that he or she can 

return to their school and educate the teaching staff. The knowledge staff gains through 

the lead teacher will result in further interest in inclusion among staff. With a general 

understanding of an inclusive school philosophy, the staff will be in a better position to 

evaluate the extent to which they and their school are following inclusive practices, and 

whether or not inclusion should be a part of their professional growth plan and/or school 

development process. 
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Step Three 

Schools interested in further development of inclusive practices will create a school team 

or committee in the area, under the leadership of the “lead teacher”. The team will be 

representative of all stakeholders – administrators, general education teachers, and 

specialists. 

 

Step Four 

The inclusive education team will be responsible for running “teacher reading groups” or 

“collegial circles” that would promote further learning and sharing between teachers. 

Necessary material for the Circles has to be provided to the school teams through the lead 

teachers. Lead teachers will have access to the Itinerant Teachers for Inclusive Education 

through telephone, e-mail, and board mail to receive resources, ask questions, and discuss 

issues arising in their schools. 

 

Step Five 

Individual educators interested in further training in inclusion will access this through the 

short duration training programs offered by the local government. 

 

Key Points 

 Inclusive education differs from previously held impression of ‘integration’ and 

‘mainstreaming’, which liable to be concerned principally with disability and 

‘special educational needs’ and implied learners changing or becoming ‘ready for’ 

or deserving of accommodation by the mainstream. 

 Fully inclusive schools, which are uncommon, no longer discriminate between 

"general education" and "special education" programs. 

 It would be ideal if the lead teacher selected is a general educator since the goal of 

the program is to promote inclusion throughout the entire school. 

 For children with special needs, an inclusive education program provides 

belonging, acceptance and developmentally appropriate practices. 

 Change happens when networks of relationships form among people who share a 

common cause and vision of what is possible. 
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CONCLUSION 
 

Special needs education incorporates verified methods of teaching from which all 

children can benefit; it assumes human differences are normal and that learning must be 

adapted to the needs of the child, rather than the child fitted to the process. The 

fundamental principle of the inclusive school, it adds, is that all children should learn 

together, where possible, and that ordinary schools must recognize and respond to the 

diverse needs of their students, while also having a continuum of support and services to 

match these needs. Inclusive schools are the 'most effective' at building solidarity 

between children with special needs and their peers. 
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6. SELF ASSESSMENT QUESTIONS 
 

1. Suggest any other interventional program that can help inclusion. 

 

2. How will you differentiate between peer tutoring and peer support program? 

 

3. How does assistive technology make inclusive education successful? 

 

4. What interventional program do you think is best for inclusion? 

 

5. What kind of grouping is effective in special class? 

 

6. What kind of SENS should be given special class services?  

 

7. How can a school action plan be developed? 

 

8. What are the salient features of special class approach model? 

 

9. What is regular education initiative search more and elaborate? 

 

10. How can REI cater educational needs of more SENS as compared to special 

education setup? 

 

11. What is meant by collaboration? How can collaboration in main stream classroom 

be helpful?  

 

12. Mainstreaming becomes easier if we have a resource room. What do you think? 

 

13. What professionals are required in the resource room of a mainstream school? 

 

14. How material can augment learning of a special education teacher? 

 

15. What is the rationale of resource room? 

 

16. Briefly describe the benefits of various collaboration models. 

  

17. What is meant by inclusion? 

 

18. What will be the outcome of inclusion if applied in our scenario? 

 

19. What is the role of lead teacher? 

 

20. What steps should be taken to develop inclusive education in Pakistan? 
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INTRODUCTION 
 

Inclusion is a term which conveys assurance to educate each child, to the utmost suitable 

level, in a school and classroom where he or she had otherwise gone that is general 

education. It involves bringing the support services to the child rather than moving the 

child to the services and requires only that the child will benefit from being in the class 

rather than having to keep up with the other students. Full inclusion means that all 

students, regardless of handicapping condition or severity, will be in a regular 

classroom/program full time. Those who support inclusion believe that the child always 

should begin in the regular environment and be removed only when appropriate services 

cannot be provided in the regular classroom.  

 

The aim of inclusive education is to develop, a general education system, to facilitate 

learning environment. The teachers and learners embrace and receive the challenge and 

benefits of diversity. Within an inclusive education approach, learning environments are 

refined where individual needs are met and every student has an opportunity to succeed. 

 

According to UNESCO, inclusive education is seen as “a process of addressing and 

responding to the diversity of needs of all learners through increasing participation in 

learning, cultures and communities, and reducing exclusion from education and from 

within education.”  

 

There were many children with disabilities left unnoticed and deprived of education for 

years. In America, in 1975 the federal Education for All Handicapped Children Act 

(EHA USA) (PL 94-142) was brought into action through law. EHA was a remarkable 

victory for children in special education. However, it offered multiple challenges for the 

community organization related with special education. According to EHA‟s successor 

law, the Individual with Disabilities Education Act (IDEA) two most important 

components of IDEA Free and Appropriate Education (FAPE) and the Least Restrictive 

Environment (LRE) are formulated. The legal requirements of IDEA and the support for 

normalization is “. . . the belief that all individuals with disabilities should be provided 

the opportunity to live as normally as possible in daily society to be full participants in 

social educational and vocational settings.” (Scheffel, 1996)  

 

A free appropriate public education emphasizes special education and related services to 

be designed to meet the unique needs of SENC, to assure that the rights of handicapped 

children and their parents or guardians are protected, to assist State and localities to 

provide for the education of all handicapped children, and to assess and assure the 

effectiveness of efforts to educated handicapped children. (2004) (PL 108-446).  

 

According to IDEA the definition of Least Restrictive Environment (LRE), is that as 

much as possible "…students with disabilities, to the greatest degree possible, must have 

access to the general curriculum and be taught with their nondisabled peers" (Turnbull). 

Hence the Inclusion offers the point of view that all students can learn, and the 

environment, staff, and IEP support that belief. It also means that students who are not 
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eligible for special services will also be facilitated in an inclusive environment. For a 

program of inclusion to be successful it is necessary that it uses a proper strategic 

methodology from identification of special need to social inclusion of child in the school 

environment and society thereafter.  

 

 

OBJECTIVES 
 

After studying the strategies for inclusion you will be able to:   

1. Adapt accommodations and modifications required in the classroom environment  

special Education Need Children in general education classroom 

2. Adapt effective instructional methods to make learning meaningful. 

3. Recognize student’s learning strengths and needs to develop a matching 

individualized educational plan. 

4. Chalk out student’s aptitude for future Potential Areas of Student Progress 

5. Adapt strategies for implementation of Inclusion  

6. Develop further teaching plan based on the evaluation of Student Progress 

7. Accommodate  special Education Need Children in general education classroom 

 

The inclusion strategy is based on two key assumptions. First, student performance in 

school is the product of an interface between the student and the instructional 

environment. Consequently, what happens in a classroom can either minimize the impact 

of students’ special needs on their learning or magnify it, making adaptations necessary 

(Pisha & Coyne, 2001; Smith, 2004). A school heading towards inclusion needs to adopt 

a strategic plan, for accommodating students with special needs in the general education 

classroom. The plan comprise of the following steps: 
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1. IDENTIFY CLASSROOM ENVIROMENT 
 

Fully inclusive schools are uncommon and they do not differentiate between "general 

education" and "special education" programs, instead, these schools are restructured so 

that all students can be made to learn jointly. In the "full inclusion" setting, the students 

with special needs are always educated alongside the students without special needs, as 

the first and desired option while continuation of suitable supports and services.  

 

When we work out to devise strategies for inclusion the foremost consideration is the 

identification of needs. While advancing towards inclusion we need to distinguish the 

exclusionary forces in schools, with a deep vision,  like poor accessibility, teachers’ 

community awareness and attitude towards disability in society and to devise strategies to 

combat these forces.  

 

School must offer access, the physical access (buildings), academic/program access (to 

curriculum and instruction through adaptations and supports), social access (to peers), 

and economic access (to affordable schooling). Physical integration of SENC in schools 

does not equal nor guarantee participation. For meaningful participation in a school and 

to get positive learning outcomes, issues, such as a school environment that gives 

importance to variety in respect to services and students, safe and supportive 

environment, and positive attitudes, are essential components of participation. 

 

The school offering inclusive education needs to have:  

 Facilities that meet the needs of all students, such as separate Toilets for girls and 

accessible ones for wheel chair bound students. 

 Ramps with or without stairs for physically disabled students. 

 A welcoming, healthy, and clean environment. 

 A plan to develop a skilled school staff to teach and deal with SENC. 

 Professionals like occupational therapist, psychologists, speech therapists, which 

can identify and help with the students’ special education needs. 

 processes and procedures in place that help all teachers and teaching staff, parents 

and children to work together to identify and assist with students’ special needs 

 Teamwork among teachers and students/teachers. 

 Links with existing health authorities who provide periodic health examinations for 

children. 

 

1.1 Classroom Environment     
Classroom is the real place in which children join together to be taught with the 

facilitation by a teacher. It may include, for example, formal classrooms in public 

schools, informal learning classes for child workers held under trees, or even home-based 

learning sessions for those children who cannot attend any other learning environment, 

either temporarily or permanently. The strategy aimed to INCLUDE special education 

need children (SENC) is based on two key assumptions; first, student performance in 

school is the result of an interaction between the student and the instructional 
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environment (Pisha & Coyne, 2001; Smith, 2004). Consequently, what happens in a 

classroom either minimizes the impact of students’ special needs on their learning or 

magnifies it, making adaptations necessary. The second key assumption is that by 

carefully analyzing students’ learning needs and the specific demands of the classroom 

environment, teachers can reasonably accommodate most students with special needs in 

their classrooms. You can maximize student success without taking a disproportionate 

amount of teacher time or diminishing the education of the other students in the class 

(Pisha & Coyne, 2001; Smith, 2004). 

 

The ways in which a teacher establishes and maintains order in a classroom are referred 

to as classroom organization (Doyle, 1986). The order in the classroom can be 

maintained by considering all factors that are otherwise become cause of unrest or 

impedance to complete integration. These not only include behavior and attitude of 

fellows but also the physical environment including all related number of factors: 

 Physical infra structure and organization, such as the use of wall and floor space 

and lighting. 

 Classroom schedule for academic and nonacademic activities. 

 Classroom environment or approaches toward individual differences. 

 Behavior management, such as classroom statutes and monitoring. 

 The use of time for instructional and non instructional activities. 

 

Classroom organization strategies can help SENC to be an integral part of the 

environment. These can have real benefits for students with special needs and lead to 

their independence. For example, Hassan is a student who needs adaptations in physical 

organization; he uses a wheelchair and requires wide walkways in the classroom and a 

ramp instead of stairs leading to his classroom. Ali has behavioral difficulties and thus 

would benefit from a behavior management system; he might go to his next class prior to 

the end of each period to eliminate potential opportunities to fight with classmates. He 

would also benefit from an efficient use of time; minimizing transition times or the 

amount of time between activities would eliminate further opportunities for inappropriate 

interactions with his classmates. 

 

The successful inclusive classroom is the one in which:  

 Students are active learners instead of being the passive learners.  

 All students get equal opportunity to participate and learn e.g. the SENC are not 

seated on the back benches or at a recessive place.  

 Students with disabilities are free to learn at their own pace and have 

accommodations and substitutive strategies to meet their unique needs.  

 Students experience success, learning goals are specific, attainable and measurable 

and have some challenge to them. 

 

1.2 Selection of Students for Inclusive Classroom Environment 
Some students with special needs are not good candidates for inclusion many schools 

expect a fully included student to be working at or near grade level, but more 
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fundamental requirements exist: First, being included requires that the student is able to 

attend school. Some students are suggested to be entirely excluded from school because 

of their physical condition and degree of severity of their disability, (for example, due to 

long-term hospitalization), or some are educated outside of schools (for example, due to a 

disability that completely restricts the mobility). These students do not prove to be good 

candidate for inclusion. 

 

Additionally, some students with special needs are poor candidates for inclusion because 

of their effect on other students. For example, students with severe behavioral problems, 

such that they represent a serious physical danger to others, are poor candidates for 

inclusion, because the school has a duty to provide a safe environment to all students and 

staff. 

 

Finally, some students are not good candidates for inclusion because the normal activities 

in a general education classroom will prevent them from learning. For example, a student 

with severe attention difficulties or extreme Sensory Processing Disorders (SPD) might 

be highly distracted or distressed by the presence of other students working at their desks. 

Inclusion needs to be appropriate to the child's unique needs.  

 

Most students with special needs do not fall into these extreme categories, as most 

students do attending the schools, are not violent and do not have severe sensory 

processing disorders, etc. The students that are most commonly included are those with 

physical disabilities that have no or little effect on their academic work  for example 

children with diabetes mellitus, epilepsy, food allergies, paralysis. Students with all types 

of mild disabilities and students whose disabilities require relatively few specialized 

services can be accommodated in inclusive classroom with some modifications and 

adaptations. 

 

1.3 Characteristics of an Inclusive, Learning-Friendly Classroom 

&Traditional Classroom 

 

 TRADITIONAL CLASSROOM 
ENVIRONMENT 

INCLUSIVE LEARNING 
CLASSROOM ENVIRONMENT 

Relationship Distant(the teacher addresses 
students with her back towards 
them)   
No assistant teacher 

Friendly and warm. The teacher sits 
next to and smiles at the child with a 
disability.  
The parent-helper praises this child 
and assists other Children. 

Who is in the 
classroom 

The teacher as well as students 
with quite similar abilities. 
 

The teacher, students with a wide 
range of backgrounds and abilities, 
 And there are other people such as 
parent/helper. 

Seating  
arrangement 

Identical seating arrangements in 
every classroom (all children 
seated at desks in rows; girls on 

Different seating arrangements, such 
as girls and boys sitting together on 
the floor in two circles or sitting 

http://en.wikipedia.org/wiki/Sensory_processing_disorder
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one side of the room, boys on the 
other) 

together at tables in semi circle or U 
shape. 

Learning  
Material 

Textbook, exercise book, 
chalkboard for teacher. 
 

Variety of materials for all subjects 
such as math materials made from 
newspapers, or posters and puppets 
for language class 

Resources The teacher is interacting with 
children without using any 
additional teaching materials. 

The teacher plans a day in advance for 
the class. She involves the children in 
bringing learning aids to the class, and 
these aids must not cost anything. 

Evaluation Standard written examinations Authentic assessment; 
Observations; Samples of children’s 
work over time such as portfolios  

 

1.4 Teachers’ Role in Inclusion  
Underlying the process of inclusion is the postulation that the general classroom teacher 

has strong knowledge and understanding about the needs of different learners, teaching 

techniques and curriculum strategies. Florian and Rouse (2009) state: ‘The task of initial 

teacher education is to prepare people to enter a profession which accepts individual and 

collective responsibility for improving the learning and participation of all children’ (p. 

596). 

 

Savolainen (2009) notes that teachers play an essential role in quality education and 

quotes McKinsey and Company who say: ‘the quality of an education system cannot 

exceed the quality of its teachers’ (p. 16). Studies suggest (e.g. Sanders and Horn, 1998; 

Bailleul et al., 2008) that the quality of the teacher contributes more to learner 

achievement than any other factor, including class size, class composition, or 

background. 

 

Therefore the need for ‘high quality’ teachers equipped to meet the needs of all learners 

becomes evident to provide not only equal opportunities of learning for all, but also 

education for an inclusive society. Reynolds (2009) says that it is the knowledge, beliefs 

and values of the teacher that are brought to bear in creating an effective learning 

environment for pupils, making the teacher a critical power in education for inclusion and 

the development of the inclusive school. 

 

A “teacher” is any individual who systematically guides a child’s learning within a 

specific formal or non-formal learning environment. The teacher is the one who 

understands the minds of the learners and bring permanent change in behavior through 

learning. The climate of the classroom changes with the attitudes, moods and behavior of 

the teacher. In the process of including SENC teacher plays the key role for transference 

of knowledge and this goal can be attained if the teacher processes the following 

characteristics:  
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 Belief: The teacher believes that all children, girls, poor or wealthy children, 

language and as well as disabled children—can learn. 

 Involvement: The teacher is involved in locating school-age children who are not 

in school to see that they get education. 

 Strong Knowledge base: The teacher possesses the Knowledge about 

conditions/diseases that cause physical, emotional, and learning disabilities. He can 

help and train unhealthy students to get proper care. 

 Skills: The teacher has the skill to impart learning and modify manners of the 

pupil. 

 Power: The teacher has the power to influence and bring attitudinal changes in the 

diverse population of the classroom then school and then at society level. 

 

The teacher has the content to impart to the diverse students by adapting techniques and 

using methodologies. Above discussion reveals that the teacher is the major component 

of the classroom structure as he has to implement learning strategies to literate and 

educate the variety of students with uneven levels of learning. 

 

1.5 The Student 
The terms “student,” “learner,” or “pupil” refer to anyone who is participating in formal 

or non-formal learning.  Students in an inclusive classroom are generally placed with 

their chronological age-mates, regardless of whether the students are working above or 

below the typical academic level for their age. Children of same age group with each 

other easily therefore same age pupils show belongingness to each other and support each 

other through peer ship and friendships.  

 

Inclusive education is directed towards complete inclusion of SENC in community. The 

teachers often look after a relationship between a student with special needs and a same-

age student without a special educational need.  In inclusive schools another common 

practice is to accompany a student with special needs at all times for example in the 

cafeteria, on the playground, on the bus and so on. This is used to make all  students 

realize that a diverse group of people make up a community, that no one type of student 

is better than another, and to remove any barriers to a friendship that may occur if a 

student is viewed as "helpless." Such practices reduce the chance for superiority among 

students in later grades and encourage cooperation among diverse groups. Classroom is a 

small community and this community gives shape to the society. It is a platform where 

early milestones of societal attitudes and behaviors towards inclusion are laid down. 

 

In schools a number of techniques are used to construct communities through 

classrooms: 

 Using events intended towards fabrication of a society.  

 Involving students in solving problems. 

 Sharing songs and books that teach moral and community values. 

 Openly dealing with individual differences by discussion.  

 Assigning classroom jobs that make a community.  
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 Teaching students to look for ways to help each other.  

 Using activities and equipment to let every child fully participate in the class 

schedule. 

 Utilizing physical therapy equipment such as standing frames, so students who 

typically use wheelchairs can stand when the other students are standing and more 

actively participate in activities.  

 Focusing on the strength of a student with special needs.        

 Encouraging students to take the role of teacher and deliver instruction (e.g. read a 

portion of a book to a student with severe disabilities) 

 

1.6 Classroom Grouping  
Teachers use a variety of classroom grouping arrangements. Sometimes they teach the 

whole class at once, as when they lecture in a content area such as social studies. Other 

times teachers may employ small-group or one-to-one instruction. For example, they may 

teach a small group of students who have similar instructional needs, such as a group of 

students who all require extra help on multiplication facts, or an individual student who 

needs extra help with an English assignment. Teachers may also group students of 

differing interests and abilities in an effort to foster cooperative problem solving and/or 

peer tutoring. Students respond differently to these types of groupings. For example, 

Ahmad needs adaptations in classroom grouping in order to succeed; he might do better 

in a small group in which other students read assignments aloud so that he can participate 

in responding to them. 

 

 

2. CURRICULUM AND INSTRUCTIONAL NEEDS 
 

The term curriculum is used in a number of different ways by parents and educators. 

Some see curriculum as the "academic material that is used to teach children in school." 

Others view it as educator guidelines and student activities that can be acquired from any 

number of curriculum publishers. Teachers themselves use the term in different ways 

depending on their views and needs. In any school staff room one may hear statements 

about curriculum such as the following: 

 

Webster's concisely defines curriculum as, “A course of study offered by a school” 

(Webster's II New Riverside Dictionary, 1984 p176). Curriculum is also often referred to 

as learning content, activities, and structures as experienced by students. Ronald C. Doll, 

in his book, Curriculum Improvement: Decision Making and Process, goes further, 

stating that “The curriculum of a school is the formal and informal content and process 

by which learners gain knowledge and understanding, develop skills, and alter attitudes, 

appreciations, and values under the auspices of that school” (Doll, 1996 p15).  

 

It is this last definition which seems most useful to educators who wish to affect and 

improve student learning. Partially this is because it lacks the vagueness that many 

definitions have, and partially it is because curriculum, as Doll has defined it, can have 

http://www.multiage-education.com/russportfolio/curriculumtopics/bibliography.html#websters
http://www.multiage-education.com/russportfolio/curriculumtopics/bibliography.html#doll
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outcomes that may be measured, allowing for the curriculum to be acted upon and 

improved. 

 

The above description reflects that curriculum is a design of study with focused outcomes 

that reflect the kind of society that we want and desire to build. The curriculum therefore 

should be solidly grounded on a wide interpretation of the demands and expectations of 

society, as well as the key definitions of the role of education in society. As it directs 

towards the societal change the inclusive curriculum development should therefore be 

seen as a continuous process and closely entwined with social inclusion. 

 

It should ensure both equity and quality. This allows education systems to effectively 

respond to learners’ diversities and consequently better sustain education for all in the 

long-term. The lifelong learning approach to the organization of curriculum may serve as 

the integrative aspect that links the different forms and types of learning.  

 

2.1 The Relationship between Curriculum and Instructions 
Instruction is the formation and execution of purposefully developed plans for the 

teaching of curriculum content. It is what teachers often concisely refer to as "planning" 

and "teaching." The association between curriculum and instruction is so close that 

"curriculum and instruction" is frequently spoken as if it were one word. With curriculum 

being the content of what is taught along with an overall process of how that content is to 

be taught, and instruction being the more detailed plans and the way those plans are 

implemented in order to teach the curriculum content, it becomes easy to understand that 

the two must be compatible in order to maximize student learning. 

 

As a teacher, each day you enter your classroom or other instructional setting and face the 

challenge of how to best facilitate learning for all the children in your class: boys and 

girls of all races, religions, colors, national origins - and talents, personalities, learning 

styles/needs, and skills. Teachers consent that every class symbolizes an extremely varied 

group of learners, each of whom has a wide variety of strengths and needs; nearly every 

class includes one or more children who have an individualized education program (IEP). 

 

The Individual Education Program (IEP) is a written plan/program developed by the 

schools special education team with input from the parents and specifies the student’s 

academic goals and the method to obtain these goals. The plan also identifies transition 

arrangements. The law expects school districts to bring together parents, students, general 

educators and special educators to make important educational decisions with consensus 

from the team for students with disabilities; those decisions will be reflected in the IEP.  

 

The IEP will focus only on the areas that are affected by the disability (ies). The IEP will 

provide a focus for the student’s learning and specify a specific timeframe. It will reflect 

high expectations for the student. The IEP should reflect as much as possible what the 

student’s peers are learning and doing. The IEP will identify supports and services the 

student needs for success. (Sue Watson, 1991) 
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In America inclusion remains the program of choice and mandates from IDEA 2004 

provide for accessing the general education curriculum in the least restrictive 

environment (LRE) for students with disabilities, teachers in inclusive classrooms are 

challenged to align curriculum content and activities to meet the individual needs of a 

variety of diverse learners in their classrooms. In the 1970s curricular modifications were 

introduced for children with disabilities as well as those who were gifted and talented; the 

1980s addressed learning styles and multiple intelligences; the 1990s explored the use of 

essential questions and; now, in the 21st century differentiated instruction conceived that 

appears to be a combination of all three. 

 

As identified in the literature, differentiated instruction is student centered and focuses on 

the learner to determine student readiness, interest, and learning profile (Tomlinson, et 

al., 2003). Student abilities and learning styles drive content, process, and product forcing 

many teachers to change their teaching styles and the way they manage their classrooms. 

By adjusting the material that is taught (content), encouraging critical thinking (process), 

and providing a variety of opportunities for students to demonstrate what they have 

learned (product), more students including students with learning disabilities will have 

the chance to achieve academic success in the classroom (Smutny, 2003; Lewis & Batts, 

2005).  

 

Highlighting significant features of content requires adapting lesson materials in such a 

way as to identify for the learner content that is most essential. Advance or post-

organizers, presentation of new vocabulary words in boldface, highlighted key words in a 

reading passage, acronyms, and summaries of main ideas represent a few commonly used 

adaptations of this sort.  

 

Multiple modality materials can be designed that appeal to kinesthetic and tactile sensory 

systems, in contrast to materials that appeal only to visual or auditory processes. For 

example, learners physically walking a route of colored tape on the floor to learn the path 

of blood flow from the heart instead of studying a colored diagram in a book, or signing 

with hand gestures as they learn newly introduced language concepts.  

 

Alternate instructional materials will sometimes necessarily be selected for their 

durability or safety features, in consideration of a learner's physical coordination or motor 

skills. In the science lab, a plastic beaker or dish might be utilized instead of their fragile 

counterparts, or a learner might be provided with a soft book, or book with laminated 

pages, instead of a traditional text. Curricular adaptations allow a learner to use her 

current skill range and participate, at least partially, in a general education instructional; 

activity, while prompting the acquisition of new skills. 

 

2.2 Collaboration  
Teachers are key partners in curricular development and implementation and must be 

involved in all aspects and at all levels. Teacher education curricula (pre-service and in-

service), and more generally teachers’ professional development, must be reviewed to 

prepare teachers for an inclusive education system. Appropriate resources and materials, 
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strong networks, as well as community and institutional support are all essential in 

supporting teachers. 

 

Teacher education has become a focus for UNESCO and other agencies in recent years–

Member States should “train teachers by equipping them with the appropriate skills and 

materials to teach diverse student populations and meet the diverse learning needs of all 

different categories of learners through methods such as professional development as the 

school level, pre-service training about inclusion, and instruction attentive to the 

development and strengths of the individual learner.”(ICE Conclusions and 

Recommendations, UNESCO-IBE 2008) 

 

Practical educational approaches towards inclusive education initiate when a student is 

being assessed to be selected for inclusion. The general education teacher along with 

other professionals including special education teachers, school psychologists, 

counselors, speech/language therapists, social workers, physical & occupational 

therapists, administrators, paraprofessionals, and other specialists, evaluate the student’s 

strengths and need devise the individualized educational plan and formulate techniques 

for instructions. To make inclusion effective and successful. Collaboration is working in 

a group in a way that all members of the group contribute equally. Friend and Bursuck 

(1999/1996, p. 71) say that collaboration is how people work together, not what they do. 

Collaboration can be found in many forms, from a team meeting to sharing teaching 

responsibilities. 

 

2.3 Collaborative Consultation 
Collaborative Consultation is a practical educational approach in which general and 

special educators assess student needs, academically and socially, and work together to 

plan and evaluate instruction. The general educator delivers the instruction. 

 

2.4 Collaborative Teaching 
Collaborative teaching is a proactive educational approach in which general and special 

educators and related service providers work in a coactive and coordinated fashion to 

jointly assess, plan for, teach, and evaluate academically and behaviorally heterogeneous 

groups of students in an educationally integrated setting (i.e. regular classroom). 

 

2.5 Instructional Support Team 
An Instructional Support Team (IST) is a team of professionals who support classroom 

teachers' efforts to assist struggling learners. The mission of instructional support is to 

provide students who are at risk of school failure with the necessary academic, 

behavioral, communication, and/or social supports to succeed in school. This effort is 

accomplished through collaborative school-based teams in which the shared expertise of 

team members is focused on empowering teachers to meet the individual needs of 

students. A well-trained and committed IST precludes the need for special education 

classification for some students and facilitates the inclusion of students who required 

special education services in general education classrooms. The intended outcome of IST 

is a more instructionally responsive school for students and teachers alike. Effective ISTs 
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consist of an administrator, general educators, a special educator, the school psychologist, 

a guidance counselor, and additional support personnel such as a reading specialist or the 

school nurse. A full-time Instructional Support Teacher leads the team. 

 

2.6 Child Study Committee 
A Child Study Committee is a team that functions within general education to enable 

school personnel, and others as appropriate, to meet the needs of individual children who 

are having difficulty in the educational setting. The committee reviews records and other 

performance evidence of children who are referred. The committee identifies and 

recommends strategies to address the child’s learning, behavior, communication, or 

development needs. Referral to a Child Study Committee is not a required step prior to or 

after referral for a special education evaluation, and is not a required step to modify 

services, conduct an evaluation or terminate services for children in special education. 

 

2.7 Individualized Education Program Team 
An IEP team is a team that gathers to develop or revise the Individualized Education 

Program (IEP) for a student with disabilities who receives special education. An IEP is 

developed within 30 calendar days of the date of the initial determination of eligibility for 

special education and related services, and must be revised at least once a year thereafter. 

The team will also review the student’s eligibility for services every three years. An IEP 

Team should consist of the Administrator of Special Education or designee, the parent(s), 

a general and special educator if the student is or will be taught by both, and the student, 

if s/he is 14 years of age or older. 

 

2.8 Implementation of the Team Approach 
Implementation of the trans-disciplinary teaming model requires training in collaboration 

and team teaching techniques. Regularly scheduled, frequent (at least weekly) time for 

planning and reviewing progress, solving problems, and discussing different approaches 

and instructional strategies is essential. There is a need to teach strategically, providing 

support groups or individualized additional instruction for students who need more time 

to practice facts, or who could benefit from enrichment or an extension of the curriculum. 

Meeting individual needs for methods or materials based on their particular learning style 

and/or strengths will help students build successful learning experiences.  

 

In the ideal teaming situation, teachers share, in planning, presenting lessons, and 

checking assignments. In inclusive classroom there is a teacher and a special education 

teacher so it is very important that students as well as teachers view classroom teacher 

and special educators as teachers, rather than one as a teacher, the other as a helper. 

Professionals share personal and professional strengths, and appreciation for each other’s 

expertise. Both teachers assume responsibility for instruction and for all students, 

including sharing success and frustrations, planning, evaluating, and problem solving. 

The teachers move back and forth between direct and indirect support. This system helps 

improve instruction by working collaboratively with strengths, joint efforts to solve 

problems, generation of creative methods, and reduction of professional isolation, 
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increased understanding of roles of different professionals, and a reduction of the stigma 

of special education (Pugach & Johnson, 1995). 

 

For Example: Mathematics teachers are the specialists in mathematics, particularly in 

middle school and high school. Once a student masters basic concepts, including the 

Nemeth Code, then the mathematics teacher should teach mathematics, while the teacher 

of visually impaired students is responsible for teaching any new code information, and 

transcribing materials into Braille, raised line drawings, and tactile graphics. Each uses 

his or her particular expertise, working closely together to facilitate learning. In high 

school, while co-planning and teaching may be impractical, it is vital that the special 

educator facilitate an ongoing system for communication with the mathematics specialist. 

This may take the form of memos, telephone contact, regularly scheduled tutoring 

sessions, or perhaps assistance from the teacher of visually impaired students in the 

administration and evaluation of tests. 

 

2.9 Advantages of the Team Approach Strategy 
Inclusive education is teaming, teaming of various professional skills in a teacher by 

availability of experts’ guidance to teachers and parents and regular monitoring of the 

advancement according to IEP. Many professionals believe that the trans-disciplinary 

teaming model, with integrated special services occurring during the regular program in 

the regular classroom, is the most successful way of delivering instruction. In this model, 

everyone collaborates and works on similar goals, sharing responsibility for assessment, 

planning, sharing of information, problem solving, and decision-making. Experts in each 

area are responsible for reporting and monitoring progress in goals most related to their 

area of specialization, as well as “role release”, or training of other team members in the 

best practices of their specialized area as they apply to an individual student. 

 

Inclusion in the regular classroom provides a continuity of curriculum for the student, 

with fewer interruptions in the day. The student can readily compare his or her skill level 

and achievement to that of his or her peers. Instruction in compensatory skills, such as the 

use of adaptations or assistive technology, is more effective and generalized when taught 

within the regular curriculum, in regular classroom activities. In addition, when a student 

attends his or her neighborhood school, he or she is more likely to be a part of the greater 

community, participating in community activities where functional application of skills 

will take place. 

 

When a student is enrolled in mainstream classes, both special and general educators 

have increased opportunities to observe academic and social progress in order to make 

valid comparisons with peers, ensuring that the student’s development is age appropriate 

and matches his abilities. It is the ideal way to determine if the student is using time and 

assistive devices appropriately. There is the opportunity for teachers to combine expertise 

in order to teach more effectively. 

 

Inclusion eliminates the problem of quality of mathematics instruction from a special 

education teacher, and reduces the issues created when a mathematics teacher is not 
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versed in accommodations and adaptations for blind students. At the elementary level, 

inclusion also eliminates the inconvenience, to the classroom teacher, of having to send 

the student out of the classroom for mathematics instruction at important times of the 

day. This is particularly important when the schedule changes and the student miss a 

different class activity in order to receive mathematics instruction. 

 

Key Points 
Effectively designing curriculum adaptations represents one approach to teaching that 

may not require a substantial amount of additional work on a teacher's part, though it 

certainly represents a different way of teaching.  

 

Adapting the curriculum to meet the needs of diverse learners involves differentiating 

instruction to provide all learners with a variety of ways to process information and 

demonstrate what they have learned, in order to "match" the way in which each 

individual learns most effectively and efficiently. The teacher in inclusion realizes that 

although all the students are sitting in the same room but they all are not in the same 

place in learning. 

 

Activity:  

 After reading the introduction and class room adaptations, do you think SENC can 

be accommodated in general schools of Pakistan.    

 Arrange steps for inclusion of SENC in your classroom after reviewing the unit 5.1. 

 Identify the key elements of a general classroom environment to develop a match 

with the needs of SENC. 

 Thoroughly reading unit 5.1 enables to understand the concept of inclusion and 

adaptations, write down some strategies that can be implemented in general schools 

of Pakistan for successful inclusions. 

 Search the history of inclusive education in Pakistan. 

 Along with the environment the instruction also has to be considered for 

accommodation of SENC in general education what could be the best way to  

impart such skills and knowledge in the teacher. 

 

 

3. STUDENT LEARNING STRENGTHS AND NEEDS 
 

3.1 Individualized Education Plan  
Recalling the previous discussion on IEP in curriculum and instructional needs you must 

have realized that each student is on a distinctive pathway of advancement in learning. 

Even though it is already determined what the student is anticipated to attain at various 

areas and levels during their progress in learning but  there are constant individual 

differences regarding their  ability and in their path and pace of development.  No matter 

what level a student has accomplished, it is significant that teachers are well acquainted 

what they already know, and can manage and build on their skills, in any provided 

learning milieu. The Strengths and weaknesses of a student’s include their specific skills 
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or study habits which need to be measured to develop accommodation strategies for rapid 

and expected progress.  The methods used for strength and need assessment are based on 

curriculum based measurements (CBM). The CBM, the prevailing examination system is 

most widely used tool for evaluation of gain a student has made in learning process and 

whatever could not be achieved (Jim Wright Syracuse (NY) City Schools). The review of 

unaccomplished learning goals and outcomes could be due to the strengths and 

weaknesses of students, curriculum and teaching methodology. 

 

In the process of inclusion the student with special needs are assessed multiple times for 

their strengths and probable needs. Strengths of a SENC include all their abilities that can 

be used to bring outcome of the efforts made to teach them jointly with children without 

disabilities. There are diverse areas that have to be identified for potential strengths 

including physical abilities, learning abilities and behavior. When a child is shifted from 

a dual system of mainstream education and special education to a system that takes 

responsibility for all students that is inclusive education, taking a strengths-based 

approach to fulfill the needs of students with diverse learning needs and placing the 

emphasis on what students can do, rather than the limitations of their diagnosed condition 

is required in inclusion. Usually the students with special needs admitted in the school 

with a diagnosis that is necessary for the provision of facilities as per policy and planning 

the IEP. It is suggested to identify students’ strengths and their probable needs to 

accomplish the learning goal. The areas of need of a SENC could include the academic 

skills like Comprehension, Oral Language, Reading, Written Work and Mathematics, 

Motor Skills, Social Skills and Behavior Skills. 

 

Considering the needs mentioned above, while planning inclusion we need to change the 

focus from altering the student to altering the student’s environment so that barriers are 

reduced and students have the supports they need to be successful. Students with special 

needs are assessed to determine their specific strengths and weaknesses. Placement, 

resources, and goals are determined on the basis of the student's needs. Accommodations 

and Modifications to the regular program may include changes in curriculum, 

supplementary aids or equipments, and the provision of specialized physical adaptations 

that allow students to participate in the educational environment to the fullest extent 

possible according to the student’s strengths and needs. Students may need help, to 

access subject matter, to physically gain access to the school, or to meet their emotional 

needs. For example, if the assessment determines that the student cannot write by hand 

because of a physical disability, then the school might provide a computer for typing the 

assignments, or allow the student to answer questions orally instead. If the school 

determines that the student is severely distracted by the normal activities in a large, busy 

classroom, then the student might be placed in a smaller classroom such as a resource 

room. 

 

Different instructional techniques are used for some students with special educational 

needs. Instructional strategies are classified as being either accommodations or 

modifications.  

 

http://en.wikipedia.org/wiki/Resource_room
http://en.wikipedia.org/wiki/Resource_room
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3.2 Accommodation 
An accommodation is a reasonable adjustment to teaching practices so that the student 

learns the same material, but in a format that is accessible to the student. 

Accommodations may be classified by whether they change the presentation, response, 

setting, or scheduling. For example, the school may accommodate a student with visual 

impairments by providing a large-print textbook; this is a presentation accommodation. 

 

Examples of accommodations:  

 Response accommodations: Typing homework assignments rather than hand-

writing them (considered a modification if the subject is learning to write by hand). 

Having someone else write down answers given verbally.  

 Presentation accommodations: Listening to audio books rather than reading printed 

books. Agencies like Recording for the Blind and Dyslexic in America and RNIB 

National Library Service in the UK offer a variety of titles on tape and CD. These 

may be used as substitutes for the text, or as supplements intended to bolster the 

students' reading fluency and phonetic skills. Similar options include designating a 

person to read text to the student, or providing text to speech software. (Considered 

a modification if the purpose of the assignment is reading skills acquisition). 

Designating a person to take notes during lectures. Using a talking calculator rather 

than one with only a visual display.  

 Setting accommodations: Taking a test in a quieter room. Moving the class to a 

room that is physically accessible, e.g., on the first floor of a building or near an 

elevator. Arranging seating assignments to benefit the student, e.g., by sitting at the 

front of the classroom.  

 Scheduling accommodations: Students may be given rest breaks or extended time 

on tests (may be considered a modification, if speed is a factor in the test).  

 

3.3 Modification 
A modification changes or adapts the material to make it simpler. Modifications may 

change what is learned, how difficult the material is, what level of mastery the student is 

expected to achieve, whether and how the student is assessed, or any another aspect of 

the curriculum. For example, the school may modify a reading assignment for a student 

with reading difficulties by substituting a shorter, easier book. A student may receive 

both accommodations and modifications. 

 

Examples of modifications: 

 Skipping subjects: Students may be taught less information than typical students, 

skipping over material that the school deems inappropriate for the student's abilities 

or less important than other subjects. For example, students whose fine motor skills 

are weak may be taught to print block letters, but not cursive handwriting.  

 Simplified assignments: Students may read the same literature as their peers but 

have a simpler version, for example Shakespeare with both the original text and a 

modern paraphrase available.
[24]

  

http://en.wikipedia.org/wiki/Large-print
http://en.wikipedia.org/wiki/Penmanship
http://en.wikipedia.org/wiki/Audio_book
http://en.wikipedia.org/wiki/Recording_for_the_Blind_and_Dyslexic
http://en.wikipedia.org/wiki/RNIB
http://en.wikipedia.org/wiki/RNIB
http://en.wikipedia.org/wiki/Text_to_speech
http://en.wikipedia.org/wiki/Reading_skills_acquisition
http://en.wikipedia.org/wiki/Calculator
http://en.wikipedia.org/wiki/Elevator
http://en.wikipedia.org/wiki/Block_letters
http://en.wikipedia.org/wiki/Cursive
http://en.wikipedia.org/wiki/Special_education#cite_note-23
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 Shorter assignments: Students may do shorter homework assignments or take 

shorter, more concentrated tests, e.g. 10 math problems instead of 30.  

 Extra aids: If students have deficiencies in working memory, a list of vocabulary 

words, called a word bank, can be provided during tests, to reduce lack of recall 

and increase chances of comprehension. Students might use a calculator when other 

students are not.  

 Extended time: Students with lower processing speed may benefit from extended 

time in assignments and/or tests in order to comprehend questions, recall 

information, and synthesize knowledge.  

 

Educational policies permit some degree of accommodation for students with special 

needs, and special provisions are usually made in examinations which take place at the 

end of formal schooling.  

 

In addition to how the student is taught the academic curriculum, schools may provide 

non-academic services to the student. These are intended ultimately to increase the 

student's personal and academic abilities. Related services include developmental, 

corrective, and other supportive services as are required to assist a student with special 

needs and includes speech and language pathology, audiology, psychological services, 

physical therapy, occupational therapy, counseling services, including rehabilitation 

counseling, orientation and mobility services, medical services as defined by regulations, 

parent counseling and training, school health services, school social work, assistive 

technology services, other appropriate developmental or corrective support services, 

appropriate access to recreation and other appropriate support services. In some 

countries, most related services are provided by the schools; in others, they are provided 

by the normal healthcare and social services systems. 

 

As an example, students who have behavioral challenges, autistic spectrum disorders, 

poor impulse control, may learn self-management techniques if they are kept closely on a 

comfortable and easy but predictable schedule .giving extra cues to signal the activities 

also help them to modify the behavior.  

 

3.4 Assistive Technology 
Assistive technology is defined as technological tools that allow individuals with special 

needs reach their goals using their own abilities Examples include talking word 

processors, specialized keyboards, communication devices, arm and wrist supports, 

amplified telephone handsets, screen magnifiers, and environmental controls. One of the 

many benefits of assistive technology is the potential to assist in integrating students into 

inclusive settings. Assistive technology is defined as “any item, piece of equipment or 

product system, whether acquired commercially off the shelf, modified, or customized, 

that is used to increase, maintain, or improve functional capabilities of individuals with 

disabilities” . 

 

As a separate educational system, inclusion follows multiple and variety of ways, but 

most often it starts with the general education curriculum as a base and modifies it to fit 
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the expected performance levels of the students. Most of the modifications are 

accomplished by adapting instruction; for example, devising new ways of teaching 

reading (Fernald method or the Gillingham approach) and mathematics (Cuisenaire rods, 

abacas, etc.) or new materials, and not by modifying the content itself. 

 

Key Points 
In short an inclusive education program should be customized to deal with each 

individual student's distinctive needs. Teachers are trained with in inclusive education, 

should have deep insight of students potential areas of strengths and his needs so that  

they can provide a continuum of services, in which students with special needs receive 

services in varying degrees based on their individual needs. Special education programs 

need to be individualized so that they address the unique combination of needs in a given 

student and considering his present capabilities. The whole school system should be 

Working together to support students in schools  specifying to  their needs, which may 

not be exclusively educational services rather a collaborative most logical training 

provided in natural setting, thus “wrapping” around the student and training him for 

social adjustment. 

 

There exists a current need for teachers to have additional skills and abilities in 

technology, specifically concerning the special needs student and assistive technology. 

This need extends to all teachers, not just special education teachers, as all teachers are 

now likely to have students with disabilities. 

 

Activity 

 List a few things about school that were easy for you and few things that are 

difficult or you wanted to get better at during your school age. 

 Prepare a small questionnaire to find out the strengths and weaknesses of your class    

fellows.  

 In your school time you must have had class fellows with poor eye-sight, how do 

you that interfered in the learning process of that fellow? 

  How do you modify your house to make it comfortable? 

 How do you make adaptations to accommodate your old age guests in your house? 

 Can you identify some assistive technologies for people with difficulty in walking, 

seeing and hearing?  

 

 

4. POTENTIAL AREAS OF STUDENT PROGRESS  
 

This step of inclusion strategy emphasizes, analyzing students’ strengths, building an IEP 

in view of the instructional demands and checking for activities or tasks students can do 

successfully. Success enhances student self-image and motivation. Look for strengths in 

both academic and social-emotional areas. Reading the “Current Levels of Performance” 

section of the IEP is a good way to begin identifying a student’s strengths. For example, a 

SENC doesn’t read fluently but can draw skillfully. In social studies, this child can be the 
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class cartographer, drawing maps for each region of the world as it is studied. A child 

who has mild intellectual disability and learns very slowly, but always comes to school 

on time can be appointed as attendance monitor by the teacher. A child having attention 

deficit–hyperactivity disorder, is failing all classes in school, and is beginning to become 

difficult to handle at home. But the parents and teachers have noticed, however, that the 

child is able to identify personal strengths, has a good sense of humor, and can enjoy a 

hobby. This child’s positive interests can be supported by enrolling him in the school 

band. 

 

When used appropriately, high stakes tests can help promote students’ learning and equal 

opportunity in the classroom by defining standards of achievement and helping school 

officials identify areas for additional or different instruction. Single test scores should not 

be used to make high stakes decisions for promotion, tracking or graduation. 

 

If we review the section 5.2 of this unit we will be able to focus on stronger areas that can 

be utilized to get progress in learning. To support the students in inclusion academically 

in and out of school, administrators, teachers, and families need to have a shared 

understanding of their children’s learning strengths. To work to build upon the strengths 

of the SENC his stronger academic area has to be identified by finding out the present 

level through curriculum based measurement system.  

 

4.1 Present Level of Performance 
IDEA requires that each IEP must include a statement of the child’s present levels of 

academic achievement and functional performance. That’s why this part of the IEP is 

commonly referred to as the “present levels statement.” IDEA states that each child’s 

IEP must contain… 

 

(1) A statement of the child’s present levels of academic achievement and functional 

performance, including (i) How the child’s disability affects the child’s involvement and 

progress in the general education curriculum (i.e., the same curriculum as for nondisabled 

children); or(ii) For preschool children, as appropriate, how the disability affects the 

child’s participation in appropriate activities… 

 

What is meant by present levels of academic achievement and functional performance? 

Let’s take a closer look; the “present levels” statement is crafted by considering the areas 

of development in which a child with a disability may need support. These are roughly 

divided into the two areas of development: academic and functional.  

 

4.2 Academic Achievement 
“Academic achievement” generally refers to a child’s performance in academic areas 

(e.g., reading or language arts, math, science, and history). When talking about 

“academic achievement,” we’re talking about the academic subjects a child studies in 

school and the skills the student is expected to master in each: reading and language arts, 

writing, math and the various skills expected there, science, history, and so on. The 

academic achievement and performance of every child varies according to his individual 
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difference and circumstances therefore the assessment of academic skill will be affected 

by child’s disability. The present level statement describes the level of performance in 

particular area. 

 

4.3 Functional Performance 
Functional performance refers to the routine activities of everyday living. The range of 

functional skills is as varied as the individual needs of children with disabilities” But we 

can understand that “routine activities of everyday living” refer to skills and activities of 

daily living skills such as: 

 dressing, eating, going to the bathroom;  

 social skills such as making friends and communicating with others;  

 behavior skills, such as knowing how to behave across a range of settings; and  

 Mobility skills, such as walking, getting around, going up and down stairs.  

 

All of these types of skills are important to consider when writing the child’s “present 

levels” statement, asking questions such as: Where does the child stand in terms of 

functional performance? How does the child’s disability affect functional performance 

and, from there, his or her involvement and progress in the general education curriculum? 

As with academic achievement, consideration of a child’s functional performance is 

highly individualized. 

 

When all is said and done, then, the IEP team must talk about the impact of the child’s 

disability on his or her ability to learn and do the kinds of things that typical, nondisabled 

children learn and do. This is the information that is then included in the IEP as the 

“present levels” statement. 

 

Examples 
Keep in mind the aforementioned text and this example will further help to understand 

the present level. The non-verbal child with physical disability uses many ways to 

communicate including: gestures, facial expression, eye gaze, vocalizations, word 

approximations, head nods for yes, head shakes for no, and use of a Dynavox 3100 

augmentative communication device which she accesses with a head switch. This 

scenario describes the present level of functioning of the child in functional 

communication, whose present level of physical function is very limited and the 

comprehension is intact. This child also wants to convey his needs and demands which 

she does with the Dynavox 3100 using a switch controlled by the head. 

 

Child with preferred auditory memory understands and remembers what he hears about a 

subject. Learning by reading or looking at pictures is difficult for him and doesn’t work 

as well. Some children level of learning is at an imitation stage therefore they imitate 

other children and learn from them.  

 

A child who uses context cues and picture cues to help him understand what he is reading 

and presently his performance in basic reading and writing is significantly below his 

ability. He makes errors when he reads and has trouble decoding long words, but the 
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assessment shows his comprehension skills are strong. Therefore his IEP should contain 

objectives, activities and assistive needs as per his present level of performance. 

 

The information for a child’s present levels of performance can be gathered at the time of 

admission or evaluations. If the child is new to special education, the information used to 

craft the “present levels” statement will come from the tests and observations done during 

the child’s evaluation for eligibility. If the child’s IEP is being revised, the information 

may come from evaluations done during the year. Teachers and others who work with the 

child may offer information gained during the child’s day-to-day school routine. Parents 

also share information that help shape the child’s “present levels” statement. 

 

The “present levels” statement is intended to comprehensively describe a child’s abilities, 

performance, strengths, and needs. It is based on, and arises out of, all the information 

and data previously collected and known about the child, most especially the full and 

individual evaluation of the child that must be conducted in accordance with IDEA’s 

evaluation/eligibility provisions on Pg 300.301 through 300.311. A well-written present 

level will describe: 

 The child’s strengths and weaknesses,  

 What helps the child learn,  

 What limits or interferes with the child’s learning,  

 Objective data from current evaluations of the child, and  

 How the child’s disability affects his or her ability to be involved and progress in 

the general curriculum.  

 

A fully developed, well-written “present levels” is the foundation upon which the rest of 

the IEP can be developed to specify appropriate goals, services, supports, 

accommodations, and placement for the child. 

 

Key Points 
The assessment of the disability focuses on what the child can’t do instead of what the 

child can do, these can do areas define progress areas of the student. An IEP of the SENC 

is devised on his potential problem areas but it is mainly based on his progress areas i.e. 

the present functional level in academics and daily living skills. The clear portrait of the 

child drawn based on careful assessment of SENC finding out his present level and 

teaching and training is focused to further strengthen his skills and learning. 

 

Activity 

 What do you think is your present level in English language? 

 Identify the probable strengths of a child with hearing impairment in learning math. 

 Can the comprehension of language of a blind child be equal to his age mates? 
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5. POTENTIAL PROBLEM AREAS 
 

In strategic inclusion student learning needs are reviewed within a particular instructional 

context, and potential mismatches are identified. Children with special needs can have 

multiple problem areas for which either they need adaptation, accommodation or 

assistance. The areas mentioned in 5.2 may be causing failure regression in the academic 

achievement. For example, a SENC has a learning need in the area of expressive writing; 

s/he is unable to identify spelling errors in the written work. This is an academic learning 

need. The language teacher who believes that written expression should contain correct 

spellings while evaluation will designate a low grade to such student. Deduction of 

marks/score of such a child is a mismatch and needs to be addresses. Similarly, another 

SENC has a severe problem that prevents him from speaking fluently evaluated on oral 

performance or required to present book reports to the class Again, a potential mismatch 

exists that could prevent SENC from succeeding.  

 

After a multidisciplinary team determines that a student requires special education 

services, the individualized Education Program (IEP) becomes the tool for developing 

and documenting the student’s educational plan. The IEP must include assessment 

information pertaining to the student’s individual needs, educational programming that 

addresses those needs, and a system for monitoring student progress. Potential problem 

areas with expected problems in sub-areas are as follows:  

 

5.1 Comprehension 
The child seems interested in listening to stories, audio tapes, songs and a variety of 

listening activities and takes good notes. Whereas he experiences difficulty distinguishing 

between similar sounds, difficulty following directions, especially when it's more than 

one at a time. Further he doesn't enjoy participating in class discussions and rarely raises 

his/her hand to respond and unable to follow oral discussion and take notes. 

 

5.2 Oral Language 
A child possesses strong articulation skills and uses voice intonation and good expression 

his vocabulary is expanding. Whereas he shows difficulty with oral language uses lots of 

interjections and hesitations like (umm, uh, well...), has weak verbal expression. His 

expressive language is marked with poor Grammar skills and forgets a lot of words and 

can't often remember what he/she was going to say. 

 

5.3 Reading 
Reading is the skill of reading fluently and remembering the whole sentence to develop a 

concept. Ability to re-tell what was just read and predicts what may happen based on 

what has happened. A weak reader Confuses words and letters, often loses place when 

reading, requires finger tracking, shows difficulty when silent reading, needs to mouth 

words or whisper when reading. Consequently he doesn't enjoy reading and become a 

reluctant Reader. If he does have to read his reading is marked with slow speed and 

deliberate with lots of word substitutions, omissions and invented words and finally 

cannot skim or scan for pertinent information 



181 

5.4 Written Work 
Written ideas follow a logical sequence to be comprehensive and are clearly written in 

legible writing. The child who has difficulty in writing rarely enjoys writing and responds 

negatively to written activities and his written work is rarely legible. Experiences 

difficulty when copying instructions from the board, orally or chart paper and submits 

incomplete written assignments. The written work is badly prepared and difficult to 

follow, punctuation and grammar is weak and often missing and ideas lack consistency. 

The written work is marked with illegibility weak spelling, reversed letters and/or words 

(Kirsten Casale and MitoAction.org 2009). 

 

5.5 Mathematics 
If a child showing difficulty in math will rarely sequences numbers, equations and 

formulas appropriately and Unable to perform 'mental math' his Computations are usually 

inaccurate and work shows many careless errors. He often chooses the wrong operation 

as he does not understand mathematical concepts. He seldom uses mathematical terms 

appropriately both orally and in written work and cannot do mathematical word 

problems. 

 

5.6 Motor Skills 
Child is often clumsy and accident prone with weak coordination, awkward gait. His fine 

motor skills are weak (evidenced in art, written work, copy etc.).Holds pencils, pens, 

crayons, scissors inappropriately - too hard or not hard enough and shows weak large 

motor coordination during games and recess and falls or trips frequently. 

 

5.7 Social Skills 
Child has a difficult time establishing friends or has friends that are younger. Peers hardly 

accept him as he does not take responsibility, argue doesn't like to follow routines and 

rules and quarrel with them. Resultantly keep away from peer contact and is often 

ridiculed.  This type of child with social behavior problem demands instant gratification, 

seeks a great deal of attention often prone to tantrums. 

 

5.8 Behavior Skills 
The child shows average activity but some children show hyperactivity too. Occasionally 

completes tasks in the allotted time. The child often acts out in the classroom and doesn't 

follow routines and rules. At times become extremely moody and acts impulsively. Does 

not get along well with peers appears much disorganized inattentive, distractible and 

easily frustrated. The child shows weak decision making skills, usually late in assignment 

completion and frequently absent. 

 

In the inclusive classroom, it is important that the teacher fully understands the learning, 

social and physical needs of the students. A teacher has a special role to play when trying 

to maximize learning potential for students with special needs. It becomes the educator's 

role to create a welcoming environment and provide students with ongoing opportunities 

to learn, share, and engage in all classroom activities. Determining what alternate 
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assessment needs to occur is another area where the educator needs to make changes to 

specifically support the student in the regular classroom. 

 

Curriculum-based measurement (CBM) is a type of alternative assessment methodology 

that can be used both to fulfill these IEP requirements and to assist educators and parents 

in developing an IEP that is educationally meaningful (Yell & Stecker, 2003). CBM is a 

reliable and valid assessment system for monitoring student progress in basic academic 

skill areas, such as reading, writing, spelling, and mathematics (Deno, 1985, 1992, 2003; 

Shinn, 1989).  Disparity areas can be identified on curriculum based measurement and 

IEP can be modified accordingly.  

 

Key Points 
Reading through the potential problem areas it is clear that every area of learning is 

further divided into a sub area that is identified by annual, biannual and multiple 

assessments. These assessments are carried out in the school and help in revising IEPs. 

Problem in the sub areas can cause failure to develop that particular skill so the 

underlying cause of the failing area needs to be assessed. Checklists for learning at 

specific age and grade level can also be helpful to you to find out possible lack in the 

problem area.  

 

Activity 
1. Devise some activities that can be helpful to teach basic additional skills to a fourth 

grader. 

2. Search the names of basic learning disabilities and their problem areas. 

3. Who do you think should be approached if the children in your class are showing 

a. Deficit in Hearing ability 

b. Behavior problem 

c. Poor physical skills 

4. If the child is unable to read, what areas will you explore to find out the potential 

problem areas? 

 

 

6. INFORMATION FOR BRAINSTORMING AND 

INSTRUCTIONAL ADAPTATIONS  
 

Once potential mismatches and possible strengths are determined the next step is to use 

this whole information to maximize child’s learning and minimize the effects of 

weaknesses. Individuals with Disability Education Act specifies that two kinds of  

adaptations may need to be made for students with disabilities: accommodations and 

modifications. The Professional guidelines are of great help when making instructional 

accommodations and modifications for the SENC.  

 

Instructional or curricular modifications are made when the content expectations are 

altered and the performance outcomes expected of students change (Nolet & 
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McLaughlin, 2000). Typically, students who receive modifications have behavioral 

and/or intellectual challenges that are so severe that the curricular expectations in general 

education are inappropriate.  Instructional Modifications are generally of two types, 

teaching less content and teaching different content (Nolet & McLaughlin, 2000). For 

example, according to the grade level the students are learning to label the parts of the 

human digestive system and state the purpose for each, in science. A student with a 

severe intellectual disability included in the same class, met the same learning standard 

by pointing to his stomach when asked where food goes when it is eaten. This is an 

example of teaching less content. In contrast, teaching different content means that the 

curricular outcomes are different from those without disabilities are supposed to learn 

(Nolet & McLaughlin, 2000). Examples of accommodations include bypassing students’ 

learning needs by allowing them to employ compensatory learning strategies, making an 

adjustment in classroom teaching or organization, and teaching students basic or 

independent learning skills. 

 

Instructional accommodations and modifications are typically defined as services or 

supports provided to help students gain full access to class content and instruction, and to 

demonstrate accurately what they know (Nolet & McLaughlin, 2000). It is important to 

remember that with accommodations, school expectations that students meet learning 

standards remain unchanged. This means that students with disabilities receiving 

accommodations are expected to learn everything their classmates. Department of 

Curriculum and Instruction at Department of Educational Studies, Purdue University 

suggests the following instructional accommodations for inclusion: 

 

6.1 Instructional Grouping 
According to the requirement of an individual child with specific special need his class 

room grouping for effective learning needs to be decided. It could be one: one, peers, 

small group (teacher or student directed), large group (teacher or student directed), 

cooperative learning groups and independent seat work.  

 

6.2 Teaching Format  
 Is the method by which the instruction is transferred to the pupil. The teaching format 

could vary among lecture, present demonstrations (models), whole class inquiry or 

discussion, games, simulations, activity-based lessons, experimental lessons in school or 

nonschool settings, multilevel instruction.  

 

6.3 Rate of Instruction 
It is not possible for all the students to keep pace with teacher fast or very slow and 

constant manner of delivering instruction therefore the teacher needs to alter pace of 

instruction, extend time requirement,  omit timed activities, change activities frequently, 

allow breaks  

 

6.4 Alternative Approaches  
There are multiple alternative approaches for addition of variety in teaching and learning 

process to make it more successful. The teacher can use any of those according to the 
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class and children requirement like adapting an appropriate methodology e.g.  Direct 

instruction, whole language, and phonics. Developing cognitive learning strategies is an 

alternative approach for teaching based on concept formation.  

 

6.5 Adjust Language Level 
There is heterogeneity in the class and all students can’t grasp the difficult or new 

vocabulary immediately. Therefore the teacher can   simplify vocabulary reduce length of 

sentences. 

 

6.6 Reduce Amount of Instruction 
Task analysis is an effective method used in behavior modification in the same way it can 

be utilized for learning purpose. Through this technique the long lesson is taught in 

smaller quantities and shorter directions are used for complete understanding. SENC have 

difficulty following complex and multiple directions learning task can be made easy by 

decreasing the amount of instruction and by simplifying it.   

 

6.7 Sequence Activities in Logical Manner 
Activities for learning should be designed from easy to hard and selected according to the 

present level statement of the IEP of the child as suggested in 5.3 section of unit. 

 

6.8 Skills Functionally Taught  
Multisensory approach in education helps student grasp the knowledge so find out places 

and practical methods of teaching like showing, manipulating and performing an activity 

e.g.   Identify plants in the garden rather than the classroom.  

 

6.9 Increase Number of Opportunities  
Single observation or lecture does not imprint learning on the brain so the learner should 

be provided practice through various activities. 

 

6.10 Advanced Organizers  
Vocabulary previews, outlines, mnemonic devices and home set of text/materials for 

preview/review is effectively used to precast and provide orientation of the target lesson. 

Identifying accommodations for students with disabilities is an important part of the 

collaboration that must take place between special and general educators as a result of the 

regulations of the Individuals with Disabilities Education Act (IDEA, 1997). The law has 

placed more emphasis on having students with disabilities receive the majority of their 

instruction in “regular” classes with the use of supplementary aids and services. 

Identifying these accommodations can be a daunting task for new as well as veteran 

teachers because there are so many possible accommodations.  

 

Both special and general educators agree that ensuring that the need of the SENC is 

important. Verbeke, K. A. (2001) stresses the need for the special educator, who is the 

SWD’s case manager, to be an advocate and also discusses the role of an advocate and 

discover that an advocate will always have to press forward with the needs of the SWDs  



185 

6.11 The Press Strategy 
The purpose of PRESS strategy is to help special and general educators identify the 

various accommodations that will assist SENC in learning. Since there are literally 

hundreds of potential accommodations to consider, it is important to categorize them in a 

meaningful, organized manner so that they can be identified in an efficient way. Since 

these teachers are advocates for SENC, they need to PRESS forward with the needs of 

their students. The word press now becomes the acronym to remember the strategy. In the 

PRESS strategy 

P – stands for presentation. How does the teacher present information? 

Teachers now must think of the way they instruct and then consider various alternatives 

to the presentation mode. For example, if they lecture, SWDs may need to have the 

material presented in segments, given orally or written in modified outline form. 

R – Stands for response. How does the student need to respond to the teacher? How does 

the student need to provide feedback to a given task?  

Teachers must consider how their students are asked to demonstrate their understanding 

of the assigned task and ultimately the performance assessment that they might use to 

evaluate their SWDs. For example, accommodations might be to have SWDs give 

responses orally instead of in writing, to draw, dictate, use the word processor, or to be 

permitted to use editing devices. 

E – Stands for equipment. What additional materials, equipment or extra personnel are 

needed? 

Often SWDs need extra tools or even another person to help them complete the task. For 

example, perhaps a scribe or buddy will be needed to write or read some aspect of the 

assignment. Other ideas include use of technology, color-coded texts and worksheets, 

texts-on-tape, pencil gripper, or handouts with enlarged print. 

S – Stands for scheduling. In what ways can the classroom schedule or time management 

be improved?  

It is not unusual for SWDs to have challenges centering on time management issues. 

Many have a difficult time focusing for long periods of time, while others have particular 

times of the day when they concentrate better. Some areas of accommodation might 

include providing extra time for task completion, permitting frequent breaks, or 

scheduling most mentally challenging tasks/subjects for “the most productive time of 

day.  

S – Stands for setting. Where can the student learn best? 

 

Finally, it is important for teachers to consider the learning environment, the physical 

location of where instruction is to take place. Examples of such accommodations might 

include seating arrangements (e.g., near front, away from particular students, away from 

distractions), physical proximity of teacher, and attention to ensure appropriate lighting 

and temperature.  

 

6.12 Professional Edge 
The following list of general guidelines can help to make reasonable adaptations in 

instruction. 
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Employ an adaptation only when a mismatch occurs. Teachers have limited time and 

resources therefore make changes only when necessary. Before making any adaptations 

be certain that the student’s problems are not physical in origin. This concern relates 

particularly to students with no obvious physical or sensory needs. Prior to making 

adaptations for a student with an attention problem, be sure that the problem is not the 

result of a hearing loss, seizure disorder, or other physical problem. 

 

Determine whether you are dealing with a “can’t” or a “won’t” problem. Blankenship and 

Lilly (1981) describe a “can’t” problem as one in which the student, no matter how 

highly motivated, is unable to do what is expected. A “won’t” problem implies that the 

student could do what is expected but is not motivated to do so. Each type of problem 

may require a different adaptation. A student unable to do what is expected might need a 

bypass strategy; a student unwilling to do the work might need a behavior management 

strategy. This distinction can also save time. For example, if a student fails a test because 

she doesn’t feel like working on the day of the test, a teacher’s attempt to provide extra 

tutorial assistance is likely to be wasted effort. The “can’t” and “won’t” problems are 

particularly relevant for adolescents, who are often less likely than younger students to 

work to please their teachers. 

 

Keep adaptations as simple as possible. A good rule of thumb is to try the intervention 

that requires the least time and effort on your part and is likely to affect the student 

positively. Try a more involved adaptation only when needed. 

 

A number of recent studies show that students with disabilities have definite preferences 

for certain adaptations in the areas of homework (Nelson, Epstein, Bursuck, Jayanthi, & 

Sawyer, 1998), testing (Nelson, Jayanthi, Epstein, & Bursuck, 2000), and grading 

(Bursuck, Munk, & Olson, 1999) and that student acceptance of an adaptation can affect 

its implementation and effectiveness (Reimers, Wacker, & Koeppl, 1987).  

 

6.13 Selection of Instructional Adaptations 
i. Bypass or compensatory strategies: 

Allow students to gain access to or demonstrate mastery of the school curriculum in 

alternative ways. For example, a bypass strategy for Aminah with a serious problem with 

spelling would be a computerized spell-checker. Alternatively, a peer could help and 

proofread work. However, bypassing cannot be used in a primary area of instruction. In 

other words, Aminah cannot spell-check her spelling test, but she can spell-check her 

history homework. Also, bypassing a skill does not necessarily mean that the skill should 

not be remediated. Aminah may need spelling instruction as part of the English class. 

Finally, bypass strategies should encourage student independence. For example, same 

student might be better off learning to use a spell-checker rather than relying on a peer 

proofreader. 

 

Teachers can also provide accommodations in their classroom teaching and organization 

to help students succeed. For example, if Rehman has attention problems, he might be 

seated near the front of the room, and he might benefit from a special system of rewards 
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and consequences as well as a classroom from which “busy” bulletin board displays are 

removed. All these are classroom organization adaptations. A change in classroom 

instruction would be to call on Rehman’s frequently during class discussions and to allow 

him to earn points toward his grade for appropriate participation.  

 

ii. Intensive Instruction: 

A third option for accommodating students with special needs is to provide intensive 

instruction on basic skills and learning strategies. Often, a special education teacher 

carries out this instruction in a resource room. This approach assumes that basic skills 

and learning strategies are prerequisites for successful general education experiences. It 

also assumes that some children require instruction delivered with a greater degree of 

intensity than can reasonably be provided by a general educator responsible for 20–30 

students (Bursuck, Smith, Munk, Darmer, Mehlig, & Perry, 2004). Unfortunately, the 

results of research on whether skills taught in pullout programs transfer to the general 

education class are mixed (Kavale & Forness, 2000); some studies show positive results 

(Freeman & Alkin, 2000; Marston, 1996; Snider, 1997), whereas others show minimal 

effects (Baker & Zigmond, 1995; Wang, Reynolds, & Walberg, 1988). Studies do 

suggest that teachers play an important role in determining whether skills taught in a 

separate setting transfer to their classrooms (Bursuck et al., 2004; Ellis, Lenz, & 

Sabornie, 1987a, 1987b). For example, Ms. Ammarah had Sonia in her English class; 

Sonia was receiving pullout services on taking effective Lecture notes. First, Ms. 

Ammarah found out from the special education teacher what strategy for note taking 

Sonia was learning. Then she reminded Jamie to perform the strategy before she 

delivered a lecture, and sometimes even during a lecture. Finally, Ms. Ammarah collected 

Sonia’s notes on a weekly basis to see whether she was performing the strategy correctly, 

giving specific feedback to her as needed and reporting her progress to the special 

education teacher. 

 

An alternative is for the general education teacher to provide this type of instruction. This 

option is feasible when many students have similar instructional needs and when the 

teacher can easily monitor skill development.  

 

Key Points 
Working Together discussed in collaboration with other [professionals help define areas 

of strengths and weakness of the SENC. Methods like co-teaching and adaptations the 

general education in classroom and instructional strategies help develop the child’s plan 

for learning. Even then the student may have difficulty in meeting some classroom 

demands of learning, here the teacher again needs to refer back to the IEP of the child so 

that he can further locate the deficient areas that are hampering the child’s progress.  

When the teacher identifies those lacunas he can further brainstorm to find solution as 

mentioned in examples.  

 

Activity: 

 Your teacher is giving oral instructions about how to do an assignment. There are 5 

steps that you must follow in order to complete the assignment. A student has poor 
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auditory memory skills and can only remember 2-3 of the steps. What could the 

teacher do to help?  

 Which type of accommodation is needed?  

 A middle school student has a very short attention span. Her classes are 50-minutes 

each. One of her teachers likes to lecture and the student has a difficult time 

concentrating. What could the teacher do to help this student?  

Which type of accommodation is needed?  

  A student is very distracted by bright colors. What could a teacher do to help this 

student in his classroom? Which type of accommodation is needed?  

 

What accommodations can you make for each of the above five examples? Here are 

some possible accommodations. 

Presentation – Provide the student with a set of written instructions. 

Response - Permit the student to write answers on the test.  

Equipment/extra personnel - Allow the student to use a calculator or multiplication chart.  

Scheduling - Provide instruction in shorter chunks of time.  

Setting - Reduce the amount of stimulation in the classroom; move student to a carrel or 

to another less distracting area. 

 

 

7. ADAPTATIONS FOR INCLUSION IMPLEMENTATION 
 

From previous discussion you may have understood that inclusion is more than a one-

size-fits-all program. Evidences suggest that effective schools are not inclined to ship 

difficult kids out but try to develop ways to meet their needs in the school. Inclusion of 

SENC is directed towards that all students, including those with the most significant 

disabilities, should participate in the general education curriculum. What changes types 

of supports and how the students should be accommodated in inclusive education?  

 

As discussed in introduction inclusion is a process of addressing and responding to the 

diversity of needs of all learners through increasing participation in learning, cultures and 

communities, and reducing exclusion within and from education. So “it involves changes 

and modifications in content, approaches, structures and strategies, with a common vision 

which covers all children of the appropriate age range and a conviction that it is the 

responsibility of the regular system to educate all children. (UNESCO, 2005) 

 

Effective curriculum adaptations may be described in four primary categories: 

 

7.1 Adapting Instructional Strategies 
This first category of curriculum adaptations refers to a change in the way a teacher 

teaches - that is, in the methodologies she uses to provide information to a learner(s) in 

her class. These involve a change in the learner's instructional input.  
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Adapting the instructional process can be accomplished through myriad techniques: 

incorporating the use of demonstrations or role play; utilizing teacher presentation cues 

(e.g., gestural, visual, or verbal) to emphasize key points; scaffolding key concepts to be 

learned; and getting learners more actively involved in the learning process through the 

implementation of every pupil response techniques (e.g., response cards, thumbs up / 

thumbs down) or the incorporation of manipulatives for learners' use. Included in this 

category, also, is the practice of diversifying the selection of groupings for instruction so 

as to not rely solely on large group / whole class instruction and independent seatwork 

arrangements. Varying instructional design, to include a variety of small group and 

cooperative learning activities, is another effective practice by which to adapt classroom 

instruction.  

 

Providing a learner(s) with curriculum content through means other than traditional 

written text involves providing an alternative to the reading requirements inherently 

associated with processing printed material. Though the most obvious adaptation to 

traditional "reading" involves a peer or adult reading aloud to a learner, a number of other 

possibilities exist, through the adaptation of instructional materials.  

 

7.2 Adapting Instructional Materials 
Adapting teaching materials involves making changes to the equipment and / or supplies 

to which a learner(s) has access during the course of instruction. This involves a change 

in the formats through which information is represented to the learner or the learner's 

engagement with the curriculum during the course of instruction. 

 

The process of adapting materials provides additional, or simply different, materials, in a 

variety of modalities that the learner(s) might use during the course of instruction. Most 

materials adaptations fall into one of four groups: 

 adjusting the readability level of written materials  

 enhancing critical features of the content within the materials themselves  

 designing materials with features that appeal to sensory modalities other than visual 

/ auditory  

 selecting alternate instructional materials for their durability or safety features  

 

Adaptation of readability level can be made by providing content similar to the unit 

currently under study through a lower grade level reading book, compressed text, or high 

interest - low vocabulary reader. In addition, reading demand is adjusted when 

curriculum content is depicted through graphic, iconic, or pictorial forms; three-

dimensional models; or digitized means. Examples include the use of: audiotapes, 

videotapes, internet-based resources, text-reader software programs, or universally 

designed textbooks and materials.  

 

Enhancing critical features of content involves adapting lesson materials in such a way as 

to identify for the learner content that is most essential. Advance or post-organizers, 

presentation of new vocabulary words in boldface, highlighted key words in a reading 
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passage, acronyms, and summaries of main ideas represent a few commonly used 

adaptations of this sort.  

 

Multiple modality materials can be designed that appeal to kinesthetic and tactile sensory 

systems, in contrast to materials that appeal only to visual or auditory processes. For 

example, learners physically walking a route of colored tape on the floor to learn the path 

of blood flow from the heart (as opposed to studying a colored diagram in a book), or 

rapping with hand gestures as they learn newly introduced language concepts.  

 

Finally, alternate instructional materials will sometimes necessarily be selected for their 

durability or safety features, in consideration of a learner's physical coordination or motor 

skills. In the science lab, a plastic beaker or Petri dish might be utilized instead of their 

breakable counterparts, or a learner might be provided with a soft book, or book with 

laminated pages, instead of a traditional text. Curricular adaptations allow a learner to use 

her current skills repertoire and participate. At least partially, in a general education 

instructional activity,while prompting the acquisition of new skills.  

 

7.3 Adapting Curricular Content 
This third category of adaptations involves varying what is taught - that is, the 

complexity and nature of the content presented during the course of a unit of study. This 

type of curriculum adaptation results in an adjustment of the cognitive demands of a 

learning task for a particular learner. 

 

Adapting curricular content might involve applications as straightforward as: reducing 

the number of vocabulary words assigned to an individual child; having a learner 

complete only the odd-numbered problems on a mathematics assignment; holding a 

learner responsible for learning three facts about one animal, instead of two facts about 

each of five different species; or affording learners the choice of taking a spelling pre-test 

to opt out of spelling for a particular week. Individualized adaptations of content can, 

also, be achieved by restructured concept-based teaching. Adjustment of the cognitive 

demand in a lesson typically involves an adaptation to the attention, thinking, and / or 

memory requirements associated with particular content. In partnership with hierarchical 

questioning techniques, this approach can result in a larger number of students 

meaningfully participating in a lesson drawn from the general curriculum. 

 

7.4 Adapting Assessment Practices 
The final category of curricular adaptations refers to alterations in the way in which a 

teacher gets information from a learner(s) in her class. These involve a change in the 

learner's instructional output. 

 

The adaptation of assessment practices is not limited only to the expansion of test-taking 

parameters (e.g., redistributed time on a power test, use of a scribe for recording 

purposes). This class of curricular adaptations also encompasses using multiple criteria to 

assess learner products, providing structured answer frames on worksheets and tests, 

evaluating processes equally with final products, utilizing ipsative measures (comparing a 
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learner's performance to her own past performance), and offering learners a variety of 

practice strategies and choices for producing required assignments. 

 

Offering learners the opportunity to respond to instruction in a nontraditional manner, in 

some ways other than through typical oral recitation or written expression, is also 

encompassed in this final curriculum adaptations category. Alternative learner responses 

might include: collage, sculpture, pantomime, dramatic portrayal, musical composition, 

motoric demonstration, photographic presentation, or graphics display. 

 

Now you must have understood that inclusion is not a one size fit all strategy and 

emphasize that all students are diverse and have diverse needs to be accommodated in 

general education program. The graphical description of the concept of inclusive 

education clarifies the concept further: 
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Key Points 
Effective educational programming in an inclusive setting requires intensive and ongoing 

collaboration of all members of a student’s educational team.  This team teaching strategy 

is a step forward to movement, away, from the traditional multi-disciplinary model, 

where experts work independently and usually on a “pull-out” basis, on assessment, 

development of separate goals, and instruction related to their particular area of expertise, 

meeting occasionally to report progress to the team. While including a child in general 

education the teacher has to adapt instructional strategies simplifies instructional material 

or use appropriate material for the SENC for teaching. Instead of teaching a a vast 

curricular content set for the general education the teacher and the school has to adapt the 

content that is fulfilling the demand of functional needs. SENC cannot be assessed on the 

same criteria as a general school child some time adaptation and relaxation is required in 

assessment practices. 

 

Activity: 

 When you find difficulty learning a topic your teacher make some adaptations to 

clarify it enlist a few instructional adaptations that your teacher makes. 

 What areas can be relaxed while taking formal academic assessment of the SENC? 
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8.  EVALUATE THE STUDENT PROGRESS 
 

Progress monitoring of pupil is a scientifically based practice that is used to assess 

students’ academic performance and evaluate the effectiveness of instruction. Progress 

monitoring can be implemented with individual students or an entire class. 

 

8.1 Assessment and Evaluation  
Evaluation is an assessment and opinion formed about the quality of a response, product 

or performance, based on recognized criteria and principles. The rationale of the student 

evaluation is to decide the level to which students have mastered educational skills or 

instructional content.  

 

Assessment is the organized way assembling information about what students know, are 

capable to do and are functioning in the direction of. Assessment should be incessant, 

joint, consultative and based on an agreed set of criteria. 

 

Assessing, evaluating and reporting student achievement and growth are integral to 

learning. They can be positive, supportive experience. Evaluation of student performance 

is based on standards. Standards are realistic expectations of what students need to know 

and be able to do as a result of their education. Assessment and evaluations reveal the 

learning outcomes, which the school aimed to teach and what students are expected to 

learn. 

 

To implement progress monitoring, the student’s current levels of performance are 

determined and goals are identified for learning that will take place over time. The 

student’s academic performance is measured on a regular basis (weekly or monthly). 

Progress toward meeting the student’s goals is measured by comparing expected and 

actual rates of learning. Based on these measurements, teaching is adjusted as needed. 

Thus, the student’s progression of achievement is monitored and instructional techniques 

are adjusted to meet the individual students learning needs. 

 

8.2 Benefits of Monitoring the Progress 
When progress monitoring is implemented correctly, the benefits are great for everyone 

involved. Some benefits include:  

 accelerated learning because students are receiving more appropriate instruction;  

 more informed instructional decisions;  

 documentation of student progress for accountability purposes;  

 more efficient communication with families and other professionals about students’ 

progress;  

 higher expectations for students by teachers; and  

 Fewer Special Education referrals.  
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Overall, the use of progress monitoring results in more efficient and appropriately 

targeted instructional techniques and goals. The technique and the goals together, move 

all students to faster attainment of standards of achievement.  

 

Based on learning, outcomes and expected levels of performance, teachers set specific 

criteria to evaluate students’ learning. These criteria form the basis for evaluating and 

reporting student progress. 

 

In the primary years, children’s progress is reported using a performance scale and 

written comments to show progress in relation to the expected learning outcomes. 

Progress is also reported in relation to the expected development for students in a similar 

age range. 

 

All students in an inclusion classroom are scored by taking into consideration both grade 

level standards and IEP objectives. Formal and informal assessments is used evaluate 

student progress. Student evaluations are also communicated through score, which is 

determined in a number of ways, including classroom tests and assignments. Because 

student evaluation is so important, you need to consider how classroom tests and 

assignments may interact with student learning needs. Most critical is that the method of 

evaluation measures skill or content mastery, not a student’s disability. For example, A 

student who has an attention deficit, should be given tests in small segments to ensure 

that the tests measure his knowledge, not his attention span. Similarly if a student with a 

severe learning disability in writing, needs to take an oral essay test in history if the test is 

to be a valid measure of her history knowledge rather than her writing disability. The type 

of report-card grade used as well as the system used to arrive at that grade might also 

need How Can You Analyze Instructional Methods in Relation to Student Needs? After a 

multidisciplinary team determines that a student requires special education services, the 

Individualized Education Program (IEP) becomes the tool for developing and 

documenting the student’s educational plan.  The IEP must include assessment 

information pertaining to the student’s individual needs, educational programming that 

addresses those needs and adaptations in the system for monitoring student progress. 

Curriculum-based measurement (CBM) is a type of alternative assessment methodology 

that can be used both to fulfill these IEP requirements and to assist educators and parents 

in developing an IEP that is educationally meaningful (Yell & Stecker, 2003).the 

adaptations that need to be made while assessments of an individual with disability are 

included the IEP.  
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CONCLUSION 
 

The goal of school is learning. Assessments are just one way—albeit a very important 

way—in which we find out whether students have learned or not. For many students, 

especially those with disabilities, being able to show what’s been learned is greatly 

improved when teachers provide individualized instruction and appropriate 

accommodations in the classroom and in testing situations. 

 

The sheer variety of accommodations and assessments allows IEP teams a range of tools 

by which to understand and maximize student ability. Progress monitoring along the way 

adds an extra and powerful tool for continually checking on student growth and adjusting 

instruction to match student need. Carefully selecting accommodations to address student 

strengths, challenges, and experiences means that students with disabilities have the 

supports they need to access classroom instruction and then demonstrate what they’ve 

learned. 

 

Investigating and providing strategies such as accommodations that support student 

success can have obviously beneficial results for students—which is reason enough to 

provide them, plus it’s the law—but they can be beneficial for our schools as well.  

Schools and educational systems as a whole are accountable for the results they achieve 

and must demonstrate that their students are learning. As Dr. Lynn Boyer sees it, “You 

really try with all these options – including accommodations – that allow children to 

demonstrate what they know to not only get more accurate test scores but also to help the 

children to learn.” Providing students with disabilities with the equipment necessary to 

succeed in the classroom and show their knowledge and skills in a regular assessment 

format means that they are truly included in the world of education. 

 

Activity 

 What adaptive measures can be taken while evaluating progress of SENC? 

 How can assistive technology help in the process of evaluation? 

 Which areas need continuous evaluation in academics? 
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9. SELF ASSESSMENT QUESTIONS 
 

1. What are the characteristics of an inclusive classroom? 

 

2. What are the strategies that a school must adapt to include SENC in general 

education. 

 

3. Elaborate the relationship between curriculum and instruction. 

 

4. What do we mean by individual strengths and needs? What is the significance of 

devising an IEP? 

 

5. What are the strengths and probable needs of a hearing impaired child? How 

assistive technology can help accommodate in general education school? 

 

6. What is meant by modification and adaptation in education? Describe both with the 

help of examples? 

 

7. What is meant by progress areas of the child? Identify areas that need to be 

stronger for academic achievement. 

 

8. What is the present level statement? How does it help us to locate probable 

progress areas of a child?  

 

9. Enlist potential problem areas of students in inclusive education. Describe subareas 

of any three areas and describe with example.  

 

10. What is the significance of locating problem areas of children and how they can be 

assessed? 

 

11. How would you find out mismatch to develop activities for instruction of a SENC 

in general classroom? 

 

12. How does the PRESS strategy works? Elaborate every component. 

 

13. Describe the role of professionals in making adaptations. 

 

14. What is adaptation? Which areas need to be adapted for inclusive education in 

schools? 

 

15. Explain adaptation of instructional material and assessment practices? 

 

16. What is evaluation? How evaluation is different from progress monitoring? 

 

17. What is the significance of inclusive education? Describe in detail. 
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INTRODUCTION 
 

The legal mandate driving inclusive education in USA is Public Law (P.L.) 94-142 now 

the individual with disability education act (IDEA). LRE least Restrictive Environment is 

the key element. According to this law all the children with disabilities are to be educated 

with the children without disabilities and the children whose nature and severity of the 

disability cannot be supported in regular education classrooms could be removed from 

the classes to provide education. The idea of inclusive education is spreading throughout 

the world and special education turning its focus towards inclusive education. The idea 

behind inclusive education is education for all in least restrictive environment 

irrespective of their special needs. Therefore the need to develop inclusive education 

system emerged. For inclusive schooling there is a need to develop a school that can 

fulfill the physical, social and learning requirements. Inclusive schooling does not aim to 

provide place to the special need child in a regular school rather it has to provide physical 

structure so that SENC is as much independent to move as a child without special need. 

Inclusive schooling also requires an attitude of acceptance by the surrounding 

environment along with curriculum adaptation and adapted methodology. Effective 

inclusive education results in both academic and social development of all students with 

and without disability, as the children without disability also learn to accept and 

accommodate children with disabilities in the social system. In inclusive schools 

administrators as well as teachers and staff are equally responsible to ensure quality 

education to all students. Social acceptance and interaction foster the social and academic 

skills but many teachers and students show negative attitudes to children with special 

needs.  There is a strong need to develop a positive attitude towards disability among all 

the members of the society, and society scaffold is prepared in the schools and 

educational institutes, this justifies the attitude training at school level. This unit will 

focus the importance of social skill building, emotional development, comfortable 

environment, and safe and supportive climate for all students including children with 

diverse needs. The unit will also discuss the suggestions and strategies for teachers and 

administrators that support the fundamental change to create and maintain a true inclusive 

classroom in order to provide quality education. 

 

 

OBJECTIVES 
 

After studying this unit you will be able to: 

1. Identify the characteristics of inclusive school 

2. Learn about the philosophy of inclusive education 

3. Format rationales for changes to create an inclusive school 

4. Develop strategies to support inclusive schooling 

5. To know the responsibilities of teacher, administration and other staff in creating 

and maintaining inclusion in schools. 

6. To review the provisions for special needs students to satisfy their diverse needs in 

inclusive settings. 
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7. To present instructional suggestions for teachers to build an effective inclusive 

school. 

8. To create awareness of inclusive schooling. 

 

 

1. EVERY SCHOOL: AN INCLUSIVE SCHOOL 
 

 
 

Inclusive education suggests that it is the right of all children to get education in regular 

schools of their community. It further directs that classroom teachers are responsible to 

educate the children and they are the final authority to make adaptations to accommodate 

SENC with regular school children without special needs. This does not mean that all 

children will necessarily receive all instructional services in the regular classroom and it 

doesn’t aim that students must spend all the day in general education classes. These 

students must receive specialized and individualized instructions, or that the SENC in 

general education classes have to learn the core curriculum only. Rather it means that if a 

trained disciplinary team decides that students require specialized instruction further than 

the regular curriculum, need services beyond the ability of the classroom teachers e.g. 

therapies or specialized services, then they receive these services in their community 

school. Moreover the classroom teachers are responsible to provide all the required 

elements of his or her program plan. Generally in schools we come across the students 

with different learning levels and different learning methods, all students do not score 

high some are low achievers but the teacher accommodates all of them, if we have a 

SENC in our class a considerate attitude of the teacher with some modification and extra 

support he /she can be provide an inclusive environment. As you must know from 

previous units, that extra support means provision of special need services. These special 

need services include availability of aids, physical structure and professional help. 

Usually every school has the availability of professionals like, doctors, psychologist and 

speech pathologist, only aids and modification in physical structure has to be provided 

according to the need of the children that are being included. The target of the inclusive 

school is total inclusion of the child in the society therefore regular community schools 

should accommodate SENC in education and other socialization activities. 

 

1.1 Enrolment Drive and Measures for Retention 
From enrollment drive we mean a desire or compulsion to send the SENC to school or a 

need to be enrolled in the school. If no children are enrolled no education can be imparted 

to them.  Enrollment drive is very important in order to provide education to all the 
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children especially to the children with special needs. To increase and maintain 

enrollment drive in population parent contact program and community awareness 

program can be conducted. Rate of enrollments in schools is not so encouraging in rural 

areas and particularly for girls and children with special needs. There is a dire need of 

taking measurements to guarantee maximum enrollment. Government can start stipend 

for students who are enrolled in the school specially for SENC, teachers and school 

administration can play an important role in this context too and create awareness about 

the benefits of being educated. Provision of relevant education particularly pertinent to 

the requirements of special children can help in developing their interest and motivation 

in learning activities. Teachers are supposed to improve teaching learning practices such 

as peer tutoring, cooperative learning and individualized instruction planning. Children 

with diverse needs should be supported by their peers. Teaching of special children can 

be improved by developing appropriate material either by school or teacher for greater 

involvement and interest. Association and cooperation among children with or without 

disabilities can also reduce peer rejection. And finally parent’s support and care to 

regularize attendance in school, their assistance in home work can play a vital role in 

enhancement and retention of school enrollment. Provision of incentives such as financial 

helps, scholarships, stipends, free transportation, uniforms, and lunch at school either by 

government or organizations can also help to increase the enrollment drive and decrease 

the dropout rates. 

 

As researches proved that the high achievement are assured through higher rates of 

enrollment it is very important to pay due attention to enhancement and retention of 

enrollment drive for the success of inclusive schools. 

 

1.2 Early Identification and Assessment of Special Needs Children 
The success of inclusive school depends on considerably early identification, assessment 

and stimulation of very young child with special educational needs.  Early childhood care 

and education programs for children aged up to 6 years ought to be developed and/or 

reoriented to promote physical, intellectual and social development and school readiness. 

These programs have a major economic value for the individual, the family and the 

society in preventing the aggravation of disabling conditions. Programs at this level 

should recognize the principle of inclusion and be developed in a comprehensive way by 

combining pre-school activities and early childhood health care (The Salamanca 

statement, 1994). Early identification of disability leads to better prognosis if followed by 

appropriate intervention plan. Disability becomes a burden on person family and society 

if untreated whereas if early identification programs are applied then the person with 

disability becomes an active participant of the society rather than a burden. 

 

It is very important to identify the special needs children primarily at home by the parents 

and later by the teachers in schools. For following reasons, the early identification 

signifies a lot. 

a) Early diagnosis of child’s needs and difficulties. 

b) Obtaining appropriate and equipments according to their needs. 

c) Better exposure to education. 
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d) Better psycho-social development. 

e) Better achievement of special needs children. 

 

In recognizing that there is a continuum of needs, the Code sets out a five stage approach 

to the identification of children having learning difficulties, the assessment of their 

special educational needs and the making of whatever special educational provision is 

necessary to meet those needs. The first 3 stages are based in the school, calling as 

necessary on external specialists; at Stages 4 and 5 the Board shares responsibility with 

schools. 

 

Stage 1: teachers identify and register a child’s special educational needs and, 

consulting the school’s SEN coordinator, take initial action. 

Stage 2: the SEN coordinator takes lead responsibility for collecting and recording 

information and for coordinating the child’s special educational provision, 

working with the child’s teachers. 

Stage 3:  teachers and the SEN coordinator are supported by specialists from outside 

the school. 

Stage 4:  the Board considers the need for a statutory assessment and, if appropriate, 

makes a multi-disciplinary assessment. 

Stage 5:  the Board considers the need for a statement of special educational needs; if 

appropriate, it makes a statement and arranges monitors and reviews 

provision. 

 

1.3 Heterogeneous Grouping 
When two or five students of varying educational and academic abilities gather together 

for learning in a group the group is heterogeneous. Heterogeneous grouping is one of the 

five basic components of inclusive education (Giangreo et al, 1994). It has strong positive 

effects on learning. It is evident that heterogeneous grouping has positive effects on 

achievement, self-esteem, intergroup relations, and greater acceptance of mainstreamed 

students, (Slavin, 1991). To make a true heterogeneous group the teacher needs to 

systematically select among the students. To perform this systematic process the teacher 

will have to identify the educational competency of her/his students and then add them in 

a group. This group can comprise of children high performance along with lower one.  

You need to put mixed ability groups together systematically to ensure true 

heterogeneous composition. In latest educational trends you might have come across the 

classes in which groups are formed within a class.  When young kids enter school they 

are made to sit with a particular group of children in the class, sometimes the teacher 

make a group of a naughty student and three studious students to train naughty one to 

calm down and extremely studious to socialize. Sometimes you might have noticed the 

class shuffling this is also done for adding variety in the class or the group of students. 

Heterogeneous grouping and a more differentiated approach to education are necessary 

and effective when dealing with a diversity of students in the classroom. It underlines the 

principle that all students are equal and that streaming in secondary education contributes 

to the marginalization of students with SEN.. The advantages of this approach are evident 

on cognitive organization and in particular emotional and social levels. It also contributes 
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to overcoming the increasing gap between students with special educational needs and 

their peers. Furthermore it promotes positive attitudes of both students and teachers 

towards students with special needs. Research strongly supports the positive effects of 

heterogeneous groupings of students because of its noticeable effects on; attitude toward 

school, increase of self-concepts as learners, relationships with peers, reduction of 

anxiety, and future aspirations. Students in a non graded setting increased their 

interactions with other students and their teachers. The increased interactions as a result 

of pairing older/younger students were even noticeable in pre-school children. Leadership 

skills increased in older children, Pro-social behaviors increased while aggression among 

students lessened and school attendance rates increased. Pratt mentions that increased 

harmony and nurturance developed within multi-age groupings and further maintains that 

the drop-out rate is significantly lower in the non-graded school. Heterogeneous grouping 

is more accepting of all students and avoids the hierarchical system of homogenous 

grouping. Heterogeneous classrooms provide greater learning opportunities for low-

ability students, without being detrimental to high-ability students. It is a way to 

maximize student potential and environments found in the enrichment programs four 

upper level students available to all students. Research asserts that the use of ability 

grouping is not appropriate in meeting the developmental needs of young adolescents and 

gives examples of the benefits of mixed ability groups. Opposite sex interactions are 

increased; low ability groups tend to be more male, while higher ability groups tend to be 

more female; mixed ability groups allow for more balance in male/female students. 

Students in top ability groups feel the pressure to move faster, cover more material, and 

to grow up more quickly; middle grades curriculum needs to be uncovered and 

discovered, not covered rapidly. 

 

Low ability classrooms are often characterized by rote learning and organization, while 

higher ability classrooms are often characterized by creativity and independent thought. 

All students need both types of atmosphere. According to VanHosse and Strahan (1980, 

p. 30)..."young adolescents are in between childhood and late adolescence; they vacillate 

in their behaviors from being childlike to being more adult...They shift in a heartbeat 

from independence and dependence. 

 

Emotional development also benefits from students being placed in mixed ability groups: 

students’ self concept increases; peer influence on self control is important and tends to 

be exhibited more in higher ability groups and less in lower ability groups, so mixed 

ability groups is better; competence is achieved more easily when students are in 

environments where all can experience success. Intellectual development is important, as 

students tend to be more able to reason abstractly. Students are moving from concrete to 

formal reasoning, are very imaginative, and need to be engaged in creative problem 

solving. This is usually found in high ability classes, not low ability level classes. 

 

Key Points 

 Inclusive education aims that all the children with disabilities are to be educated 

with the children without disabilities. The children whose nature and severity of the 
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disability cannot be supported in regular education classrooms could be removed 

from the classes to provide education in special classes or resource rooms. 

 The success of inclusive school depends on considerably early identification, 

assessment and stimulation of very young child with special educational needs.   

 To increase and maintain enrollment drive in population parent contact program 

and community awareness program can be conducted. 

 Enrollment drive can be increased through parent contact program and community 

awareness program especially in rural areas and particularly for girls. There is a 

dire need of taking measurements to ensure complete enrollment. 

 High achievement are assured through higher rates of enrollment it is very 

important to pay due attention to enhancement and retention of enrollment drive for 

the success of inclusive schools. 

 Disability becomes a burden on person family and society if untreated whereas if 

early identification programs are applied then the person with disability becomes 

an active participant of the society rather than a burden. 

 Emotional development also benefits from students being placed in mixed ability 

groups 

 

 

2. ESTABLISHING A SCHOOL PHILOSOPHY 
 

There is always a philosophy behind every school system. In turn the philosophy is based 

on our concepts and attitudes. When we have a philosophy of creating an inclusive school 

the objectives will be modified accordingly. Here we will see the child with his strengths 

rather than weaknesses and will try to identify his needs. While building the physical 

infra structure we will build a barrier free school then we will try to train teachers 

accordingly. We will also focus to make learning inclusive as much as possible. Finally 

we will be able to provide education in a least restrictive environment. Excellence of 

inclusive school plan is based on the organization of school philosophy that is 

independent, democratic principles of inclusion, belonging and provision of quality to all 

children. The quality inclusive system believes in taking the student’s needs as “the 

whole child” and not only on academic achievement. At least, the three aspects are to be 

considered significantly; the social & emotional development, and personal & collective 

responsibility and citizenship. Different countries maintain the philosophies with a few 

variations such as the following. 

 Every child belongs to the school. 

 Every child is welcome to the school. 

 It is the right of the every child to get quality education. 

 There should be no discrimination in the children with special needs and all of 

them are equal. 

 Every child is able to learn. 

 Children with special needs should be educated in regular classroom/school. 

 Disability is not the reason for denial to admission in school. 
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 Educating each and every child is the responsibility of teacher. 

 School should be supportive for learning and teaching. 

 

Mission statement is more important in maintaining a philosophy of school. Mostly the 

headmasters or principals of the school are shouldered the responsibility to state school 

philosophy. And they are assisted by all those who are related to children’s education 

including parents, community members and student representatives. In this way, a school 

can serve the purpose of a community where everyone belongs is respected by the 

community and is supported by all. 

 

The philosophical view of inclusive education is to bring all students together in one 

classroom and community, regardless of their strengths or weaknesses in any area, and 

seeks to maximize the potential of all students. 

 Inclusion is an effort to make sure that diverse learners – those with disabilities, 

different languages and cultures, different homes and family lives, different 

interests and ways of learning – are exposed to teaching strategies that reach them 

as individual learners.  

 Inclusive schools ask teachers to provide appropriate individualized supports and 

services to all students without the stigmatization that comes with separation.  

 Teachers in inclusive classrooms vary their styles to enhance learning for all 

students. 

 

2.1 Avoiding Psychological Separation 
Inclusion is the process of acknowledging the fact that all members of humanity are one 

despite their differences and that they have the right to access all the resources and 

privileges available. Inclusion encompasses the fight against social evils that have 

propagated exclusion in the past. This means that there is no room for racism, 

handicapism or even sexism. Consequently, there is a need to acknowledge the fact that 

everyone is born equal and no one has the right to deny them opportunities just because 

they think that they are different from them. (Hanson, et al, 1998) 

 

Special education system as the name shows is especially for people with disabilities. Its 

philosophy is to provide education to SENC in specially designed manner, excluding the 

SENC out of the society and separating them as children having only weaknesses. 

Inclusive education system is now the latest school philosophy aimed to include children 

with diverse abilities. Even in inclusive education psychological separation of SENC can 

prevail. The psychological separation present in the minds of teachers, students and 

parents cannot be avoided even if the children are placed in inclusive classrooms. Each 

child is supposed to be an individual with specific characteristics and teacher should be 

treated as regular teachers eliminating the discrimination of special teacher to avoid 

psychological separation. Physical proximities are not the only factor to include special 

children rather maximum integration and collaboration of resources and personnel is 

needed to achieve the goals of mainstreaming. Inclusion was started after the realization 

that every human being had a right to access equal opportunities. It was founded on the 
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belief that all people can think and feel. Besides that, a person is not deemed worthy just 

because of their abilities. Inclusive education is also founded on the principle that real 

education occurs when relationships are created. (Beckman et al, 1998) 

 

The psychosocial climate in educational settings is shaped by the relationships between 

teacher and pupils. The quality, quantity & direction of these relationships affect pupils’s 

self concept, motivation & performance (Fraser as cited by Allodi,2009). 

 

Inclusive education requires a school culture that emphasizes the notion of diversity and 

is based on a diverse to explore similarities and differences. So, the goal of creating 

inclusive schools should not focus just on the needs of students with disabilities but 

should be embedded in broader contexts of differences & similarities.  

 

2.2 Developing Friendship 
Schools are important places for children to develop friendships and learn social skills. 

Children with and without disabilities learn with and from each other in inclusive classes. 

Students in an inclusive classroom are generally placed with their chronological age-

mates, regardless of whether the students are working above or below the typical 

academic level for their age. Also, to encourage a sense of belonging, emphasis is placed 

on the value of friendships. Teachers often nurture a relationship between a student with 

special needs and a same-age student without a special educational need. Another 

common practice is the assignment of a buddy to accompany a student with special needs 

at all times (for example in the cafeteria, on the playground, on the bus and so on). This is 

used to show students that a diverse group of people make up a community, that no one 

type of student is better than another, and to remove any barriers to a friendship that may 

occur if a student is viewed as "helpless." Such practices reduce the chance for elitism 

among students in later grades and encourage cooperation among groups. 

 

Teachers use a number of techniques to help build classroom communities: 

 Using games designed to build community  

 Involving students in solving problems  

 Sharing songs and books that teach community  

 Openly dealing with individual differences by discussion  

 Assigning classroom jobs that build community  

 Teaching students to look for ways to help each other  

 Utilizing physical therapy equipment such as standing frames, so students who 

typically use wheelchairs can stand when the other students are standing and more 

actively participate in activities  

 Encouraging students to take the role of teacher and deliver instruction (e.g. read a 

portion of a book to a student with severe disabilities)  

 Focusing on the strength of a student with special needs  

 

Developing and making friendships is the foundation of an accepting inclusive classroom 

(khalsa & Miyake, 2004). Having friends and companions in school provides satisfaction 

http://en.wikipedia.org/wiki/Physical_therapy
http://en.wikipedia.org/wiki/Standing_frames
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to students and helps in their adjustments. One of the most important functions of 

friendships is to make children feel loved, safe, and cared for.  Researchers have 

documented cases in which meaningful, long-lasting friendships that benefit both 

students have emerged between disabled and nondisabled students.  Researchers have 

identified three specific areas of mutual benefit for children with and without disabilities 

who are friends with each other:  (1) warm and caring companionship; (2) growth in 

social cognition and self-concept; and (3) the development of personal principles.   

 

Of course, inclusive settings do not mean that all nondisabled children become close 

friends with children with disabilities. However, even when relationships remain at the 

level of classmate, versions of these same benefits have been reported in surveys of 

teachers and other research. One of the goals for inclusion to be successful is social skills 

development and peer support to ensure that students with disabilities feel well accepted. 

Peer relationships don't just happen due to a physical placement; teachers need to provide 

opportunities to facilitate positive interactions to promote understanding and acceptance. 

When peers understand a child's disability, they often become much more supportive, 

willing and accepting. Following tips can work for building friendships. 

 

1. The students in a class have some things about peers e.g. favorite TV shows, size 

of family, favorite hobby, vacations, number of pets etc. 

2. Use a pyramid of friendship to let students put the most important person on the 

bottom line of the pyramid and keep identifying people for each step of the 

pyramid. For example, the smaller top line could be used to identify a support 

person - speech and language etc. 

3. Have students list the characteristics of good friends. Once their list is done, 

provide a discussion about the students with disabilities being able to have those 

same characteristics. This helps students realize that they can be good friends with 

students with disabilities. 

4. Challenge the students to find 2 new friends (encouraging those with disabilities). 

Over a period of 2 months, ask students to keep a journal of all the friendship 

activities they did with their 2 new friends. 

5. Use 2 columns. The first column asks students about the qualities they look for in a 

friend. The second column asks students why they would make a good friend. 

6. Let students put together a chart of strengths and weaknesses. Compare them as a 

group. 

7. Here's an activity to support non-verbal students. Make up a set of cards or list of 

the following: You need help with a task, you want to see a friend's book, you need 

a drink of water, somebody is bothering you, you want to work with a certain 

friend, you forgot your lunch, you want to know when recess is, you don't feel well 

and want mom to pick you up, it's pizza day and you want to order 2 slices, your 

shoelace is undone and you want help tying it back up, you want to go to the 

listening centre, you need the teacher's attention, etc. Students then have to convey 

one of the messages without being able to talk. 

8. For vision impairments, blindfold a student and require a few tasks in the 

classroom for them to do like sharpening a pencil, finding their math book etc. 
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All children should feel themselves a part of the classroom. Ongoing activities to support 

inclusion for all students will need to occur daily. The promise of inclusion is that 

children with disabilities will actually learn alongside, play with, and be friends with 

children without disabilities. It is possible that teacher will not need to do anything 

special for established friendships, but for children who have had only a few friends, or 

are young, or have special needs, it is likely that teacher is responsible to help in creating 

and maintaining relations. General techniques for facilitating peer interaction, supporting 

“old” friendships, and encouraging new ones to develop in the early childhood classroom 

include the following: 

 Provide plenty of free choice/free play time so children can choose who they want 

to be with and what they want to do together. 

 Provide multiples of toys or sets of toys so it is easy for them to copy each other, or 

do the same thing together, or extend and coordinate their play as they mature. 

 Provide adaptive equipment so children with mobility challenges can join the group 

and play together. 

 Allow vigorous, noisy, or silly play at least occasionally because of its potential for 

shared positive affect such as laughter, which can help create and then reinforce 

friendship. 

 Present interesting objects or activities that children are likely to flock to you to 

see, and then you may be able to get something going between the children. 

 Be available yourself, at child level, which will attract children to you as the 

“interesting object” and then you are available to get an interaction going between 

the children. 

 Be on the lookout for the times when an action that you do with a child attracts the 

attention of a peer, so you can either fade out or support a joint activity. 

 Play turn-taking games (like rolling a ball) and imitation games, or take back-and-

forth turns in play with children who are developmentally very young to provide 

the critical foundation for future interactions and friendships with other children. 

 Include small, cozy spaces just big enough for two, or playground equipment that 

needs two, to help them focus just on each other – interactions are much easier with 

just two. 

 Allow a pair some interpersonal “privacy” so they can concentrate on their 

relationship – even if it means that they need to exclude others occasionally. 

 Make special materials or activities available during free choice time that both 

members of the pair especially enjoy in order to encourage them to play together. 

 Arrange for children to be close to each other, and/or actively bring children 

together, especially those who may have trouble moving around independently. 

 Help children join ongoing group activities like dramatic play by finding 

appropriate roles for them. 

 Join children in their play so you can help keep the interaction going, and interpret, 

or speak for, or explain the actions of children for those whose social and 

communication skills are just developing. 
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 Teachers should share with parents information about the established, and 

especially emergent, friendships observed in the classroom so the parents might be 

able to arrange “play dates” for the two outside of class, where they can focus on 

each other. 

 Parents should ask teachers about friends and “hot prospects” and, if possible, 

arrange “play dates” with these children or with others who may be a good match 

for their child. 

 Parents can support the interactions as necessary, but also need to let the pair play 

independently, being available only as needed, as above. 

 

So, teachers can establish a climate in the classroom that encourages frequent peer 

interaction and general social skill development. While some children may already be 

socially adept, all can benefit by being in a classroom where children are encouraged to 

work and play together, learn cooperatively and value everyone's contributions. Socially 

competent children can serve as models and their contributions in facilitating positive 

interaction can be specifically noted. Less socially competent children can often be paired 

with more socially competent ones, including those who are disabled. These children's 

social abilities can be matter-of-factly supported and extended by teachers and by socially 

competent peers. 

 

2.3 Encouraging Participatory Learning  
In traditional teaching in schools, the teacher often directly instructs the children and has 

complete control over the learning process. In adult non-formal education, this traditional 

approach is not always appropriate. 

 

So learning is not just about a teacher giving information. Learning is an active process 

where a learner goes through an experience and learns from it. There are many ways that 

we can think of to involve learners in their learning. Lecturing adults is easier but in case 

of children specially the children with diverse educational levels and needs the teacher 

cant lecture. Further learning is an active process therefore everyone should participate in 

this activity actively. Mostly the teachers complain that the special needs children have 

little to do with learning in inclusive school settings due to the hurdles created by their 

disabilities. On the contrary, some educators claim that the learning of special needs 

children can be enhanced and ensured through their participation in the lesson and thus 

objective of effective learning can be attained. E.g. in the reading activity, the mildly 

hearing impaired children can be asked to read out, the visually impaired child can be 

asked to listen carefully and to answer the relevant questions, the mentally retarded child 

may present the pictures to narrate the story. At the same time, the disabled child can be 

supported and assisted by a non disabled child to pick out the right pictures. In this way 

each child can be assigned the duties and responsibilities according to their abilities and 

what they are supposed to learn. Hence, it is proved that the variation of challenges, tasks 

and activities can be introduced in the classroom and the required tasks can be attained 

very effectively with a little more attention of the educators. Teaching, children with 

special needs is directed to impart functional independence in the child thus participation 

of the child in learning process will allow the child to analyze the material himself. 
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Whereas if the child only has to listen to whatever he is taught he will forget it 

immediately. Human brain has great capacity to learn and the child’s brain is ready to 

absorb as much as provided to him and when the child is participating in the learning 

process actively he is using maximum of his five senses . Hence participatory learning 

brings more functional outcome than lecture method. 

 

Key Points 

 Quality of inclusive school plan is based on the organization of school philosophy 

that is independent, democratic principles of inclusion, belonging and provision of 

quality to all children. 

 Each child is supposed to be an individual with specific characteristics and teacher 

should be treated as regular teachers eliminating the discrimination of special 

teacher to avoid psychological separation. 

 One of the most important functions of friendships is to make children feel loved, 

safe, and cared for. 

 The promise of inclusion is that children with disabilities will actually learn 

alongside, play with, and be friends with children without disabilities. 

 Educators claim that the learning of special needs children can be enhanced and 

ensured through their participation in the lesson and thus objective of effective 

learning can be attained. 

 

 

3. PROFESSIONAL DEVELOPMENT OF TEACHERS 
 

The professional development of teachers and other staff through pre service and in 

service training is the key issue in the development of inclusive schooling systems. From 

pre service it is meant that the teacher has been trained before joining the job and in 

service training is the training received while working in the inclusive set up. Both the 

trainings are planed and organized with an aim to train teachers to work with children 

with special needs in inclusive education. An inclusive system of professional 

development supports and encourages the involvement of all personnel in addressing the 

learning needs of students with a full range of abilities and disabilities. Key factors for 

university preparation and school-based staff development include the following:  

1. Professional training that addresses the learning needs of students with a full range 

of abilities,  

2. Licensure and certification requirements that develop a broad cadre of effective 

teaching practices for all students; and  

3. Trans-disciplinary training of general and special education teachers.  

 

Inclusive professional development must address teacher preparation and staff 

development to meet the needs of all students in general education classrooms. There is 

common agreement that many of today’s teachers lack the flexibility to accommodate the 

needs of an increasingly diverse population of students, leaving thousands of students 

behind.  
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Knowledge, skills, dispositions, and views of self are the four interdependent dimensions 

of teacher capacity needed to educate an increasingly diverse student population. New 

standards require students to think deeply about complex problems. To assist students 

with this type of critical thinking, teachers must have a deep understanding of their 

content, learning theory, and pedagogy. To instruct a diverse student population, teachers 

must possess a broad repertoire of instructional and assessment skills, and the knowledge 

and skill to adjust their instruction based upon student need. To be successful, teachers 

must be optimistic, have faith in their own abilities, and possess a strong a belief that all 

students are capable of meeting high standards. 

 

Unfortunately, research shows that most teachers do not have the necessary knowledge, 

skills, attitudes and beliefs to adequately implement inclusive practices. For school 

reform to succeed, the needs of the teaching staff cannot be ignored. Although most 

educators and policy-makers recognize the need for professional development, most view 

the process in a limited way. Research shows that traditional forms of staff development 

(workshop offerings to separate groups of teachers) do not change teacher practice. 

 

Effective professional development is linked to the school improvement plan, is “job-

embedded”, offered during the school year, and facilitated by a respected instructional 

leader in the school/district. With these types of opportunities for professional 

development and ample time to learn the new practices, teachers can increase their 

competency and improve the outcomes of their students. 

 

It is quite clear that pre- and in-service training to enhance regular educators' knowledge 

and skills in teaching students with disabilities and learning difficulties is warranted. The 

beliefs that teachers have about teaching students with different learning needs and beliefs 

about their roles and responsibilities in meeting these needs may impair the progress of 

inclusive schooling. Findings from a growing body of research indicate that professional 

development initiatives need to take teachers' beliefs into consideration (Munby 1984, 

Richardson et al. 1991, Schumm et al. 1994) and this is supported by the notion that 

teachers' beliefs influence their perceptions and judgments and therefore their behaviour in 

the classroom (Munby 1984, Nespor 1987, Agne  et al.  1994, Schumm  et al.  1994). 

Collectively teachers in a school community hold implicit theories about students, the 

subjects they teach and their teaching responsibilities, and these implicit  theories influence 

teachers' reactions to teacher education and to their teaching practice. ‘The teacher is the 

ultimate key to educational change and school improvement ... teachers don't merely 

deliver the curriculum. They develop, define it and interpret it too. It is what teachers think, 

what teachers believe and what teachers do at the level of the classroom that ultimately 

shapes the kind of learning that young people get' (Hargreaves 1994).  

 

Professional development programs for teachers need to consider conditions that will 

affect the success or failure of any new approach so that barriers to implementation of 

new strategies and ideals can be overcome. It has been found that staff development 

programs are usually unsuccessful in bringing about attitude and belief change, but if 

teachers can be guided and supported in trying new procedures and see positive 
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outcomes, then tremendous attitude change can be obtained (Guskey 1986). Therefore, 

traditional approaches to professional development may not roduce any change in 

teachers' attitude, approach to curriculum, class organization and ideals about teaching 

and learning that will be required for inclusive schooling. The interaction between 

positive attitudes, knowledge about diverse learners and use  of appropriate classroom 

strategies in the classroom is complex. For example, some teachers may have positive 

beliefs about inclusive schooling but may not have the knowledge and skills to allow 

them to do what they would like to in the classroom. These teachers may need to see 

other successful teachers working in inclusive settings, adapting curriculum for all 

learners and organizing classes to meet the needs of diverse students. Confident teachers 

who are respected by their peers may manage to convince other teachers to try new 

practices that will introduce some change in the school. Teacher mentors could work 

together in demonstrating different skills and guiding other teachers in the practice of 

new skills.  

 

Teachers need both the skills of their profession and the belief that their skills can make a 

difference. Therefore, professional development programmes will need a balance of 

presentation of information and strategies for inclusive education and opportunity for 

reflection on current thinking and practice. Teachers will also need time to practice new 

instructional practices in the context of their classrooms and most importantly, they will 

need the support of their peers. Teachers who work together will have more opportunities 

to investigate and explore their beliefs and attitudes and instructional alternatives. School 

staff could then be encouraged to develop a shared commitment and vision for future 

development towards inclusive schooling and will be more committed to achieving that 

goal. (Carrington, 1991). 

 

3.1 Adapting the Curriculum 
Curriculum is everything planned by educators and school that will help develop the 

learner. It means all the activities and experiences a student can interact with during the 

learning process. Curriculum is also often referred to as learning content, activities, and 

structures as experienced by students. Ronald C. Doll, in his book, Curriculum 

Improvement: Decision Making and Process, goes further, stating that “The curriculum 

of a school is the formal and informal content and process by which learners gain 

knowledge and understanding, develop skills, and alter attitudes, appreciations, and 

values under the auspices of that school” (Doll, 1996 p15). Curriculum adaptations are 

modifications that relate specifically to instruction or content of a curriculum. Further, 

these could be adjustments or modifications to: 

i. Teaching and learning environment,  

ii. Teaching and learning techniques,  

iii. Teaching and learning support material that enhances a learner’s performance or 

allows at least partial participation in a learning activity  

iv. Learning programs and  

v. Assessment. 
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Curriculum adaptations are not intended to lower the education standards. Curriculum is 

adapted to make education accessible. Learning Programs, Work Schedules and Lesson 

Plans can be modified and adapted to cater for the individual needs of learners. In order 

for inclusive education system to accommodate all learners, all stakeholders should 

encourage inclusive education teachers to use the principle of ‘designing down’, 

‘breaking down’ or ‘scaffolding’ in planning or adapting Learning Programmes, Work 

Schedules and Lesson Plans.( Maguvhe) 

 

Students in special classes participate in the general education curriculum, with 

accommodations and supports, unless otherwise specified on their IEPs. This allows 

students in special classes to have access to, and make progress in, the general education 

curriculum. When appropriate, it also affords them opportunities to be served in a less 

restrictive setting/or be decertified. Special class teachers should receive support 

regarding the general education curriculum. 

 

Support for students in special classes may include modifying curricular content, 

identifying and selecting instructional materials, and developing assessment materials. 

 

3.2 Positive Attitude of Teachers  
Teachers who have taught or are teaching in an inclusive classroom say the philosophy of 

inclusion hinges on helping students and teachers become better members of a 

community by creating new visions for communities and for schools. Inclusion is about 

membership and belonging to a community. 

 

Dr. Chris Kliewer, assistant professor of special education, taught second grade in an 

inclusive school in Syracuse, New York for four years. Based on this experience, he 

explains: 

 

“Inclusion involves all kinds of practices that are ultimately practices of good teaching. 

What good teachers do is they think thoughtfully about children and develop ways to 

reach all children. 

 

“Ultimately good teaching is a relationship between two people; teachers get good results 

because they enter into that relationship. Inclusion is providing more options for children 

of ways to learn. It's structuring schools as communities where all children can learn. But 

there's no recipe for becoming an inclusive teacher or an inclusive school. It's not a 

mechanized format.” 

 

At times it is observed that some teachers do not pay due attention as per needs of the 

special students. And such students are not accepted as important and special. The 

students with special needs have to face negative attitudes which serve as a fundamental 

obstacle in their education. Some teachers find it difficult to manage educating students 

with special needs in the regular classroom as they claim that it is difficult a problematic 

job to educate the normal students and placing the special students adds to these 

difficulties. 
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For inclusive education to succeed, it is vitally important that teachers, principals and 

other education stakeholders maintain a positive attitude towards inclusion. They must be 

firmly convinced of the benefits that inclusive practices bring to all children. Even if 

inclusive education is mandated by law, it will never succeed without the enthusiastic 

support of its practitioners. Obtaining such support involves behavior and attitudinal 

change which is not a quick or easy process.  

 

It has been shown that teachers’ positive attitudes towards inclusion depend strongly on 

their experience with learners who are perceived as “challenging”. Teacher education, the     

availability of support within the classroom, class size and overall workload are all 

factors which influence teachers’ attitudes. Several studies have revealed that negative 

attitudes of teachers and adults (parents and other family members) are the major barrier 

to inclusion; children do not have prejudices unless adults show them. Thus, introducing 

inclusion as a guiding principle in these different areas will have implications for 

teachers’ attitudes. Negative attitudes towards differences and resulting discrimination 

and prejudice in society manifests itself as a serious barrier to learning. However, it is a 

barrier that can be overcome through the practice of inclusion and is not a necessary pre-

cursor to the process. Shared values make cooperation possible, just as lack of them 

makes it difficult for people to work together. However, when common values are 

lacking, common interests, which are precursors to values, may substitute for them and in 

daily life are often a significant driving force. 

 

3.3 Encouraging Quality Education 
According to the 2005 Global Monitoring Report, “Education should allow children to 

reach their fullest potential in terms of cognitive, emotional and creative capacities.” An 

inclusive approach to education is one that strives to promote quality in the classroom. In 

order to move towards quality in education, changes are required at several levels. 

Human variations and differences are a naturally occurring and valuable part of society 

and should be reflected in schools. Schools should be able to offer opportunities for a 

range of working methods and individualized learning in order that no pupil is obliged to 

stand outside the fellowship of and participation in the school. 

 

An inclusive school for all must put flexibility and variation at the centre, structurally as 

well as in terms of content, with the goal of offering every individual a relevant education 

and optimal opportunities for development. Characteristics of “a school for all” include 

exercising flexibility with regard to the individual pupil’s capabilities and placing his/her 

needs and interests at the core. The school for all is therefore a coherent, but 

differentiated learning environment. All knowledge and experience about the 

development of children says that this can best take place in an environment where self-

esteem and positive conception of oneself are strong, i.e. an environment where real 

participation and fellowship are experienced and actively promoted. Placing the pupil at 

the centre does not imply that students need to be taught and will learn subject matter and 

content separately. Within the framework of the classroom, individual adaptations can be 

made. Furthermore, it involves pupils supporting one another according to their abilities 

and strengths. It is about seeing differences as opportunities for learning.  
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Nonetheless, quality in education is often perceived and measured as the academic results 

attained by the pupils through the successful completion of final exams and other 

quantitative measures. In privatized systems of education focuses on provision of good 

infrastructure, technology and facilities. All these are aimed at assuring “comfort” to 

students. These therefore become parameters of quality rather than “content and value” of 

education. Quality, however, is more than this and entails a school system where all 

children are welcome and where diversity and flexibility are seen as important ingredients 

for the development and personal growth of all learners. Educational planners must bear 

these issues in mind when generating discussions among receivers and providers in order 

to remove disparities in “quality” of education in the public and private systems.  

 

An inclusive perspective on quality education is concerned with the need to ensure that 

learning opportunities contribute to effective inclusion of individual and groups into the 

wider fabric of society. Quality education is therefore education that is inclusive as it 

aims at the full participation of all learners. We have learned from constructive and 

transactional theories that the quality of learning can be enhanced by the diversity of 

student involvement. Teacher attitudes and tolerance are the vehicles for the construction 

of an inclusive and participatory society. Focusing on quality education for enhanced 

inclusion implies identifying strategies for overcoming or eliminating the barriers to full 

participation for individuals and groups which experience discrimination, marginalization 

and exclusion or which are particularly vulnerable.  

 

When considering the promotion of quality in inclusive education, it is necessary to 

underline a number of key factors in relation to this goal: 

 Inclusion concerns a wider range of learners than those identified as having special 

educational needs.  It is concerned with any learners who are at risk of exclusion 

from educational opportunities, resulting in school failure. 

 Access to mainstream education alone is not enough. Participation means that all 

learners are engaged in learning activities that are meaningful for them. The 

promotion of positive attitudes in education is crucial for widening participation. 

Parental and teacher attitudes towards the education of learners with a wide range 

of needs appear to be largely determined by personal experiences; this fact needs to 

be recognized and strategies and resources introduced/implemented to address 

attitudinal factors.  

 A view of learning as process – not content based – and a main goal for all learners 

being the development of learning to learn skills, not just subject knowledge; 

 Developing personalized learning approaches for all learners, where the learner 

sets, records and reviews their own learning goals in collaboration with their 

teachers and families and is helped to develop a structured way of learning 

independently in order to take control of their own learning; 

 The development of an Individual Education Plan (IEP) or similar individualized 

teaching programme, for some learners (possibly with more complex learning 

needs) who may require a more focused approach for their learning. IEPs should be 
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developed to maximize learners’ independence and involvement in goal setting and 

also collaboration with parents and families. 

 An approach to learning that aims to meet the diverse needs of all learners without 

labeling/categorizing is consistent with inclusive principles and requires the 

implementation of educational strategies and approaches that will be beneficial to 

all learners. 

 Co-operative teaching where  teachers take a team approach involving learners 

themselves, parents, peers, other school teachers and support staff, as well as multi-

disciplinary team members as appropriate; 

 Co-operative learning where learners help each other in different ways – including 

peer tutoring within flexible and well-thought out learner groupings; 

 Collaborative problem solving involving systematic approaches to positive 

classroom management;   

 Heterogeneous grouping of learners and a differentiated approach to dealing with a 

diversity of learners’ needs in the classroom. Such an approach involves structured 

goal setting, reviewing and recording, alternative routes for learning, flexible 

instruction and different ways of grouping for all learners;  

 Effective teaching approaches based on targeted goals, alternative routes for 

learning, flexible instruction and the use of clear feedback to learners; 

 Teacher assessment that supports learning and does not label or lead to negative 

consequences for learners. Assessment should take a holistic/ecological view that 

considers academic, behavioral, social and emotional aspects of learning and 

clearly informs next steps in the learning process. 

 

Key Points 

 Pre service and in service training of the teachers is mandatory for successful 

inclusive schooling.  

 Today’s teachers lack the flexibility to accommodate the needs of an increasingly 

diverse population of students, leaves thousands of students behind.  

 Curriculum adaptations are not intended to lower the education standards rather it 

is adapted to make education accessible. 

 The students with special needs have to face negative attitudes which serve as a 

fundamental obstacle in their education. 

 Introducing inclusion as a guiding principle in regular schools will have 

implications for teachers’ attitudes. 

 In order to move towards quality in education, changes are required at several 

levels. Human variations and differences are a naturally occurring and valuable part 

of society and should be reflected in schools. 

 An inclusive school for all must put flexibility and variation at the centre, 

structurally as well as in terms of content, with the goal of offering every individual 

a relevant education and optimal opportunities for development. 

 Participation means that all learners are engaged in learning activities conducted in 

the school that are meaningful for them. 
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4. PROVISIONS OF FACILITIES, AIDS AND EQUIPMENTS 
 

Talking of inclusion we mean to allow a SENC to learn in a least restrictive environment. 

The environment can only be least restrictive if the child has freedom to participate in all 

activities in the school. If there is a student with special educational needs with capacity 

to participate in and benefit from education is restricted due to an enduring physical, 

sensory, mental health or learning disability this requirement should be fulfilled as per 

policy. The policy should focus to provide special needs education in mainstream settings 

as far as possible. In 1973, Congress passed Section 504 of the Rehabilitation Act of 

1973 (Section 504), a law that prohibits discrimination on the basis of physical or mental 

disability (29 U.S.C. Section 794). The Section 504 regulation contains the following 

requirement relating to a postsecondary school's obligation to provide auxiliary aids to 

qualified students who have disabilities: A recipient shall take such steps as are necessary 

to ensure that no handicapped student is denied the benefits of, excluded from 

participation in, or otherwise subjected to discrimination under the education program or 

activity operated by the recipient because of the absence of educational auxiliary aids for 

students with impaired sensory, manual, or speaking skills. 

 

The Title II regulation states: 

 A public entity shall furnish appropriate supplementary aids and services where 

necessary to afford an individual with a disability an equal opportunity to 

participate in, and enjoy the benefits of, a service, program, or activity conducted 

by a public entity. 

 It is, therefore, the school's responsibility to provide these auxiliary aids and 

services in a timely manner to ensure effective participation by students with 

disabilities. If students are being evaluated to determine their eligibility under 

Section 504 or the ADA, the recipient must provide auxiliary aids in the interim.  

 

Some of the various types of auxiliary aids and services may include: 

 Taped texts 

 Note takers 

 Interpreters 

 Voice synthesizers 

 Open and closed captioning 

 Closed caption decoders 

 Readers 

 Videotext displays 

 Voice synthesizer 

 Television enlargers 

 Talking calculators 

 Electronic readers 

 Calculators or keyboards with large buttons 

 Braille calculators, printers, or typewriters 
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 Reaching device for library use 

 Raised-line drawing kits 

 Telephone handset amplifiers 

 Specialized gym equipment 

 Assistive listening devices 

 Assistive listening systems 

 Telecommunications devices for deaf persons. 

 

No aid or service will be useful unless it is successful in equalizing the opportunity for a 

particular student with a disability to participate in the education program or activity. Not 

all students with a similar disability benefit equally from an identical auxiliary aid or 

service. The regulation refers to this complex issue of effectiveness in several sections, 

including: 

 

Auxiliary aids may include taped texts, interpreters or other effective methods of making 

orally delivered materials available to students with hearing impairments, readers in 

libraries for students with visual impairments, classroom equipment adapted for use by 

students with manual impairments, and other similar services and actions. 

 

Section 504 regulation also state, in part, that a recipient may not: 

Provide a qualified handicapped person with an aid, benefit, or service that is not as 

effective as that provided to others; or Provide different or separate aid, benefits, or 

services to handicapped persons or to any class of handicapped persons unless such 

action is necessary to provide qualified handicapped persons with aid, benefits, or 

services that are as effective as those provided to others. aids, benefits, and services, to be 

equally effective, are not required to produce the identical result or level of achievement 

for handicapped and nonhandicapped persons, but must afford handicapped persons equal 

opportunity to obtain the same result, to gain the same benefit, or to reach the same level 

of achievement, in the most integrated setting appropriate to the person's needs. 

 

The institution must analyze the appropriateness of an aid or service in its specific 

context. For example, the type of assistance needed in a classroom by a student who is 

hearing-impaired may vary, depending upon whether the format is a large lecture hall or 

a seminar. With the one-way communication of a lecture, the service of a note taker may 

be adequate, but in the two-way communication of a seminar, an interpreter may be 

needed. School officials also should be aware that in determining what types of auxiliary 

aids and services are necessary under Title II of the ADA, the institution must give 

primary consideration to the requests of individuals with disabilities. 

 

4.1 Provision of Adequate Staff 
It is important to note that the provision of inclusive schools is not only essential for the 

expansion of inclusive education. It is also significant to have adequate number of regular 

education teachers to serve the actual aim of inclusive education. The current situation is that 

some of the schools are stuffed with surplus teachers on the contrary some lack in teaching 
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staff. Rationalization of staff is required to fulfill the needs of special children. Principally, 

every school should have minimum five teachers. Moreover, an inclusion facilitator is also 

required and any experienced teacher can serve the purpose of inclusion facilitator. The 

presence of inclusion facilitator is supported to ensure the provision of training in the theory 

and practice of inclusive education. The inclusion facilitator may provide guidance to his 

colleagues and may share his/her experience with them.  (Dash, 2006)  

 

In addition, the responsibility of inclusion is shared by special educators, support and 

auxiliary staff, paraprofessionals, therapists, counselors, administrators and parents in 

order to extend the benefits of mainstreaming efforts to all the students in the school 

community and school building.(Wood,1992)  External  support  by  resource  personnel  

from  various agencies and departments and institutions, such as advisory teachers, 

educational  psychologists,  speech  and  occupational  therapists, Etc. ,should be 

coordinated  at  the  local  level . (The Salamanca statement, 1994)   

 

4.2 Removal of Architectural Barriers   
 

                           
 

Can a wheel chair go on this path? 

 

The interventions for inclusive education are identification, functional and formal 

assessment, appropriate educational placement, preparation of Individualized Educational 

Plan, provision of aids and appliances, teacher training, resource support, removal of 

architectural barriers, research, monitoring and evaluation and a special focus on girls 

with special needs. Curb cuts, ramps, automatic door openers, elevators, braille signage, 

telecommunication devices,  
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and similar accommodations (or the lack thereof) send a message that people with 

disabilities are or are not welcome. While social inclusion is difficult when facilities are 

physically inaccessible, it can be accomplished, and architectural barriers should never be 

used as an excuse to deny participation. (S.S.A, 2007). Removal of architectural barriers 

is necessary to ensure that students with disabilities have access to each classroom, 

laboratory, library and toilet in the school.  

 

“Federal, state and district resources should be prioritized to enable school districts to 

remove architectural barriers which deny students with disabilities access to inclusion in 

their home schools. Districts must be held accountable for meeting the requirements for 

the removal of architectural barriers which are mandated for all places of public 

accommodation in accordance with the Environmental Barriers Act and Title II of the 

Americans with Disabilities Act”. 

 

The issue of architectural barriers is complex, primarily because it calls into question 

funding shortages and prioritization of limited resources, and because the issue has not 

been closely studied by federal and state policymakers. However, the issue must be 

addressed, and solutions must be found to enable ALL students with disabilities access to 

their home schools and ensuring access to important school activities and traditions. 

Administrators must take a leadership role in finding ways for students with disabilities 

to become involved in on-going activities in schools by arranging for physical and 

"policy" access. One rather obvious consideration is physical accessibility throughout the 

building. Students with disabilities should be able to conveniently access school 

environments such as bathrooms, classrooms, water fountains, the cafeteria, and locker 

rooms. Consideration of wheelchair accessibility of locations for major events such as 

proms, football games, or class trips can facilitate inclusion. Likewise, accessible, 

integrated transportation (to the same extent provided to students without disabilities, 

e.g., a fan bus or bus to a field trip site) can lead to more interaction between students. It 

is not unusual for students who cannot ride regular school buses due to inaccessibility to 

have to travel by car with the special education teacher or a parent if they wish to 

participate in these important traditional school events. 

 

4.3 Making the School Effective 
School leaders play an important role in promoting and sustaining inclusion in schools.  

Without their efforts, schools cannot change or improve to become places where all 

students are welcome, and where all students learn essential academic and non-academic 

lessons in preparation for life in the community. Much effort has been devoted to 

understanding the process of change in school settings.  While it is a complicated process, 

there are some commonly agreed upon findings that are helpful in understanding, how 

change happens: 

 Change is a process, not an event. 

 Getting ready for change (development) is vastly different from the implementation 

of school level changes. 

 Organizations do not change until the individuals within it change. 
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 Changes come in different sizes and take different amounts of time and resources 

to take hold. 

 Change happens from the top-down, the bottom-up, and horizontally. 

 Administrative leadership is essential to long term change success. 

 Mandates set the course, but a sound process will make or break success. 

 The school is the primary unit for change. 

 Facilitating change is a team effort. 

 Appropriate supports and interventions reduce the challenges of change. 

 The context of the school influences the process of change. 

 

There are various critical elements for enhancing the efficiency of teachers and 

effectiveness of inclusive schools. Stainback and stainback as cited by Dash, 2005 stated 

that following practical strategies can help to make inclusive schools effective. 

 Establish a school philosophy 

 Follow the principles of natural proportions for enrolling special needs children. 

 Include individuals (students with disabilities, parents, non disable students and 

teachers in decision making and planning. 

 Develop networks of support for students and teachers. 

 Integrate students, personnel and resources. 

 Adapt the curriculum. 

 Maintain flexibility. 

 

Schaffner & Buswell as cited by Dash, 2005 suggested four additional strategies for 

making inclusive school effective. 

 Provide strong leadership. 

 Promote a school wide and classroom culture that welcome, appreciate and 

accommodate diversity.  

 Use deliberate processes to ensure accountability. 

 Celebrate success and learn from challenges. 

 

Key Points 

 Administrators must take a leadership role in finding ways for students with 

disabilities to become involved in on-going activities in schools. 

 Schools can be made inclusive by arranging for physical and "policy" access. One 

obvious consideration is physical accessibility throughout the building. 

 Consideration of wheelchair accessibility of locations for major events such as 

national days’ celebrations, football games, or class trips can facilitate inclusion. 

 Accessible, integrated transportation particularly the same provided to students 

without disabilities, e.g., a fan bus or bus to a field trip site can lead to more 

interaction between students. 
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 A public entity shall furnish appropriate auxiliary aids and services where 

necessary to afford an individual with a disability an equal opportunity to 

participate in, and enjoy the benefits of, a service, and program. 

 Physical proximities are not the only factor to include special children rather 

maximum integration and collaboration of resources and personnel is needed to 

achieve the goals of mainstreaming. 

 The psychosocial climate in educational settings is shaped by the relationships 

between teacher and pupils. The quality, quantity & direction of these relationships 

affect pupils’s self concept, motivation & performance. 

 Teachers can establish a climate in the classroom that encourages frequent peer 

interaction and general social skill development. 

 The students with special needs have to face negative attitudes which serve as a 

fundamental obstacle in their education. For inclusive education to succeed, it is 

vitally important that teachers, principals and other education stakeholders maintain 

a positive attitude towards inclusion. 

 An inclusive school for all must put flexibility and variation at the centre, 

structurally as well as in terms of content, with the goal of offering every individual 

a relevant education and optimal opportunities for development.  

 Characteristics of “a school for all” include exercising flexibility with regard to the 

individual pupil’s capabilities and placing his/her needs and interests at the core. 

An inclusive perspective on quality education is concerned with the need to ensure 

that learning opportunities contribute to effective inclusion of individual and 

groups into the wider fabric of society. 

 School leaders play an important role in promoting and sustaining inclusion in 

schools.  Without their efforts, schools cannot change or improve to become places 

where all students are welcome, and where all students learn essential academic 

and non-academic lessons in preparation for life in the community. 
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5. SELF ASSESSMENT QUESTIONS 

 

1. What are the standards and criteria required to create an inclusive school? 

 

2. How can you make a school physically accessible? 

 

3. What do you think is the most appropriate way to create awareness? 

 

4. What kind of attitude do you encounter about the person with disability? 

 

5. If this is a negative attitude then what can you do change this attitude? 

 

6. How can we develop school philosophy? 

 

7. What is meant by effective school? 

 

8. How high achievement is assured through higher rates of enrollment? 

 

9. What is heterogeneous grouping? How does heterogeneous grouping affect 

achievements   positively? 

 

10. Who are the practitioners of law of inclusive education? How their attitude affects            

inclusion? 

 

11. What are the parameters of quality education? Discuss in details.  

 

12. Why psychological separation be avoided? 

 

13. If each learner has a different learning style, then how can we facilitate the learning 

of all of them in the class? 
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6. SUGGESTED READINGS  
 

http://www.pbs.org/parents/inclusivecommunities/inclusive_education2.html 

 

http://en.wikipedia.org/wiki/Inclusion_(education) 

 

http://www.dynamgraphics.com/images/kate/rea4in.html 

 

http://www.dynamgraphics.com/images/kate/rea4in.html 

 

http://nvpie.org/inclusive.html 

 

http://www2.unescobkk.org/elib/publications/nonformal/M4.pdf 

 

http://www.google.com.pk/imgres?imgurl=http://www.mommylife.net/inclusion%2520p

ersk      

T9_fAojqrQfi2vnADQ&prev=/search%3Fq%3Dinclusive%2Bschool%26hl%3Den%

26gbv%3D2%26tbm%3Disch&itbs=1 

 

http://www.pbs.org/parents/inclusivecommunities/inclusive_education2.html
http://en.wikipedia.org/wiki/Inclusion_(education)
http://www.dynamgraphics.com/images/kate/rea4in.html
http://www.dynamgraphics.com/images/kate/rea4in.html
http://nvpie.org/inclusive.html
http://www2.unescobkk.org/elib/publications/nonformal/M4.pdf
http://www.google.com.pk/imgres?imgurl=http://www.mommylife.net/inclusion%2520persk%20%20%20%20%20%20T9_fAojqrQfi2vnADQ&prev=/search%3Fq%3Dinclusive%2Bschool%26hl%3Den%26gbv%3D2%26tbm%3Disch&itbs=1
http://www.google.com.pk/imgres?imgurl=http://www.mommylife.net/inclusion%2520persk%20%20%20%20%20%20T9_fAojqrQfi2vnADQ&prev=/search%3Fq%3Dinclusive%2Bschool%26hl%3Den%26gbv%3D2%26tbm%3Disch&itbs=1
http://www.google.com.pk/imgres?imgurl=http://www.mommylife.net/inclusion%2520persk%20%20%20%20%20%20T9_fAojqrQfi2vnADQ&prev=/search%3Fq%3Dinclusive%2Bschool%26hl%3Den%26gbv%3D2%26tbm%3Disch&itbs=1
http://www.google.com.pk/imgres?imgurl=http://www.mommylife.net/inclusion%2520persk%20%20%20%20%20%20T9_fAojqrQfi2vnADQ&prev=/search%3Fq%3Dinclusive%2Bschool%26hl%3Den%26gbv%3D2%26tbm%3Disch&itbs=1
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INTRODUCTION 
 

This unit aims to describe the factors influencing and affecting the organization of 

inclusive classrooms. The inclusive classroom is an ecosystem in which the teacher, 

students, materials, curriculum and resources communicate to build a teaching learning 

environment. Organization of classroom includes the academic as well as physical and 

social environment of classroom. The physical factors, classroom and time management 

strategies are discussed. The role of curriculum in the inclusive schools and the effects of 

regular curriculum on students with special needs are focused. The strategies by which 

curriculum, instructional methodologies and instructional materials can be adapted to 

meet the unique needs of special children are examined. These strategies include the 

adaptation of syllabus topics, worksheets, through simplifying vocabularies and reducing 

readability to student’s requirements. The use of alternative materials and curriculum 

approaches is discussed in order to implement more individualized education to 

mainstreamed students. 

 

The type of classroom situation that a teacher makes and supports can either augment or 

decrease a student's ability to learn and feel comfortable as a member of the class. The 

classroom environment should do as much as it can to foster cooperation and acceptance 

as the teaching methods that the teacher uses. This article describes a number of methods 

to help teachers plan for and create a classroom that welcomes and supports all children. 

At the beginning of the year teachers have the goal of establishing a classroom 

environment that is favorable for helping all students work cooperatively in order to 

learn. The classroom environment can either improve or impede a student's ability to 

learn and feel safe and comfortable as a member of the class. Classrooms that encourage 

emotional well-being create an atmosphere for both learning and emotional development. 

Educational research supports creating an atmosphere of mutual respect, where students 

feel relaxed in asking questions and expressing their thoughts and feelings (Stronge, 

2002). Some areas to consider when creating an atmosphere of mutual respect are 

classroom design, classroom procedures, and classroom strategies. Implementing a few 

strategies that address these areas can help develop a strong sense of community and 

encourage positive interactions and cooperative learning for students with and without 

disabilities. A warm classroom environment can lead to increased academic achievement 

and a sense of pride and belonging in the school. 

 

 

OBJECTIVES 

 

After studying this unit you will be able to  

1. Develop the concept of inclusive classroom as an eco system.  

2. Identify all living and nonliving factors to understand the teaching learning 

interaction in inclusive setups. 

3. Provide an overview of the organization of inclusive classrooms. 
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4. Highlight the issues regarding classroom management, existing instructional 

material & approaches in mainstreaming. 

5. Adapt and modify curriculum to teach children in mainstreaming and inclusive 

settings. 

6. Differentiate between the special education and mainstream. 

7. Explain the responsibilities of teachers in establishing, managing and analyzing the 

instructions, instructional material and methods in the inclusive classroom settings. 

8. Suggest effective environment of classroom, alternate curriculum approaches, 

modification of materials, adaptation of syllabus topics to serve the diverse needs 

of all students in inclusive classrooms 

 

 

1. CLASSROOM AS AN ECOSYSTEM 
 

The term ecosystem is an adapted term that is used in biology to explain the populations 

of a defined area and their communication with each other and their shared environment.  

Today, the term has also been used in anthropology, sociology, psychology, economics, 

political science, and business, frequently differentiated in many of these fields as a 

“social ecosystem” rather than a biological or ecological one. Current social scientists 

also add a key word to the definition of ecosystem—information—identifying what is 

exchanged between and among the interdependent organisms. All the contexts of our 

lives may be thought of as some type of ecosystem, i.e. frames of reference in which we 

interact with others and with our environment. From the point of view of education, a 

classroom, a school, and a school district are all educational ecosystems.  

 

Biological Ecosystem Vs Classroom Ecosystem: 

 Abiotic elements—nonliving:         Materials, books, curriculum 

 Biotic elements—living Humans:    Teacher, students, aides 

 Autotrophic elements—independent: Independent learning 

 Heterotrophic elements—interdependent: Learning interdependent: teacher, 

 Students, resources, synergistic, active 

 Equilibrium—healthy balance: Balanced, safe, comfortable atmosphere 

 Disequilibrium: Disruptions, confusion, disorder 

 Positive disequilibrium: Debates, argument, discussions 

 

Elements of the Educational Ecosystem 

Organization in the classroom ecosystem is revealed in the nature and kinds of 

relationships between individuals (e.g., student and teacher, student and student) and 

between individuals and aspects of the environment (e.g., student and text, teacher and 

curriculum).  

 

Features of the classroom ecosystem include goals and objectives, rules and procedures, 

practices and processes, participant roles and functions, leadership roles and functions, 

values, attitudes, and beliefs.  



231 

Principles of operation in a successful classroom ecosystem are similar to those of 

culturally 

 

Responsive pedagogy: They make room for and make use of what every student brings to 

the classroom—their home cultures, background knowledge, and previous experiences. 

That means that they are 

 More collaborative than competitive; 

 More organic and multidimensional than mechanical and linear, i.e., derived from 

rather than imposed on the students (and the teacher); 

 More responsive (open and interested) than reactive (closed and theoretically 

neutral); 

 More inclusive than exclusive; 

 More win–win than win–lose in the definition of success. 

 

Unlike their scientific counterparts, elements or participants in educational Ecosystems 

cooperate with each other to create, maintain, and support lives and growth. 

 

Elements of biological ecosystems are not sentient in the ways people are, i.e., they do 

not think about, realize, or plan for their connections to or relationships with each other. 

Each gets what it needs from the others without intention; each provides what the other 

needs without motive. Participants in the classroom ecosystem are different in this regard, 

and it is the teacher’s responsibility to structure experiences within which supportive, 

fulfilling, and ultimately motivating interactions can take place for everyone. 

 

If school is a place from which students feel disconnected for whatever reason, they are 

less likely to want to cooperate there. They need to identify with others, to want to 

affiliate and cooperate with them rather than separating themselves from the group. 

 

Therefore, teachers must ask themselves the following questions: 

 What do students need to thrive in this classroom ecosystem? 

 What kinds of interactions can I facilitate to meet those needs? 

 What do I need to know about my students—and about myself—to create and 

model effective relationships and a thriving classroom ecosystem? 

 

The strategies in this unit are designed to help students and teachers learn what they need 

to know about themselves and each other to do just that. 

 

So, classroom ecology represents teacher, students, pedagogy and environment as 

inclusive, collaborative, complex, dynamic and supportive, which includes differentiating 

the curriculum to address individual student needs. In diverse classroom ecology, the 

educational and environmental contexts, curriculum and resources, teacher variables and 

student variables all interconnect dynamically (Smith, 2008). 
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1.1 Physical Layout of the Inclusive Classroom 
Primary consideration in inclusive education is the physical layout of the classroom. 

Access to the classroom is the most significant prerequisite to learning in an inclusive 

environment so all children with special needs must be able to access all stations of 

classroom in order to participate in all teaching learning activities with rest of the peers. 

Setting up the physical structure of your classroom is a personal choice but the physical 

layout of the classroom should support inclusive, interactive teaching.  

 

Seating and tables must give children as much work space as possible, and allows for 

flexibility to support working in different contexts, such as individual work, paired work, 

small group work and whole class teaching. The layout should allow for both 

independence and co-operation between the children, while reflecting the speaking and 

listening culture which permits the curriculum. While designing classroom layout, some 

logical reasoning must be utilized. Research shows that the learning environment has a 

powerful influence on children’s achievements. All children should feel safe, settled, 

valued and have a sense of belonging to their school and their class.  

 

The physical environment has a significant influence on developing and supporting 

independent learners. The Early Years environment is the foundations of developing 

independent learners, and it is the practice that should be built upon as the children move 

through the school.  

 

In a resource room and self- contained special education classroom, there are several 

designs that you can consider:  

 

Station oriented model  
In this model, the room arrangement is divided into stations that contain specific content 

area materials. For example, there might be a reading center, math center, computer 

center, writing center etc. in which specific children go to work on their specific IEP 

goals. When setting up your room with a station or learning center approach, take the 

physical features of your classroom into account when planning. As the school year 

progresses, you can change or add learning centers to fit your class's evolving needs. 

Keep the following things in mind if you use this type of design:  

a) Different learning areas should be partitioned off through the use of bookshelves.  

b) Provide comfortable seating by having the children bring in seat cushions.  

c)  Save space by using walls for posters, display shelves, books, and supplies.  

d)  Keep computers facing away from windows to keep glare from sunlight off the 

screens.  

e) Separate learning centers of high activity, such as the cross-curricular center, from 

areas like the Reading/Language Arts Center, where students need quietness.  

f) Set aside an area to meet with small groups. Allow enough seating for about eight 

students.  
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Types of Learning Areas  
Whole-Group Area  

For whole-class lessons – this includes informal discussion, direct instruction, and 

student presentations. This is a good place for an Author's Chair from which students can 

read their writing to the class.  

 

Small-Group Area  

Here you can give small-group instruction or allow groups of students to gather for peer-

led discussions.  

 

Reading Area  

This is a place for students to read independently or quietly with a partner. It should 

provide comfortable seating, a variety of books, and a quiet, secluded atmosphere.  

 

Writing Center  

Here students write independently and collaboratively. The area should contain 

comfortable space for writing and a variety of supplies.  

 

Cross-Curricular Center  

This is an active center where students explore relationships across different curricula, 

including literature, science, social studies, art, and math.  

 

Computer Station  

This area is for computer use in writing, math, reading, keyboard practice, research, 

telecommunications, and creative games.  

 

Creative Arts Center  

This area is where students can get involved in visual art and dramatic play. It should 

have a variety of art supplies, costumes, and props.  

 

Communication Area/Post Office  

This area has mail slots for students and teacher to exchange written messages and suggestions.  

 

Listening Station  

Here students listen to tapes of books, stories, songs, and poems.  

 

Child oriented model  

In this type of setting, the room is arranged so that the children are separated to avoid 

distraction and increase concentration. Here, the teacher moves from student to student. 

Since most of the work is individualized, the teacher and the assistant can work on 

specific limitations for each child with special needs.  

 

Teacher center model  

In this type of design, the teacher’s work table or area is the center of the room. In this 

way, the teacher can work with several children at a time and monitor their progress. If 
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the teacher feels a child needs less distraction, he/she can be moved to another part of the 

room with or without the assistant teacher. 

 

Areas contribute to creating a classroom environment which supports learning;  

Displays: Effective classroom displays create an inviting, pleasant and stimulate learning 

environment and reflect a range of teaching and learning activities. Displays are planned 

with the children, involving them in the decision making process, whereby they have 

significant ownership of their own environment. There are three types of display; 

informative displays, interactive displays and role play displays. Displays should 

purposeful, attractively arranged and are relevant to the current teaching and learning. 

They reflect the learning process in different curriculum areas, not just finished work. 

Curriculum displays include key words and statements, open-ended questions, prompts 

and scaffolds to highlight key learning points.  

 

Organization: It is very important that the classroom should be clean, tidy and well 

ordered. This physical environment will directly impact upon the children’s perceptions 

of themselves and their own work. After creative lessons, such as art and DT, the children 

are responsible for tidying their classroom, ensuring it is restored to a clean and well-

ordered place. These are life skills that children will have learned in Nursery and should 

be reinforced throughout their time in school. 

 

Resources: Resources should readily available to support collaborative learning. They 

must be well organized, classified, clearly labeled and accessible for all children. 

Resources should diverse, so that children can learn through visual, aural and kinesthetic 

experiences.  

 

Strategies to Create an Inclusive Classroom  
Awareness of Diversity  

 Get to know yourself and be aware of how you have been culturally constructed 

and the implications of this has for classroom practices, 

 Be aware of your basic assumptions about learning and teaching, 

 Understand why you have designed your syllabus in the way that you have, 

 Recognize that learning styles differ, and that your students may not learn well if 

you use only your style, 

 Recognize that any teaching style to the exclusion of others will also exclude those 

students who do not learn best by that style, 

 Vary teaching techniques and strategies into the classroom, 

 Establish and maintain a climate of openness and interaction by disclosing personal 

information about yourself, 

 Get to know your students as individuals rather than as representatives of particular 

groups. For example, schedule two required office hours for each student, one at 

the beginning of your class and one at the end. Then, all students will feel as if you 

know them and respect them individually. "Minority" students in particular will 
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feel more included if they have the opportunity to speak to you personally. They 

are then more likely to participate actively for the rest of the term. 

 Avoid making assumptions of similarities, 

 Avoid trivializing differences, 

 Accommodate students’ diverse learning styles, and 

 Promote collaboration between all students. 

 

Provide Clear Instructions  

 Speak clearly at a comfortable pace, 

 Use words that describe a sequence: first, second, third…, 

 Use gestures or actions to illustrate what you are trying to communicate, 

 Avoid sentences with words such as "before, after, if (conditional), therefore, 

however, 

 Rephrase complex sentences using different words, 

 Check frequently for understanding and break instruction into small fragments, 

 Explain meanings of words and phrases that cannot be found in a standard 

dictionary, e.g. technical terms, 

 Avoid idioms, jargon and slang, 

 Make expectations explicit as they relate to course requirements including 

assessment practices, 

 Relate the material being presented to what has come before, and what is still to 

come in the same course, 

 Relate the material to the student’s personal experience, and 

 Continually summarize to establish mutual understanding. 

 

Support Content  

 Handout lecture outline, notes, overheads to provide context of lectures prior to the 

class and to reduce time needed to copy, 

 Allow students to copy other students’ notes and/or ask other students to use 

carbon-copy paper to share notes, 

 Use visuals to illustrate what you are saying, e.g., overheads, notes, pictures, etc., 

 Reflect diversity in your syllabus, in your readings, and in other materials such as 

visual aids, 

 Provide examples to reinforce what you are saying ensuring that the examples are 

culturally relevant to newcomers, immigrants and visible minority students, 

 Promote opportunities for students to access relevant resources to maximize 

learning, e.g. tell students they can watch videos again at the Library or let them 

take video home to watch, allow students to tape lectures, allow students to use a 

dictionary and/or translator in class, and 

 Provide opportunities for students to interact across cultures. 
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Check for Understanding 

 Do not just accept a "yes" or "no" answer or a nod when asking, "Do you 

understand?" 

 Do not ask questions that can be answered with "yes" or "no", 

 Ask for verbal feedback: What did I ask you to do? What did you understand? How 

should you…?, 

 Be sensitive to non-verbal cues that indicate confusion or frustration, 

 Encourage students to ask questions and to ask for clarification keeping in mind 

that this may not be culturally appropriate for all students 

 Be patient and allow more time for second language students to explain and ask for 

more information if necessary, 

 Ask students to write their questions or concerns down when you have difficulty 

understanding them and as a way to provide a safe environment for them to get 

clarification from you, 

 Continually monitor student progress, and 

 Identify at-risk students early and initiate culturally appropriate intervention 

measures. 

 

Do’s and Don’ts  

 Be aware that common, everyday gestures may mean something different to 

newcomers and immigrants, 

 Be aware that your personal space might be larger or smaller than is comfortable 

for the person you are talking with, 

 Be aware that some cultures touch more or less than you, 

 Be aware that language that sounds rude or abrupt may just be a direct transfer of 

the intonation from the other language, 

 Try to pronounce the person’s name correctly and do not give English nicknames 

unless requested, 

 Learn something about each of your students’ cultures, 

 Learn something about each of your students’ learning styles as they relate to the 

course content, e.g. hold meetings with each student, ask students to submit 

autobiography or journal, 

 Try to find opportunities for students to share their diverse experiences when this 

relates to course content, 

 Promote opportunities to meet with students individually, 

 Use inclusive language, 

 Do not misinterpret lack of eye contact, 

 Do not misinterpret laughter because for some newcomers and immigrants this is 

an indication of embarrassment or uncertainty, 

 Do not stereotype individuals and/or groups of students, and 

 Do not hold one group’s experience as the norm against which others’ are 

measured and evaluated. 
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1.2 Plan For Substitute Teachers 
A substitute teacher is a person who teaches a school class when the regular teacher is 

unavailable; due to some reasons. "Substitute teacher" is the most commonly used phrase 

in the United States, Canada and Ireland, while supply teacher is the most commonly 

used term in the United Kingdom.  substitute teacher also called  relief 

teacher (in Australia and New Zealand), "emergency teacher"  (in the United States), and 

"sub" (in the United States and Canada). The term "guest teacher", are also used by some 

schools or districts. It is a great duty of the teacher to plan his/her absence before time. 

Substitute teacher is the best option to keep your classroom organized in your absence. 

There should be a plan for assistant teachers so that the learning activities not to be 

affected in class. While planning for sub teachers, following points should be considered: 

 

Make expectations of substitute teacher clear. Take the time to discuss your expectations 

of student behavior with substitutes early in the year in case you are absent. When you 

are going to be absent, take the time to write thorough plans that account for every 

minute of class time. Consider leaving alternative activities in case the class finishes 

early. If you know that you will be absent, organize your students the day before by 

telling them your expectations, detailing the assignment, and stating simple consequences 

for lack of compliance. If the students will work alone, tell them so and write it into the 

sub plans. If they will be in groups, define the groups and include that information in the 

sub plans. Specify if students are allowed to move their desks or chairs, or if they're 

allowed to work sitting on the floor, or even out in the hallway, the library, or outdoors. 

Always let the sub know if class work, homework, etc. is to be collected, or if the 

students are to place their work in specially designated baskets, trays or folders. Let the 

substitute know if this includes ALL work, or only completed work. If the work is 

unfinished, then specify what is to be done with incomplete work. 

 

It's probably best not to advise the sub about which student behaves and which doesn't. 

Sometimes, it is the so-called "good" student or "honor" student who misbehaves, while 

many so-called "troublesome" students behave pretty well. Don't scare the sub with a 

biased picture; let the sub make up her own mind about how each student or class 

behaved. 

 

Also ask the substitute to leave you feedback on a standard questionnaire or simply by 

leaving you a note. When you receive negative feedback about a student or a class, be 

sure to address it and assign reasonable but firm consequences including a hand-written 

note and/or verbal apology from the student to the substitute. 

 

Make expectations of students clear. Give students no opportunity to contradict the 

substitute. Distribute copies of the plan to the class. A well-prepared group of students 

will most often comply with the substitute. Explain to students that they must be on their 

best behavior for the substitute since he or she won't know them as you do, and may 

misinterpret their well-meaning quips. Define best behavior for them. Never make jokes 

about substitute teachers and don't let students think that you have low expectations for 

days that you aren't there. 

http://en.wikipedia.org/wiki/Teacher
http://en.wikipedia.org/wiki/School
http://en.wikipedia.org/wiki/United_States
http://en.wikipedia.org/wiki/Canada
http://en.wikipedia.org/wiki/Ireland
http://en.wikipedia.org/wiki/United_Kingdom
http://en.wikipedia.org/wiki/Australia
http://en.wikipedia.org/wiki/New_Zealand
http://en.wikipedia.org/wiki/United_States
http://en.wikipedia.org/wiki/United_States
http://en.wikipedia.org/wiki/Canada
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Make a lesson plan. It is vital that you take an adequate amount of time preparing for a 

substitute teacher. Give the substitute as much detail as necessary to make your wishes 

clear. Review, organize and clearly label materials to be left for the substitute. The 

substitute needs enough material to keep the students busy for the entire class period. 

Your instructions should be fairly detailed and legible, leaving no doubt about what you 

are trying to accomplish on that given day. It might even be a good idea to include the 

actual goals and objectives that you are trying to attain to. But at all costs, leave the 

substitute more than enough activities/material to keep the students busy. Also, if you 

copy a ditto, always make a few extra copies. 

 

Subs are expected to bring SOME things with them but the school should provide the 

majority of materials, since the school administration has its own requirements about 

which supplies are desired. If you wish to leave your desks and cabinets locked, that is 

understandable, but at least leave a large sealed envelope marked "FOR THE 

SUBSTITUTE", containing all the items the sub will need for the day.  

 

1.3 Meeting Students’ Personal Care and Medication  
A student with dependent needs is completely dependent on others for meeting all major 

daily living needs. She/he will require assistance at all times for feeding, dressing, 

toileting, mobility and personal hygiene. Without such assistance and personal care 

support, attendance at school would not be possible. In providing services to a student 

with dependent needs, unique issues around seating, lifting, positioning, movement, 

feeding, medication, hygiene and safety will have to be addressed by the school-based 

team. Many of these can be carried out in a classroom environment, but others, for 

reasons of privacy and dignity, require a more secluded space. The student will also 

require adaptations to the learning environment to participate in aspects of school life and 

to maximize independence. The student should have access to as many parts of the school 

as possible, to increase opportunities for participation. Equipment accessibility in these 

areas will also have to be addressed. Adaptations to facilities or equipment to allow 

access to school areas and programs should be made as quickly as possible where 

physical barriers exist. Use of technology such as adapted eating utensils, bathroom aids, 

adapted clothing and dressing aids and so on to assist the children with multiple 

disabilities to complete their daily living tasks is better idea. 

 

1.4 Classroom and Time Management Techniques 
Martin & Sugarman (1993) said “Classroom management refers to those activities of 

classroom teachers that create a positive classroom climate within which effective 

teaching and learning can occur”. Research over the past 30 years indicates these rituals 

and routines as cornerstones of classroom management are critical to effective teaching 

and learning. In a poorly managed classroom, teachers struggle to teach and students 

usually learn less than they should, and there are abundance of discipline issues (Martin 

& Sugarman, 1993; Rose & Gallup, 2004) while a well-managed classroom provides an 

environment in which teaching and learning can flourish 
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The inclusion of children with disabilities in general education classes provides an 

opportunity for teachers to identify classroom management policies and practices that 

promote diversity and community. Community-building management strategies that 

facilitate friendships, collaboration, parent involvement, and address challenging 

behaviors in a positive, proactive, and educative manner are consistent with the goals of 

inclusive education. In addition, in order to develop a truly inclusive school community, 

management policies and practices that are inconsistent with inclusive education--such as 

exclusionary discipline policies--need to be addressed by teachers and administrators. 

 

In inclusive classes, it is very important to create a sense of community, one that shows 

your interest in and accessibility to students and which encourages your students to learn 

about you and participate in the learning process. The goal is to get you and your students 

to better understand each other. Creating this sense of community and its positive psycho-

social environment can motivate your students to learn, get them involved, and help them 

to learn to their fullest, even under seemingly crowded conditions. Moreover, students 

have reported a greater sense of value in their learning and earn better scores when a 

teacher is truly willing to help them learn.  

 

Inclusive classrooms are designed to accept those who are different. Inclusive classrooms 

are not just the place to accommodate the student rather it aims to provide environment 

according to the needs of each student. To create this welcoming environment and to 

ensure that all students are getting an appropriate education proper strategies are required 

to be implemented. Inclusive classrooms provide an environment to each student as if he 

is a member of the classroom community.  A teacher is required to provide this feeling. It 

is important for students with disabilities to create relationships with their peers. School 

is not just about academics rather a social system. Teachers are responsible to create 

classrooms with a friendly working environment. The use of positive behavioral supports 

helps teach all the students how to be respectful of other members in the school 

community. Positive behavioral supports help the students learn appropriate behaviors 

 

Classroom management is a holistic and comprehensive approach. It has three major 

interactive facets: proactive, supportive and reactive. Proactive classroom management 

involves the procedures that promote successful learning and appropriate behaviors. This 

involves the teaching, accommodating the student’s needs and establishing classroom 

environment and climate. Supportive classroom management deals with effective 

instructional procedures to facilitate and maintain successful learning and appropriate 

behaviors. It involves the instructional factors and skill embedded in teaching, lesson 

planning and administrative components of classroom management. While reactive 

management model consists of the teacher’s methods to change the student’s 

unsuccessful learning and misbehaves into successful learning and appropriate behaviors. 

Teachers can be effective classroom managers by adopting new approaches to meet the 

diverse needs of their students. 
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1.5 Support Instructions 
Differentiated instruction is the practice of modifying and adapting instruction, materials, 

content, student projects and products, and assessment to meet the learning needs of 

individual students. In a differentiated classroom, teachers recognize that all students are 

different and require varied teaching methods to be successful in school. They see their 

role as creating that environment for their students. Differentiation includes a wide range 

of strategies and methods such as:  

 Adaptations, modifications, and accommodations 

 

The individualization of instruction is an important part of special education. Instruction 

and schoolwork are tailored to the needs of the child. Sometimes a student may need to 

have changes made in class work or routines because of his or her disability. 

Modifications can be made to: 

 what a child is taught, and/or  

 how a child works at school.  

 

Sometimes people get confused about what it means to have a modification and what it 

means to have an accommodation. Usually a modification means a change in what is 

being taught to or expected from the student. Making an assignment easier so the student 

is not doing the same level of work as other students is an example of a modification. An 

accommodation is a change that helps a student overcome or work around the disability. 

Allowing a student who has trouble writing to give his answers orally is an example of an 

accommodation. This student is still expected to know the same material and answer the 

same questions as fully as the other students, but he doesn’t have to write his answers to 

show that he knows the information. 

 

What is most important to know about modifications and accommodations is that both 

are meant to help a child to learn. 

 

1.6 Time Management Techniques 
Time management plays a vital role in almost all aspects of teaching i.e. organizing the 

day, organizing the classroom, deciding how long and how often to teach various 

subjects, recording student progress, or keeping time-consuming behavior problems to a 

minimum.  

 

Effective use of school time begins with efficient classroom organization and management — 

and vice versa. Much of the essentials of classroom life involve time management in some 

way: paring down paperwork; planning; establishing routines that eliminate wasted time and 

confusion; using learning centers, independent assignments, and seatwork to give you time to 

work with small groups; and creating classroom environments that allow students and 

activities to move smoothly from one activity to the next. 

 

Increase Teaching Time: As a classroom teacher, you want to engage your students in 

productive learning time. This is time when your students are engaged in meaningful and 
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appropriate work. The more productive learning time you have, the more your students 

will learn. The challenge, of course, is in creating a classroom that maximizes that time. 

 

You may have less time to teach than you think. The 27% of elementary school day is 

rendered to lunch time, recess, break down-time between lessons and activities, moving 

from one classroom to another, interruptions, and other periods of non-instructional time. 

In many classrooms, that figure climbs beyond 40 percent. 

 

There is no doubt that lunch, recess, and restroom breaks are important, but too much 

teaching time can be lost to inefficiency. Add to that the time that slips away when 

students stare out the window or are otherwise disengaged during instruction, and you get 

the point. Some tips to increase teaching time may include: 

 Find out which aspects of school time you can control. In some schools, teachers 

discover they can change the scheduling of class periods, pull-out programs, 

extracurricular activities planning time, and outside interruptions. Ask your 

principal to help you control time-wasters such as unexpected visitors and frequent 

intercom announcements. 

 Schedule solid blocks of teaching time for each day. You might hang a "Do Not 

Disturb" sign outside your door during those times. Also, secure your principal's 

help in scheduling pull-out programs around those blocks and ask parents not to 

schedule medical of dental appointments then. 

 Plan for smooth transitions between lessons and always try to have materials ready 

for each lesson or activity. 

 Assign homework to extend practice time. Homework should allow students to 

practice skills they have already learned. 

 Consider how and when you schedule restroom breaks for maximum efficiency. 

 Improve student attendance. Attendance has a big effect on teaching and learning 

time. Impress upon parents the importance of good attendance and teach an actual 

lesson on how it hurts to miss school.  

 Delegating Tasks: Good classroom managers know how to delegate. Aides, 

volunteers, and students can handle many classroom tasks and save you enormous 

amounts of time. Learn to use these valuable helpers. Aides can work with small 

groups or tutor individuals. They can make instructional games and resources, keep 

bulletin boards current, monitor seatwork and learning centers, read stories to the 

class, and assist you in testing. They can also help with clerical and housekeeping 

duties (those the children can't do for themselves). And their assistance with field 

trips, special programs, and class parties is invaluable. Help your aide become 

increasingly responsible and involved in the classroom. 

 Volunteers are another valuable asset. Volunteers generally can do anything aides 

do — with your supervision and guidance, of course. Volunteer programs not only 

give teachers much-deserved help, they can also improve home-school relations. 

Parents, grandparents, businesspersons, and other volunteers become sympathetic 

to the problems facing schools, and supportive of better budgets and improved 

opportunities. Also, they learn to play an active role in educating children.  
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 Keep Things Flowing: There's no stop-and-start rhythm to the class, but rather one 

activity leads naturally into another activity. When learning activities are going on 

smoothly and briskly then there is a situation of flow. You can maintain that flow 

through an awareness of the following: 

 

Ignore minor behaviors that have nothing to do with the lesson. For example, a student is 

twisting a strand of her hair. It's not necessary to stop the lesson and point out that 

behavior to the student. Move over to the student, put a hand on her back, nod, and keep 

the lesson going. 

 

Some teachers jump back and forth between activities. They start one activity or lesson, 

go back and make a comment about a previous lesson or activity, and then return to the 

new activity. You must keep your lessons flowing in a forward direction. 

 

Often teachers will continue to explain a point or concept until, as students would say, 

“It’s been beaten into the ground.” The trick is to know when students understand and 

then stop at that point. 

 Teach Transitions: Transitions are those times during the day when you move from 

one activity to the next. Because students work at different paces and different 

levels, some may be able to make the transitions faster than others. Thus, transition 

time often leaves openings for misbehavior and disruptions. To avoid this, consider 

the following: 

 

Let students know when (in 2 minutes, for example) an activity will end: “We'll have a 

whole-class review of triangles in two minutes.” 

 

Let students know what they can expect in any subsequent or follow-up activity: “After 

lunch, we're going to continue looking at the structure of onion cells.” 

 

Be sure your lessons have clear beginnings and endings. Review the lesson objectives 

before the lesson begins and again at the conclusion of the lesson. Verbal cues are also 

valuable: “It's time for science to begin. I hope you're ready for the adventure.” 

 

Establish clearly outlined routines for transition times. Provide opportunities for students 

to practice those routines: “When you come in, be sure you complete your `Fabulous 

Five' chores before you sit down.” 

 Be Clear, Be Close: Students achieve when they know exactly what is expected of 

them. Incomplete assignments are often the result of incomplete directions. As a 

result, time is wasted. It's equally important that students know you are available at 

all times. The amount of learning that takes place in a classroom is often related to 

the distance you maintain with your students. Time is saved when you are readily 

available. Here are two considerations for you: 
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Always provide clear, precise, and thorough directions to any assignment. If students are 

asking lots of questions about what they're supposed to do, the directions were not clear 

and precise. 

 

Closely monitor student progress by circulating throughout the room and maintaining a 

physical presence with the students. Your desk should just be a place to put papers, not a 

sanctuary from students. 

 Get a Handle on Pull-Outs: Pull-outs are those students who must leave the 

classroom and may include students who have appointments with the guidance 

counselor, lessons with the reading specialist or music teacher, or instruction for 

gifted students. With so many comings and goings, it's often difficult to keep track 

of everyone, much less teach a complete lesson to every student. Here are some 

suggestions: 

 Laminate a personal schedule for each pull-out student and tape it to the corner of 

her or his desk. Teach the student how to exit the classroom with no disruption to 

the class. Make each student responsible for her or his own schedule. This is not 

something you have to monitor all the time. 

 Work closely with the teachers your students are leaving class to see. Try to arrive 

at a schedule that will cause the least disruption to your classroom. 

 Check with the administration or other teachers about any procedures for students 

needing to make up missed classroom work. Initiate a “study buddy” program in 

your classroom so that each time a student leaves, she or he has a buddy who is 

responsible for obtaining the necessary information and passing it along. If 

feasible, provide time in class for this exchange to take place. 

 Remember, time can be your ally or your enemy. It's all in how you look at it. 

Teach your students how to use it wisely. 

 

1.7 Benefits of Inclusive Classroom 
In an inclusion classroom, a general education teacher and a special education teacher 

work together to meet the needs of students. This type of classroom gives special 

education students the support they need while they learn alongside their general 

education peers. General education students benefit from the additional resources and 

supportive techniques used in an inclusion classroom.  

 

If child is struggling in school, teacher might ask if he can be placed in an inclusion 

classroom. In an inclusion classroom, a general education teacher and a special 

education teacher work together to meet the needs of students. Many schools have 

inclusion classrooms. Some have a special education teacher in the room at all times. 

Others have special education teachers “push in” at specific times during the day, 

depending on the IEP goals for the special education students. In either case, both 

teachers are available to help all students. 

 

These classrooms give special education students the support they need while they learn 

alongside their general education peers. Studies show that general education students also 
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benefit from the resources available in an inclusion classroom. If child’s school has an 

inclusion classroom at your child’s grade level, this can be a good option if you’re not 

ready to have him evaluated for learning and attention issues. It can also be a good option 

if you’ve already had him evaluated and he didn’t qualify for special education services. 

 

More Teachers = More Assistance 
The general education teacher and special education teacher often work together to teach 

and manage the class. This arrangement is often called collaborative team teaching. With 

two teachers in the classroom, it’s easier for students to ask for and receive help. More 

adults on hand can also help keep order in class. 

 

Supportive Strategies 
The teachers weave in specially designed instruction and support that can help students 

make progress. For example, while one teacher works with some of the students, the 

other teacher may work with a smaller group to review material. This can be helpful to 

students with learning and attention issues. Kids are given opportunities to move around 

to release excess energy. Also, the teachers may create class wide or individualized 

incentives for positive behavior. 

 

Teaching Approaches 
Inclusion classrooms can accommodate children with a wide range of learning styles and 

needs. Teachers meet everyone’s needs by presenting lessons in different ways. For 

example, they may use a lot of visual aids to add interest and increase understanding. 

When teaching math, they may build the lesson around manipulatives such as cubes or 

colored chips that can help kids learn new concepts. 

 

Some inclusion classrooms use an interactive whiteboard, which is a bit like a 

computerized chalkboard. Kids can use their fingers to write, erase and move images 

around on the large screen. This teaching tool can also be used to turn students’ work into 

a video, which can be exciting for kids and help keep them engaged. 

 

One of the key teaching strategies in inclusion classrooms is to break students into small 

groups. This way, kids can be taught according to their particular learning style and 

ability. This is called differentiated instruction. 

 

Access to Learning Specialists 
In addition to having a special education teacher available, an inclusion class often brings 

in reading specialists and other service providers. These professionals may have 

particular insight into what’s challenging for your child and how he can be helped. 

 

Resources, Resources and More Resources 
Budget constraints mean that schools often have to pick and choose where they’ll spend 

money. In some school districts, inclusion classes are often the beneficiaries of extra support 

and resources. These might be the rooms that get the laptops, the interactive whiteboards or 

https://www.understood.org/en/learning-attention-issues/treatments-approaches/educational-strategies/collaborative-team-teaching-what-you-need-to-know
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the innovative alternatives to old-fashioned textbooks. If free tutoring is offered after school, 

kids in the classroom with the greatest needs may get to be first in line. 

 

If you’re thinking about requesting an inclusion classroom, keep in mind that every 

school district has its own philosophy about which general education students should be 

placed in this type of classroom. Some assign children randomly. Some select the most 

advanced students, who may benefit from the emphasis on meeting the needs of all 

learners at all ability levels. 

 

For students who qualify for special education, an inclusion classroom can be a great 

alternative to a general education setting or a self-contained setting that is just for special 

education students. Some districts also see an inclusion classroom as a supportive place 

for students who are struggling but who don’t qualify for special education. 

 

Talk to your child’s school about the supports and services that might be available in an 

inclusion classroom. If you think this would be a good place for your child, it can’t hurt 

to ask. Chances are the school will think it’s a good idea too. 

 

Key Points 

 The term ecosystem is an adapted term that is used in biology to explain the 

populations of a defined area and their communication with each other and their 

shared environment.   

 Class room is an ecosystem in which students and teachers are the biotic 

components of the classroom echo system. Knowledge is an Abiotic component of 

this system and during the exchange, the Abiotic (knowledge) and biotic (students 

and teachers) elements are changed. 

 Features of the classroom ecosystem include goals and objectives, rules and 

procedures, practices and processes, participant roles and functions, leadership 

roles and functions, values, attitudes, and beliefs. 

 Physical layout of the inclusive classroom should be accessible for children with 

disabilities. 

 A substitute teacher is a person who teaches a school class when the regular teacher 

is unavailable; due to some reasons. 

 A student with dependent needs is completely dependent on others for meeting all 

major daily living needs. She/he will require assistance at all times for feeding, 

dressing, toileting, mobility and personal hygiene. 

 

 

2. CURRICULUM AND SPECIAL CURRICULAR NEEDS 
 

The curriculum is an umbrella concept- comprehensive in scope and complex in practice. 

In broad terms it has to do with the teaching and learning of knowledge, skills and 

attitudes, and embraces issues such as subject matter, pedagogy, assessment/evaluation, 

and related resources involved in the organization, delivery and articulation of education 

https://www.understood.org/en/school-learning/special-services/special-education-basics
http://en.wikipedia.org/wiki/Teacher
http://en.wikipedia.org/wiki/School
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programs.(The National Board of Employment, education and Training,1992). Generally 

curriculum is all the activities and procedures a student undergo during teaching learning 

process and everything students learn in school. 

 

An inclusive class represents an incredibly diverse group of learners, each of whom has a 

wide range of strengths and needs; nearly every class includes one or more children who 

have an individualized education plan (IEP). Adapting the curriculum involves 

differentiating instruction to provide learners with a variety of ways to process 

information and demonstrate what they have learned, in order to match the way in which 

each learner learns most effectively. 

 

2.1 Inclusive Curricular: Curriculum for All 
The aim of inclusive curriculum design is to anticipate the diversity and use it in the 

curriculum to improve the learning of all students.  This approach acknowledges that 

students fall along a continuum of diversity and though some may learn differently, they 

are not necessarily less academically capable. Inclusive curricula provide the opportunity 

for students from diverse backgrounds to access, participate and succeed, building on the 

life experiences and differing points of view of students to enhance the learning of all 

students, not just those with disability. This good course design builds in flexibility to 

accommodate a range of abilities, cultural backgrounds, and learning styles without 

lowering academic standards by providing a range of learning opportunities.  

 

If curricula are designed to be as accessible as possible, only minimal adjustments need 

to be made to respond to the needs of individual students. Core elements of the 

course should be clearly stated, so that it is easier to determine what adjustments can be 

made without compromising academic integrity. 

 

Inclusive curricula demonstrate: flexibility and variety in teaching, learning and 

assessment learning experiences of comparable quality for all students’ course materials 

and online components that are accessible and available on time to allow equitable 

participation the capacity to adjust course components to meet the needs of students 

without compromising academic standards 

 

2.2 Curriculum Issues in Mainstream Classroom  
Children with special needs faced lot of difficulties in the comprehension and coping of 

curriculum designed for the regular education therefore the movements towards inclusive 

curriculum focuses on the modifications in the existing curricula of the regular education 

to meet the diverse needs of special children. This modification results in implementation 

of different teaching methods and their practices. At senior secondary levels, where there 

is special requirement of external examination, the emphasis on subject driven work and 

completion of assignments increases and resultantly, the need of special curriculum for 

children with special needs increases as well. At junior secondary school levels, where 

the teachers are required to complete the mandated syllabi within specific time duration, 

while coping with multiple grade levels, the same problem exist but at lesser level. Some 

teachers shoulder the responsibility to teach across subjects with differing syllabus 
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requirements e.g. a teacher may teach economics and geography or social work side by 

side to mathematics. In such cases, teachers do not feel comfortable with change in the 

curriculum at secondary level. One added reason of this resistance on the part of teachers 

is the adaptations without the assistance of guidelines or policies. 

 

2.3 Curriculum Differences between Special and Mainstream Needs 
As there are difference in mainstream and special school settings, the curriculum 

designed for children with special needs is different from the one designed for 

mainstream. In special education settings the curriculum is often designed, adapted, 

omitted, summarized, and modified according to the types and severity of the disabilities 

of students while in mainstreaming the student is expected to adapt to the existing 

curriculum. The level of special needs of learners is also a great factor which influence 

the difference of curricula between special and mainstream settings e.g. the degree of 

changes in syllabus for the children with moderate intellectual ability will be different 

from those with a mild disability. 

 

Another difference is the functional approach to curriculum in special settings. This 

approach focuses on instruction on concepts and specific set of skills required to meet 

individual student’s needs. Functional curriculum can also use in mainstream but a 

different set of skills and locations. 

 

Needs, Expectations and Resistance 
The expectations of three important groups, parents, teachers and students are important 

in curriculum adaptations. 

 

Teachers usually show the concern that the amount of time spent on adapting curricula 

for students with special needs is not acceptable and it affects the learning opportunities 

for normal regular students. Class size, teaching of multiple grades and classes and lack 

of planning and preparation in time are additional factors. Teachers’ disposition to 

mainstreaming might be a factor involved in the failure of making curriculum adaptations 

for mainstreamed students. Often, it is found that minor adaptations are made by teachers 

but not more substantive ones which are required for the adaptation of curricula. 

 

Parents are not, often, satisfied with the education provided to their children in special 

education setting complaining that lack of adaptations found in mainstreamed settings. 

Expectations of parents are often ignored, particularly at secondary level, when 

modifications are made to the curriculum for mainstreamed students. Parents are forced 

to choose more restrictive settings or return back to special education resultantly. Another 

important concern of parents is the failure of the staff in the mainstream settings to make 

adjustments for students with special needs or to be insistent on inappropriate actions. 

 

It is very important to consider student’s opinion about adaptation of curriculum and 

instructional strategies to assist mainstreamed students.    
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2.4 Alternate Curriculum Approaches for Students with Special Needs in 

Regular/Mainstream Classroom 
Kinder et al.  (1995) highlighted alternative curriculum opportunities and learning 

environments with external providers was one of three central strategies for disaffected 

pupils, along with a focus on emotional, social and behavioral needs(Camp-bell 

&Wilkin,2003).  Other official reports (GB. Parliament. HoC. Education and 

Employment Committee, 1998; GB. Parliament. HoC, 1998) have similarly advocated 

and illustrated such provision.  Initiatives like New Start confirmed this alternative 

approach and there it seems safe to say, a general recognition that returning to 

mainstream education, and National Curriculum teaching in particular, is not always 

appropriate for young people. (Camp-bell &Wilkin,2003). 

 

In addition, the Kinder et al. (2000) study highlighted some of the key features of 

alternative curriculum provision:  

 A holistic and individualized approach to student’s needs and problems was taken.  

 The approach and atmosphere of any programme accessed was distinctive from 

mainstream school, usually informal, with fewer restrictions (such as uniform) but 

a firm structure  

 Programmes were oriented around the particular needs and predilections of the 

young people, getting them to focus on future choices and plans and to take 

responsibility for their actions  

 The programmes were sufficiently flexible to cater for the individual needs of 

pupils, including sufficient staff to respond to individual problems and crises. 

(Camp-bell &Wilkin,2003)  

 

Another approach to curriculum and inclusion is integrated curriculum. The integrated 

curriculum aims to enable the students with special needs to participate in regular 

education curriculum. This includes the skills and learning that is not the part of that 

specific curriculum e.g. self help and daily living skills. The steps in an integrated 

curriculum include: 

 

Determining the focus of the subject, idea or unit: 
To develop the focus of subject identifying the additional subjects’ area to be taught to 

special need children is necessary. Identifying the specific skills and knowledge that is to 

be taught in each unit or topic and arranging resources and instructional materials 

accordingly is required. It is mandatory to develop the effective instructional activities 

and lessons to achieve the set targets. 

 

2.5 Adaptations of Syllabus Topics 
Mostly teachers prefer unification of different approaches to cover a complete unit or 

syllabus topics to meet the needs of the students. One of the approach is cooperative 

adaptation which involves to tackle one unit first and see how that succeeds and then use 

that experiment in developing another unit. The proceedings of cooperative adaptation 

are discussed as under: 



249 

i. Preparing on adapted unit of work: 

It is assumed, especially at secondary level that the syllabus topics are fixed and a 

specific number are completed in the term. The preparation of an adapted unit of work 

follows a sequence of steps: 

 

Background: read through all the available supporting material including text books, 

previous work sheets, activities and other resources. Make a decision whether the entire 

unit is to be adapted for one ability level or multi ability groups in the class. 

 

Content decision: decide the essential content that must be known. The “should know” 

and “could know” material can be included in extension of activities. 

 

Vocabulary decisions: decisions are made that what vocabulary will go into each 

category. 

 

Incorporate language and reading activities into worksheet: the principal thought to be 

kept in mind while preparing worksheets, group activities and notes is to include the 

activities that increase learning and comprehension of the students through doing rather 

than through receiving. 

 

Assessment: using a single assessment method for all groups of students is not 

recommended as it really does not assess what the teacher has taught.  

 

ii. Check the adapted materials: 
It is important to check to ensure that all the material that needs to be covered or 

activities that are needed are included once the content, worksheets, vocabulary, 

assessment methods have been adapted. 

 

iii. Implementing the unit:  
Unit organization is a technique that assists both regular and mainstreamed students in 

implementing the unit. According to this technique, the students are provided an 

overview of the topics on one page before start of the unit. It helps the teachers and the 

students to review progress throughout the unit. 

 

iv. Adapting textbooks:  
Supplementary textbooks are supposed to be provided to the teachers as an alternative to 

the adaptation of text books. Study guides, advanced organizers, content previews, 

graphic organizers, vocabulary drills, pre teaching, critical vocabulary, readers, and 

computer assisted instructions are some examples of such alternatives.  

 

Key Points 

 Curriculum is all the activities and procedures a student undergo during teaching 

learning process and everything students learn in school. 

 Inclusive curricula demonstrate: flexibility and variety in teaching, learning and 

assessment learning experiences of comparable quality for all students. 
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 Children with special needs faced lot of difficulties in the comprehension and coping 

of curriculum designed for the regular education therefore the movements towards 

inclusive curriculum focuses on the modifications in the existing curricula of the 

regular education to meet the diverse needs of special children. 

 As there are difference in mainstream and special school settings, the curriculum 

designed for children with special needs is different from the one designed for 

mainstream. 

 It is assumed, especially at secondary level that the syllabus topics are fixed and a 

specific number are completed in the term. The preparation of an adapted unit of 

work follows a sequence of steps. 

 

 

3. ANALYZING INSTRUCTIONAL ENVIRONMENT  
 

Analyzing instructional environment is one of the important components affecting the 

organization of inclusive classrooms.  

 

3.1 Problems with Existing Instructional Materials and Approaches 
It is approved by a number of teachers that students do not comprehend the content of the 

curriculum easily. This problem directly related to number of factors dominantly 

readability level of written material and the differences in instructional levels within 

classrooms. 

 

Readability: 

Readability involves two components, the sentence length and difficulty of individual 

words. Longer sentences are considered more difficult on account of information they 

contain and often integrate number of pieces of information together. Similarly, words 

with multiple syllabi are considered more difficult. Readability can be measured through 

readability formula. Readability formula demands efforts on the end of the teacher e.g. to 

count the variables used in the formula such as number of words, syllables and sentences 

and then use the data in mathematical formula. Another method to measure readability is 

to have students read part of the syllabus and explain in their own words. Another 

technique is cloze test in which each fifth word of a sentence is left blank and student is 

supposed to fill it. 

 

i. Differences in the instructional level in the classroom: 

There are three instructional levels in the classroom, the material instructional level, the 

teacher’s instructional level and the student’s instructional level. The material 

instructional level is based on the readability of the text. Text books are not designed to 

meet the needs of students with learning difficulties mostly. It is essential to consider the 

readability of students in order to achieve the goals of teaching. The teacher instructional 

level deals with the level at which the knowledge is communicated to students. Teachers 

are supposed to keep the level of students in mind while teaching. The student instruction 

level are the level at which students are receiving and comprehending instructions. The 
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two comprehension levels are comprehension of spoken word and comprehension of 

written words. 

 

ii. Text books:  
Text books play a vital role in making decisions about what will be taught about a 

specific curriculum topic by organizing topic information, providing activities for 

students, and suggesting ways for teachers to implement a topic. It has been observed that 

text books are an obstacle in the integration of the mainstreamed students into general 

education. 

 

iii. Difficulties in presentation formats: 

Curriculum presentation formats such as worksheets are also a cause of difficulty. It is 

very important to design or adapt the existing material according to the needs of the 

mainstreamed students. 

 

3.2 Organizing of Inclusive Classroom 
“No two children are the same”. How often have you said that? Take any class of 

children in your school. They may be the same age but are they all alike? No! How do 

they differ from one another? Some are tall; others are small. Some are shy; others are 

forward. Some learn quickly; others are slow. 

 

i. Impairments 

Some children are born with impairments such as eyes that do not see well; arms and legs 

that are deformed, or a brain that is not developing in a typical way. Some children can 

be left with impairments after childhood illnesses like measles and cerebral malaria or 

from accidents such as burns and bad falls. Often these children are called ‘disabled’ or 

handicapped’. 

 

ii. Deprivation 

Some children’s growth and development is impaired because their environment causes 

them harm or does not support their well being. They may not have enough food or a 

good diet; they may live in poor housing and are prone to illnesses; they may be beaten; 

their parents may have separated; they are refugees or survivors of war. Sometimes they 

live on the streets. They may abuse drugs. 

 

A teacher’s job is not easy. You may have big classes of 40 and more pupils – all of them 

individuals! Having children with disabilities or from disadvantaged backgrounds in your 

class often means more work but it need not be so. You can manage differences among 

the children if:  

 You can recognize children’s strengths and weaknesses and plan your lessons 

accordingly; 

 You know how children’s learning can be affected by disabilities and deprivation 

and you use teaching strategies for overcoming these difficulties; 

 You have confidence in your own abilities as a teacher to plan lessons for 

individuals and adapt the curriculum to suit the needs of all children; 
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 You get help and support from colleagues, parents and other professionals, such as 

community and health workers. 

 You believe that all children have the right to get education and that all can learn. 

 

Understanding and Responding to Children’s Needs in Inclusive Classrooms 

 Teachers may come across children with various different difficulties. Not all of 

these are obvious. 

 The most common difficulties are intellectual disabilities; hearing problems and 

visual impairments. Children can have multiple deficit and impairments at the same 

time. 

 The warning signs for these conditions were listed. Teachers should check out if 

the child has a difficulty rather than presume nothing is wrong! However, 

confirmation of impairment needs to be carefully and cautiously made. 

 Discuss your observations with the child and family. Their insights will help to 

guide the actions you take. 

 Ideas for adapting the classroom and teaching strategies are described. These may 

benefit all of the children in the class and not just those with a difficulty. 

  Suggestions are given for getting advice and guidance from other professionals. 

Teachers still need to take action even if confirmation of the cause of the difficulty 

is not found. 

 Trust your own judgments. 

 

With some children, their impairments are obvious. If they are thin and underweight, they 

could be malnourished. Likewise you will quickly spot any physical deformity or an 

inability to control their hand and arm movements. 

 

It is important for teachers to identify the child’s abilities as well as their disabilities. 

Teachers should share information about the children with impairments especially when 

they move on from their class. Sometimes the impairments worsen as children grow older 

and other children can experience problems when they are older. Teachers in secondary 

schools also need to be alert to these conditions. 

 

Most important of all is the late identification and poor teaching in the early years will 

make the child’s difficulties more severe. 

 

In this part we summarize the nine ‘golden’ rules to dealing with the diversity found 

among any class of children but especially if some of the children have special needs. 

Teachers around the world have found them useful. And the pupils learn more. They are: 

 

iii. Include all pupils  
The value of inclusive education to learners comes from mixing and sharing with other 

children. Teachers need to encourage this to happen as experience suggests that children 

with special needs can become isolated within classes and schools. 
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Teachers may need to explain to other children the reasons why some children cannot 

talk or behave differently and so on. Diversity should be recognized and respected. Let 

the pupils discover for themselves how they work together with their peers. Similar work 

may need to be done at parent-teacher meetings. 

 

The biggest obstacle to inclusion is usually negative attitudes. Children may not be 

accustomed to other children who look and behave differently. Parents may also be 

worried about ‘lowering the standards’ if children with disabilities and other special 

needs are included in ordinary classrooms. Teachers are instrumental in developing 

positive attitudes among pupils, parents and of course other teachers. 

 

iv. Communication 

Communication is central to teaching. Teachers need to communicate with the children; 

the children with the teacher and with each other. 

 

Put simply, communication involves the sending and receiving of messages. For 

example, the message could be: 

An instruction Write your name in the book 

A question What month comes after June? 

A comment There’s a football match on tonight 

An opinion You did that very well 

 

As you know, teachers have to do a lot of talking. Some of the talking is meant to manage 

and direct the children’s behavior. Sometimes it is to give them new information or to 

explain new things to them. Other times it is to test their learning. 

 

v. Managing Classroom 
The layout of classrooms can help or hinder children’s learning. Perhaps there is not 

much teachers can do to change their classroom. But here are some ideas. 

 

Children with special needs need to sit close to the teacher and the chalkboard. 

 

Try to arrange the room so that children can move freely, especially if some have 

mobility or visual problems. Likewise, some children might need extra light while some 

might have light sensitive eyes. 

 

The children’s desks or tables can be arranged in groups so that they can easily work 

together and help each other. 

 

If space permits, try to set aside an area of the classroom so that you can work with 

certain children on a one-to-one basis or in small groups for short periods. This area 

could be screened off using a moveable screen to reduce the distractions for the child. 

 

Have a variety of activities which children can use if they have completed their work 

ahead of others. This could include a small library of books, worksheets and games. 
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Display charts and posters at children’s eye-level rather than high up on the walls. Use 

large writing, pictures and symbols so that these are easily seen and understood by all 

children. 

 

vi. Lesson Planning  
It is well known that lesson planning makes your teaching more effective. When planning 

a lesson, think of the outcomes you are setting for the class as a whole and then for 

certain individual pupils. Your Individual Plans will help here. You will then be able to 

adjust the lesson and the work you want the children to do according to their abilities, 

interests and motivation. For example, the class may be doing simple addition but one 

pupil may be given five sums rather than ten to do while another may be working at a 

simpler level again – counting objects into sets. Hence in the one lesson, the teacher 

works at different levels according to the child’s abilities. 

 

Think of how you can involve children actively in the lesson. For example, in learning 

about measurement, the children can find out each other’s height! Children will be able to 

understand better if they can see and feel objects. Are there visual aids you can use in 

your lessons? These can be real objects; pictures or drawings. 

 

Decide the key words that you will use in the lesson. List these for the children at the 

beginning of the lesson and try to ensure that they understand them. 

 

vii. Individual plan 

From the start of this module we have stressed that every child is an individual. Hence 

teachers need to bear in the mind individual children’s needs when planning their lessons. 

One way of doing this is by having an Individual Plan for each pupil with special needs. 

This is seen as good practice in many countries and is required by law in some countries. 

However, it should be reminded that the basis for the lesson planning is the plan for the 

whole class, and the individual plan can complement the lesson plan to ensure that the 

learning outcomes are achieved. Individual plans can be made for a full school year, for a 

term, for individual lessons, etc. 

 

viii. Individual help 

By definition, children with special needs need support. They will therefore benefit more 

if the teaching is directed to their particular needs. But how can children get individual 

support? It is not easy but here are some ideas which teachers have found worked for 

them. When the class is working on an activity, the teacher may spend time with one or 

two children going over the main points of the lesson with them or helping them to get 

started on individual work related to the topic of the lesson. 

 

The children can be grouped by ability levels. The teacher can move from one to another 

to provide assistance tailored to their needs. This works well with reading and number 

work. However, this should be used in moderation as often ability grouping tends to 

create ‘labels’ and children quickly identify themselves as belonging to ‘winners’ or 

‘losers’. Likewise in mixed ability groupings, the tasks should be designed in such a way 
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that all children can contribute to the task. Children with special needs can be paired with 

a more able-student who can help them organize their work and assist them when they 

have completed their own work. This can benefit both pupils. This is known as ‘peer-

tutoring’. 

 

ix. Assistive aids 

Children’s difficulties can sometimes be overcome by using special aids and equipment 

to overcome their particular impairments. Obvious examples are glasses to help children 

see better; crutches and wheelchairs to help them move around school more easily and 

hearing aids. With younger children, teachers should ensure they wear their glasses and 

hearing aids in school. Also they need to take care of them as they can be easily broken. 

There are other forms of aids which teachers will find helpful. We have grouped these 

into five sections. In more developed countries, these can be bought ready-made from 

suppliers. However it is possible to make these at low-cost. Families can also be asked to 

help with making them. Children should have the aids at home as well as in school. 

Schools could build up a ‘library’ of assistive aids so that teachers can share the aids as 

they need them. 

 

x. Managing behavior 

Some pupils can be disruptive in class. But children need to learn to behave in a socially 

acceptable way. All the teachers (and others) involved with the pupil at school should 

agree on a common approach to responding to the child’s behavior, especially in the use 

of rewards and punishments. Can you identify a cause for the children’s behavior? Are 

they trying to avoid doing work they find difficult? Do they like getting attention from 

the other children and the teachers? Are they restless because of hunger? Observing and 

recording when the behavior occurs may give some clues as to its cause and the action 

that is most appropriate for you to take. Pupils will often show warning signs of 

disruptive behavior starting. If you can identify these, try to divert the child: for example 

move closer and put your hand on his shoulder as you continue with the lesson. Or have 

the child do an activity you know he is capable of and enjoys doing; for example, giving 

out books to the class. The child may benefit from a shorter school day or having times to 

himself when he can rest. It is better the pupil behaves appropriately all of the time he is 

in class than be in class behaving inappropriately. 

 

The length of time the child stays in class can be gradually increased. This strategy may 

be useful when first introducing children with special needs to new classes. 

 

You might re-position the child in the class. Children, who are inclined to run around, 

could be seated next to the wall or between two other pupils so that they cannot get out so 

easily. 

 

A better strategy is to give active children meaningful tasks to do, such as giving out 

worksheets and tidying the room so that the tendency of running around can be directed 

towards an appropriate behavior. 
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Teachers should reward the child when he or she is behaving appropriately and has 

successfully completed the work set. Do this through praise and class recognition. Any 

plan for dealing with inappropriate behaviors MUST include the encouragement of 

positive behaviors. Otherwise the children learn what they are not to do, but they have 

not learnt what they should do. Rewards often work best when the whole class earns a 

‘treat’ for good behavior. This puts ‘peer pressure’ on disruptive pupils to behave 

appropriately. Use tone of voice, facial expression and short, simple sentences to convey 

your displeasure at pupil’s behavior. Remain calm and in control. Punishments are only 

effective if children can understand the link between it and their behavior and if it is 

something they do not like. Having children stand outside the classroom may be a reward 

to the child who wants to avoid schoolwork! Likewise do not use extra schoolwork as a 

punishment. The child will then associate it with bad behavior. 

 

xi. Working together 

Teachers should not be expected to work only on their own. Here are some ways in 

which teachers have received advice and support. Ask other teachers in your school for 

advice. This may not be common practice nor is it a sign of failure! You can learn a great 

deal from one another. A group of staff could meet once a week for 30 minutes. Each 

week, a teacher takes it in turn to briefly summaries a specific problem: this could be 

about finding an appropriate method to a teaching task; managing behavior, etc. The 

other teachers brainstorm possible ways of dealing with this. The teacher should then 

select the ones, which seem to offer most promise. Head teachers have an important role 

to play in developing initiatives such as these. 

 

3.3 Group Formation for Instruction in Inclusive Classroom 
Working together to achieve the shared goal can have profound effects on teaching 

learning process. Group formation for all students in inclusive classroom can be 

beneficial in developing more positive academic as well as social environment for all 

students. Groupings should change during the day and all over the year so that students 

have opportunities to work with all contemporaries and learn from all class fellows. 

Flexible grouping means that at different times and for different lessons, students might 

be grouped or paired based on interests, needs, or skills. Students might work in pairs, in 

small groups of three or four, or in larger teams of five or six. Students with special needs 

take advantage from working with a range of peers, but for new tasks and experiences 

some learners will feel most comfortable with a trusted friend or classmate.  

 

3.4 Instructional Material for Inclusive Classrooms 
The key to success in the classroom is dependent on having appropriate adaptations, 

accommodations, and modifications made to the instructional material. Modifications can 

involve changing the material, medium of the presentation of that material or the way that 

students respond to show their learning. 

 

Adaptations, accommodations, and modifications need to be individualized for students, 

based upon their needs and their personal learning styles and interests. Teaching 

resources and educational materials need to be adapted to make them accessible to 
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students, and also to ensure an educational activity is allowing the student to accomplish 

and demonstrate the target learning. A student with hearing impairment cannot benefit 

from audiotape in a lecture similarly a low vision may need large print worksheets and 

textbooks. Adapting materials and resources must be a careful process in order to be 

effective and implementable. Lenz & Schumaker (2003) described a process consisting of 

nine steps for planning and implementing materials adaptations. These nine steps are: 

 

Step1. Create a Plan for Adapting Materials 

 

Effective adaptations require sustained development and support. They must be made 

within the framework of a larger plan that includes consideration of (a) basic and 

strategic skills instruction and (b) the roles of people involved in the adaptation process. 

It is important to involve your administrator and curriculum or program coordinator from 

the beginning, and identify exactly who will be responsible for making, implementing, 

supporting and evaluating the adaptation over the course of the year. As much as 

possible, involve students, parents, paraprofessionals, and others. Adaptations that can 

benefit an entire class or several classes are more likely to be supported and maintained. 

 

Step2. Identify and Evaluate the Demands that Students Are Not Meeting  

The purpose of this step is to define the problem to be addressed by the adaptation. 

Observe students' performance when they use typical instructional materials. They may 

have difficulty acquiring or getting the important information from written materials 

(level 1), storing or remembering the information presented in the materials (level 2), or 

expressing the information or demonstrating competence on written tests (level 3). If 

students have difficulty with a given task, different solutions may be required depending 

on the level of difficulty. 

 

Step3. Develop Goals for Teaching Strategies and Making Adaptations 

Some problems can be solved by adaptations; other problems may signal the need for 

intensive instruction in skills or strategies. Often, teachers may need to provide 

adaptations while simultaneously teaching the student the learning strategies he or she 

needs in order to perform the work. All adaptations lead students to become dependent on 

the person who makes them. Before an adaptation is made for an individual student, 

educators must carefully consider the best approach to addressing the student's disability 

and promoting success. Adaptations should be approached as short-term solutions within 

a long-term plan for teaching skills and strategies that will promote the student's 

independence as a learner and ultimately reduce the need for adaptations. 

 

Step4. Determine Whether Content or Format Adaptations Are Needed 

Content adaptations may be made only when the student's Individualized Educational 

Program (IEP) notes that the general curriculum is inappropriate for this student. Content 

adaptations must also meet local and state education standards. In some cases, the IEP 

may address the degree to which the requirements associated with meeting state standards 

and taking assessments may be modified. The teacher must decide which parts of the 



258 

curriculum the student will be required to learn and will constitute mastery of the course 

content. 

 

When the curriculum is considered appropriate for the student, adaptations may focus on 

format rather than content. Again, the teacher must identify the critical elements of 

course content that students must learn: First, identify the critical course ideas or 

concepts. Then identify the information that must be mastered in each unit to ensure that 

the critical course ideas are mastered. Finally, determine how students will demonstrate 

their mastery at the end of each unit and at the end of the course. Format adaptations are 

made to compensate for mismatches between the presentation or design of the materials 

and the skills and strategies of the student. In format adaptations, the content is not 

altered. 

 

Step5. Identify the Features of the Materials that Need To Be Adapted  

The design of materials can present many different types of problems for students with 

disabilities. Teachers adapting materials should examine each curricular unit for features 

that might cause a learning problem. For example, the content may be very abstract, 

complex, or poorly organized, or it might present too much information. It may not be 

relevant to students or it may be boring. Further, it may call for skills or strategies or 

background information that the student does not possess. It may present activities that do 

not lead to mastery, or it may fail to give students cues about how to think about or study 

the information. Materials also may not provide a variety of flexible options through 

which students can demonstrate competence. Guidelines for identifying these and other 

problems in the design of instructional materials may be found in resources like those 

listed at the end of this digest. 

 

Step6. Determine the Type of Adaptation that Will Enable the Student to Meet the 

Demand  

Once the materials have been evaluated and possible problem areas identified, the type of 

format adaptation must be selected. Format adaptations can be made by 

o altering existing materials-Rewrite, reorganize, add to, or recast the information so 

that the student can access the regular curriculum material independently, e.g., 

prepare a study guide and audiotape. 

o Mediating existing materials-provide additional instructional support, guidance, 

and direction to the student in the use of the materials. Alter your instruction to 

mediate the barriers presented by the materials so that you directly lead the student 

to interact with the materials in different ways. For example, have students survey 

the reading material, collaboratively preview the text, and create an outline of the 

material to use as a study guide. 

o while selecting alternate materials-Select new materials that are more sensitive to 

the needs of students with disabilities or are inherently designed to compensate for 

learning problems. For example, use an interactive computer program that cues 

critical ideas, reads text, inserts graphic organizers, defines and illustrates words, 

presents and reinforces learning in smaller increments, and provides more 

opportunities for practice and cumulative review. 
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Step7. Inform Students and Parents About the Adaptation. 

Adaptations are more successful when they are offered and introduced to students at the 

beginning of the year. Parents should also be informed about them at the beginning of the 

year. Students should be taught explicit strategies to use any adaptation effectively and 

how to process the information received through the adaptation. As students progress, 

they should be taught how to recognize the need for and request materials adaptations. 

While content adaptation decisions are made at IEP meetings, decisions about format 

adaptations may be made informally, and parents may need assurance that content is not 

being altered and that standards are being met. 

 

Step8. Implement, Evaluate, and Adjust the Adaptation  

As the adaptation is implemented, the teacher should evaluate its effects to determine 

whether the desired outcomes are being achieved. If not, adjustments will need to be 

made either in the adaptation or the instructions to the student in its use. Adaptations 

should significantly reduce failure and learning difficulties. 

 

Step9. Fade the Adaptation When Possible 

Adaptations usually are short-term solutions to allow classroom learning and 

participation until the needed skills and strategies can be taught. Once the adaptation is in 

place, the teacher should begin to plan with other teachers how to teach the needed skills 

and strategies. Once the student has learned the necessary skills and strategies, the 

adaptation should be faded. The adaptation should not be removed until the student 

possesses the skills and strategies to learn and complete tasks independently. For some 

students, an adaptation may be required for several months, while for others; it may be 

maintained for years. 

 

3.5 Instructional Methods in Relation to Student Needs 
Every student is different and each student has different learning style. The teacher has 

the responsibility to establish and achieve individualized learning goals. Adaptation of 

teaching methods is as important as adapting materials. By using the appropriate 

instructional methods, teachers can assist students with disabilities to meet their special 

needs. A teacher is responsible to know the learning modalities of her students to modify 

her instruction accordingly. There are three teaching approaches that can be opted by 

teachers. 

 

Content-centered teaching focuses on and meets the needs of the content. Mastery of the 

content is dominant. The course’s organization cannot be changed to meet the needs of 

either the instructor or the students. 

 

Instructor-centered teaching focuses on the teacher as both authority and model. The 

instructor determines the content and organization of the course to a great extent. The 

students are recipients of the instructor’s knowledge. 

 

Student-centered teaching focuses on the student. Decision-making, organization, and 

content are largely determined by the student’s needs and perceptions. Even assessment 
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may be influenced or determined by the student. The instructor acts as coach and 

facilitator. In many respects, the goal of this type of teaching is the development of the 

student’s cognitive abilities. Student centered approach is considered to be best for 

students with diverse needs. 

 

i. Differentiated instruction: 

Differentiated instruction is a method to teach the students of diverse abilities in the same 

class. The aim of differentiating instruction is to maximize each student's growth and 

individual success by meeting each student’s specific needs and supporting in the 

learning process. The model of differentiated instruction requires teachers to be elastic in 

their approach to teaching and adjust the curriculum and presentation of information to 

learners rather than expecting students to adapt themselves for the curriculum. Many 

teachers and teacher educators have recently identified differentiated instruction as a 

method of helping more students in diverse classroom settings experience success. (Hall, 

Stangman & Meyer, 2011).To differentiate instruction is to know students' varying 

background knowledge, readiness, language, preferences in learning and interests; and to 

react responsively. According to the authors of differentiated instruction, several key 

elements guide differentiation in the education environment. Tomlinson (2001) identifies 

three elements of the curriculum that can be differentiated: Content, Process, and 

Products. (Hall, Stangman & Meyer, 2011). 

 

ii. Content 

Several elements and materials are used to support instructional content. These include 

acts, concepts, generalizations or principles, attitudes, and skills. The variation seen in a 

differentiated classroom is most frequently in the manner in which students gain access to 

important learning. Access to the content is seen as key. 

 

Align tasks and objectives to learning goals. Designers of differentiated instruction view 

the alignment of tasks with instructional goals and objectives as essential. Goals are most 

frequently assessed by many state-level, high-stakes tests and frequently administered 

standardized measures. Objectives are frequently written in incremental steps resulting in 

a continuum of skills-building tasks. An objectives-driven menu makes it easier to find 

the next instructional step for learners entering at varying levels. 

 

Instruction is concept-focused and principle-driven. The instructional concepts should be 

broad-based, not focused on minute details or unlimited facts. Teachers must focus on the 

concepts, principles and skills that students should learn. The content of instruction 

should address the same concepts with all students, but the degree of complexity should 

be adjusted to suit diverse learners. 

 

iii. Process 

Flexible grouping is consistently used. Strategies for flexible grouping are essential. 

Learners are expected to interact and work together as they develop knowledge of new 

content. Teachers may conduct whole-class introductory discussions of content big ideas 

followed by small group or paired work. Student groups may be coached from within or 
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by the teacher to complete assigned tasks. Grouping of students is not fixed. As one of 

the foundations of differentiated instruction, grouping and regrouping must be a dynamic 

process, changing with the content, project, and on-going evaluations. 

 

Classroom management benefits students and teachers. To effectively operate a 

classroom using differentiated instruction, teachers must carefully select organization and 

instructional delivery strategies.  

 

iv. Product 

Primary and continuing assessment of student readiness and growth are 

necessary. Significant pre-assessment reasonably leads to practical and successful 

demarcation among needs and strengths. Integrating pre and on-going assessment reports 

to the teachers so that they can better provide options of approaches, alternatives, and 

scaffolds for the varying needs, interests and aptitudes that exist in classrooms of 

dissimilar students. Assessments may be formal or informal, including interviews, 

surveys, performance assessments, and more formal evaluation procedures. 

 

Students are active and responsible explorers. Teacher respects that each task put before 

the learner will be interesting, engaging, and accessible to essential understanding and 

skills. Each child should feel challenged most of the time. 

 

Vary expectations and requirements for student responses. Items to which students 

respond may be differentiated so that different students can demonstrate or express their 

knowledge and understanding in different ways. A well-designed student product allows 

varied means of expression and alternative procedures and offers varying degrees of 

difficulty, types of evaluation, and scoring. 

 

3.6 Meeting Students’ Need through Adapting the Mainstream Curriculum 

and Instructional Materials 
To meet the diverse needs of students and to enable them to fully participate in the 

regular class, adaptation of curricula and material is of prime importance. There are 

numerous methods to adapt the regular curriculum including adaptation and modification 

of curriculum content, presentation methods and to train the skills for better 

understanding of existing curriculum. Teachers can either adapt the existing materials or 

adopt the alternate materials for specific needs. Another method is to create new 

materials according to the needs. Adaptation of content material aims to make content 

easy and understandable for the learners by reducing readability. This may involve the 

modification or adaptation of vocabulary and restructuring of sentences by simplifying 

language, shortening of sentence and phrases and rewriting of syllabus topics. But the 

selection of material to be included and excluded is the matter of expertise so that no 

information is missed due to shortening of the syllabus. 
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Key Points 

 While analyzing instructional environment which is an important components 

affecting the organization of inclusive classrooms, the barriers causing failure are 

detected.  

 Readability depends on the variables that effect the concept formation after 

reading, and include number of words, syllables and sentences, and length of the 

sentence. 

 There are three instructional levels in the classroom, the material instructional 

level, the teacher’s instructional level and the student’s instructional level. 

 children are called ‘disabled’ or handicapped when they have an  impairments such 

as eyes that do not see well; arms and legs that are deformed, or a brain that is not 

developing in a typical way or inability to hear. 

 It is important for teachers to identify the child’s abilities as well as their 

disabilities. 

 Teachers need to encourage mixing and sharing of all children as experience 

suggests that children with special needs can become isolated within classes and 

schools. 

 Group formation for all students in inclusive classroom can be beneficial in 

developing more positive academic as well as social environment for all students. 

 The key to success in the classroom is dependent on having appropriate 

adaptations, accommodations, and modifications made to the instructional material. 

 Every student is different and each student has different learning style. The teacher 

has the responsibility to establish and achieve individualized learning goals. 

 Differentiated instruction is a method to teach the students of diverse abilities in the 

same class. 

 To meet the diverse needs of students and to enable them to fully participate in the 

regular class, adaptation of curricula and 
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4. SELF ASSESSMENT QUESTIONS 

 
1. What is classroom organization? Discuss in detail in context of special, mainstream 

and inclusive classrooms. 

 

2. What is meant by the term curriculum, inclusive curriculum, syllabus and what are 

the difference among curriculum of special education and mainstream? 

 

3. What are the needs, expectation and resistance of stake holders in setting the scene 

of curriculum adaptation in mainstream settings? 

 

4. What are the issues in adapting curriculum, instructional methods and materials in 

mainstream and inclusion? 

 

5. Readability and instructional levels in classroom are major problems of existing 

materials and approaches. Discuss. 

 

6. Take a unit of grade five in your subject area and adapt it to use by learners of 

grade two at their instructional level. 

 

7. Summarize the changes you will make to your teaching to support the children with 

special needs. 

 

8. What a school should do to prepare young people with special needs to get 

employment? 

 

9. Describe the important components affecting the organization of inclusive 

classrooms. 

 

10. How can instructional material be adapted for inclusive classrooms? Describe the 

steps involved. 

 

11. Describe physical layout of the inclusion classroom.  

 

12. What is an ecosystem? Describe types of classroom ecosystem. 

 

13. What is the importance of identifying child’s abilities and disabilities? 

 

14. What is the importance of group formation for all students in inclusive classroom? 

 

15. Describe the curriculum and adaptations in curriculum in inclusive education? 

 

16. Differentiate between an inclusive and special education curriculum. 
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INTRODUCTION 
 

Teachers are often asked to modify instruction to accommodate special needs students. 

As children with disabilities are included in traditional child care programs, teachers are 

finding creative ways to adapt toys, activities and learning centers to meet the needs of all 

of their children. Early childhood professionals have been making adaptations in their 

classrooms for years. They tape papers on tables for children who have difficulty holding 

and coloring. They rearrange their housekeeping areas to meet the needs and interests of 

their children. So why should all that change when child care programs include children 

with disabilities in their classrooms? 

 

The purpose of this unit is to help teachers become aware of the challenges of learning 

new skills, and the ways in which teachers can develop their own creative and 

inexpensive adaptations for methodologies, activities and learning. Adaptations are a 

primary way of meeting the unique needs of children with disabilities in inclusive 

education programs. The information in this unit will provide inclusive 

education/mainstream classroom teacher with information about children's Individual 

Educational Programs, a document referred to as the IEP, and Individual Family Service 

Plans, or IFSP, a similar document that is developed for infants and toddlers. 

 

When teachers and others think of including children with disabilities in regular child 

care programs, they may think of how different the child with a disability may be from 

other children in the program. They may wonder about the many needs that the child may 

have and how they will be able to meet that child's needs. 

 

Because many people have had limited experiences with people with disabilities, they 

may view a child as having more needs than the child actually has. They may see 

themselves as incapable of teaching the child because they have had limited (or no) 

experience with people with disabilities. Some people may have familiarity with people 

with different disability labels. For example, they may have grown up with a person with 

Down Syndrome or may remember once meeting someone with Cerebral Palsy. 

 

Their images of these prior experiences often influence what they perceive a child to be 

like. For example, they may have known a person with Down Syndrome who never 

talked or a person with Cerebral Palsy who was unable to do anything independently and 

may think that these images reflect all people who have that label. 

 

In reality, young children with any disability are more alike than different from children 

of the same age without disabilities. All young children have different abilities and needs. 

Some need more emotional support than others. Others need more structure and direction. 

Some young children may be shy and reserved while others are outgoing and the center 

of attention. Some children excel in motor abilities while others shine at art or are early 

readers. Other children talk exceedingly well even at early ages, while others express 

themselves less fluently. There are many variations of what is "typical" for young 
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children and many differences among typical children in terms of how they grow and 

develop. 

 

There are many different ways in which environments, activities, and routines can be 

adapted to make them more conducive for children's participation. As adults, we often 

think of the adaptations listed on the bottom of the chart as our first strategies. We think 

about having children removed from an activity to do something else or having an adult 

spend full-time helping a child. These types of strategies are the most intrusive ones we 

can use. They may isolate the child from the other children in the room, creating 

situations where children are interacting one-on-one with adults rather than developing 

the social abilities and relationships with other children that are so important during the 

early childhood] years. 

 

In class, students should be encouraged to think about material and engage in active 

discussion so that misconceptions are cleared up in a timely way. Teaching students to 

organize, apply, synthesize and evaluate information helps them filter that information 

and identify core concepts. 

 

For example, no matter what our discipline may be, we can develop cases which 

demonstrate people, despite their differences, sharing certain values. We can encourage 

students to share stories and situations in which they perceived discrimination and 

stereotyping. In doing so, however, we must recognize that differences, of whatever type, 

should not be highlighted unless relevant to the topic at hand. Not expecting students to 

function as experts or spokespersons representing any particular group is also sound 

practice. 

 

When facilitating classroom discussions and judgment or criticism is necessary, choose a 

tone and choice of words that shows respect for those who hold different beliefs and 

opinions. Adopt multiple teaching strategies and methods that stimulate the senses (e.g., 

vision, hearing, taste, smell, touch); and address some, if not all, of Gardner's multiple 

intelligences (e.g., logical-mathematical, spatial, musical). Faculty should encourage 

students to make connections between current course material, other courses, and life 

experiences. This makes the theoretical and abstract applied, concrete, and relevant. 

Offering students more time in which to take an exam, alternative testing formats, or a 

menu plan mixing assignments and exams can go far in alleviating student anxiety and 

fostering an inclusive learning environment. Referring students, as appropriate, to 

academic advisors, library services, tutors, computer labs, or other student services is 

another way in which faculty can support student development and acknowledge 

differences. 

 

Inclusion is more than physical presence in the classroom. Students learn when they 

actively participate in the academic lessons and interact with others.  Here are some tips 

to create a meaningful and inclusive learning environment. 
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OBJECTIVES 
 

After studying this unit you will be able to: 

1. Create access to learning for all the children in their mainstream classroom.  

2. Understand the concept of instructional and accommodation adaptations in 

teaching learning process of children with special needs 

3. Learn or know the role of mainstream classroom teacher to create effective 

instructional environments. 

4. Use cooperative and collaborative learning in inclusive setup.  

5. Develop the teaching-learning material that will encourage the independence of 

Learners.  

6. Drawing upon the resources to maximize the teaching learning process/ time 

 

 

1. CREATING ACCESS TO LEARNING  
 

1.1 Universal Design for Learning  
Universal design (often inclusive design) refers to broad-spectrum ideas meant to 

produce buildings, products and environments that are inherently accessible to older 

people, people without disabilities, and people with disabilities. It is a process for 

designing general (i.e., used by everyone) products or structures in such a way as to 

reduce barriers for any individual (either with or without disabilities) and to increase 

opportunities for the widest possible range of users. Because the intended consumers are 

groups of individuals (i.e., a whole community), universal designs are engineered for 

flexibility, designed to anticipate the need for alternatives, options, and adaptations. In 

that regard, universal designs are often malleable and variable rather than dedicated. They 

are not unique or personal, but universal and inclusive, accommodating diversity. 

 

The term "universal design" was coined by the architect Ronald L. Mace to describe the 

concept of designing all products and the built environment to be aesthetic and usable to 

the greatest extent possible by everyone, regardless of their age, ability, or status in 

life. However, it was the work of Selwyn Goldsmith, author of Designing for the 

Disabled (1963), who really pioneered the concept of free access for disabled people. His 

most significant achievement was the creation of the dropped curb - now a standard 

feature of the built environment. 

 

Universal design emerged from slightly earlier barrier-free concepts, the 

broader accessibility movement, and adaptive and assistive technology and also seeks to 

blend aesthetics into these core considerations. As life expectancy rises and modern 

medicine increases the survival rate of those with significant injuries, illnesses, and birth 

defects, there is a growing interest in universal design. There are many industries in 

which universal design is having strong market penetration but there are many others in 

which it has not yet been adopted to any great extent. Universal design is also being 

http://en.wikipedia.org/wiki/Disability
http://en.wikipedia.org/wiki/Architect
http://en.wikipedia.org/w/index.php?title=Ronald_L._Mace&action=edit&redlink=1
http://en.wikipedia.org/wiki/Accessibility
http://en.wikipedia.org/wiki/Adaptive_technology
http://en.wikipedia.org/wiki/Assistive_technology
http://en.wikipedia.org/wiki/Aesthetics
http://en.wikipedia.org/wiki/Life_expectancy
http://en.wikipedia.org/wiki/Modern_medicine
http://en.wikipedia.org/wiki/Modern_medicine


272 

applied to the design of technology, instruction, services, and other products and 

environments.  

 

Curb cuts or sidewalk ramps, essential for people in wheelchairs but also used by all, are 

a common example. Color-contrast dishware with steep sides that assists those with 

visual or dexterity problems is another. There are also cabinets with pull-out shelves, 

kitchen counters at several heights to accommodate different tasks and postures, and, 

amidst many of the world's public transit systems, low-floor buses that "kneel" (bring 

their front end to ground level to eliminate gap) and/or are equipped with ramps rather 

than on-board lifts. 

 

The term Design for All (DfA) is used to describe a design philosophy targeting the use 

of products, services and systems by as many people as possible without the need for 

adaptation. "Design for All is design for human diversity, social inclusion and equality" 

(EIDD Stockholm Declaration, 2004). According to the European Commission, it 

"encourage manufacturers and service providers to produce new technologies for 

everyone: technologies that are suitable for the elderly and people with disabilities, as 

much as the teenage techno wizard." The origin of Design for All lies in the field of 

barrier free accessibility for people with disabilities and the broader notion of universal 

design. 

 

Design for All has been highlighted in Europe by the European Commission in seeking a 

more user-friendly society in Europe. Design for All is about ensuring that environments, 

products, services and interfaces work for people of all ages and abilities in different 

situations and under various circumstances. 

 

Design for All has become a mainstream issue because of the aging of the population and 

its increasingly multi-ethnic composition. It follows a market approach and can reach out 

to a broader market. Easy-to-use, accessible, affordable products and services improve 

the quality of life of all citizens. Design for All permits access to the built environment, 

access to services and user-friendly products which are not just a quality factor but a 

necessity for many aging or disabled persons. Including Design for All early in the design 

process is more cost-effective than making alterations after solutions are already in the 

market. This is best achieved by identifying and involving users ("stakeholders") in the 

decision-making processes that lead to drawing up the design brief and educating public 

and private sector decision-makers about the benefits to be gained from making coherent 

use of Design (for All) in a wide range of socio-economic situations. 

 

The following examples of Designs for All were presented in the book Diseñospara 

todos/Designs for All published in 2008 by Optimastudio with the support of Spain's 

Ministry of Education, Social Affairs and Sports (IMSERSO) and CEAPAT:  

 Audio book 

 Automatic door 

 Electric Toothbrush 

http://en.wikipedia.org/wiki/Contrast_(vision)
http://en.wikipedia.org/wiki/Public_transit
http://en.wikipedia.org/wiki/Bus
http://en.wikipedia.org/wiki/Wheelchair_ramp
http://en.wikipedia.org/wiki/European_Commission
http://en.wikipedia.org/wiki/Elderly
http://en.wikipedia.org/wiki/Disabilities
http://en.wikipedia.org/wiki/Accessibility
http://en.wikipedia.org/wiki/Audiobook
http://en.wikipedia.org/wiki/Automatic_door
http://en.wikipedia.org/wiki/Electric_Toothbrush
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 Flexible drinking straw 

 Google 

 Low-floor bus 

 Q-Drums[12] 

 Tactile paving 

 Trolley case 

 Velcro 

 

Other useful items for those with mobility limitations: 

 Washlet 

 Wireless remote controlled power sockets 

 Wireless remote controlled window shades 

 

1.1.1 The Principles of Universal Design  

The Center for Universal Design at North Carolina State University expounds the 

following principles:  

1. Equitable use 

2. Flexibility in use 

3. Simple and intuitive 

4. Perceptible information 

5. Tolerance for error 

6. Low physical effort 

7. Size and space for approach and use 

 

Each principle above is succinctly defined and contains a few brief guidelines that can be 

applied to design processes in any realm: physical or digital. 

These principles are broader than those of accessible design and barrier-free design. 

 

Examples 

 Smooth, ground level entrances without stairs 

 Surface textures that require low force to traverse on level, less than 5 pounds force 

per 120 pounds rolling force 

 Surfaces that are stable, firm, and slip resistant per ASTM 2047 

 Wide interior doors (3'0"), hallways, and alcoves with 60" × 60" turning space at 

doors and dead-ends 

 Functional clearances for approach and use of elements and components 

 Lever handles for opening doors rather than twisting knobs 

 Single-hand operation with closed fist for operable components including fire 

alarm pull stations 

 Components that do not require tight grasping, pinching or twisting of the wrist 

 Components that require less than 5 pounds of force to operate 

 Light switches with large flat panels rather than small toggle switches 

http://en.wikipedia.org/wiki/Joseph_Friedman#Invention_of_the_flexible_straw
http://en.wikipedia.org/wiki/Google
http://en.wikipedia.org/wiki/Low-floor_bus
http://en.wikipedia.org/w/index.php?title=Q-Drums&action=edit&redlink=1
http://en.wikipedia.org/w/index.php?title=Q-Drums&action=edit&redlink=1
http://en.wikipedia.org/wiki/Tactile_paving
http://en.wikipedia.org/wiki/Trolley_case#Variations
http://en.wikipedia.org/wiki/Velcro
http://en.wikipedia.org/wiki/Washlet
http://en.wikipedia.org/wiki/Social_equality
http://en.wikipedia.org/wiki/Flexibility_(engineering)
http://en.wikipedia.org/wiki/Simplicity
http://en.wikipedia.org/wiki/Intuition_(knowledge)
http://en.wikipedia.org/wiki/Perception
http://en.wikipedia.org/wiki/Fault_tolerance
http://en.wikipedia.org/wiki/Accessible_design
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 Buttons and other controls that can be distinguished by touch 

 Bright and appropriate lighting, particularly task lighting 

 Auditory output redundant with information on visual displays 

 Visual output redundant with information in auditory output 

 Contrast controls on visual output 

 Use of meaningful icons with text labels 

 Clear lines of sight to reduce dependence on sound 

 Volume controls on auditory output 

 Speed controls on auditory output 

 Choice of language on speech output 

 Ramp access in swimming pools 

 Closed captioning on television networks 

 Signs with light-on-dark visual contrast 

 Web pages that provide alternative text to describe images 

 Instruction that presents material both orally and visually 

 Labels on equipment control buttons that is large print 

 A museum that allows visitors to choose to listen to or read descriptions 

 

1.1.2 Universal Design Standards  

In 1960, specifications for barrier free design were published. It was a compendium of 

over 11 years of disability ergonomic research. In 1961, the specifications became the 

first Barrier Free Design standard called the American National Standard, A1171.1 was 

published. It was the first standard to present the criteria for designing facilities and 

programs for the use of disabled individuals. The research started in 1949 at the 

University of Illinois Urbana Champaign Campus and continues to this day. The 

principal investigator is Dr. Timothy Nugent (his name is listed in the front of the 1961, 

1971, 1980 standard). In 1949 Dr. Nugent also started the National Wheelchair 

Basketball Association. The archived research documents are at the International Code 

Council (ICC) - ANSI A117.1 division. Dr. Nugent made presentations around the globe 

in the late 50's and 60's presenting the concept of independent functional participation for 

individuals with disabilities through program options and architectural design. 

 

In November 2010, the International Code Council publication Inclusive Design 

Guidelines, New York City (IDG) was released through the American Institute of 

Architects. The IDG is voluntary, prescriptive technical guidance that helps designers 

produce multisensory enhanced environments that accommodate a wide range of physical 

and mental abilities for people of all ages. This seminal universal design document is 

harmonized with A117.1 and a companion document to the New York City Building 

Code. It consolidates in one source, explicitly detailed design guidance that covers a 

substantial range of subject matter. The IDG is the result of collaboration between 

the New York City Mayor's Office for People with Disabilities, the International Code 

Council, Steven Winter Associates and a diverse team of contributors including 

prominent design firms, advocates and people with disabilities. 

http://en.wikipedia.org/wiki/Captioning
http://en.wikipedia.org/wiki/National_Wheelchair_Basketball_Association
http://en.wikipedia.org/wiki/National_Wheelchair_Basketball_Association
http://www.iccsafe.org/Pages/default.aspx
http://en.wikipedia.org/wiki/American_Institute_of_Architects
http://en.wikipedia.org/wiki/American_Institute_of_Architects
http://www.nyc.gov/mopd
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Another comprehensive publication by the Royal Institute of British architects published 

three editions 1963, 1967, 1976 and 1997 of Designing for the Disabled by Selwyn 

Goldsmith UK. The publications contain valuable empirical data and studies of 

individuals with disabilities. Both standards are excellent resources for the designer and 

builder. 

 

Disability ergonomics should be taught to designers, engineers, non-profits executives to 

further the understanding of what makes an environment wholly tenable and functional 

for individuals with disabilities. These standards are still under development: 

 

Design for All in Information and Communication Technology (ICT) 

Design for All criteria are aimed at ensuring that everyone can participate in 

the Information society. The European Union refers to this under the terms eInclusion 

and eAccessibility. A three-way approach is proposed: goods which can be accessed by 

nearly all potential users without modification or, failing that, products being easy to 

adapt according to different needs, or using standardized interfaces that can be accessed 

simply by using assistive technology. To this end, manufacturers and service providers, 

especially, but not exclusively, in the Information and Communication 

Technologies (ICT), produce new technologies, products, services and applications for 

everyone.  

 

1.2 Universal Access for Learning  
All schools and all educators intend to meet the needs of all their students. Indeed, 

educating all students is the promise of a democracy. Nonetheless, in many schools, this 

promise is largely unfulfilled. Teachers struggle to meet the needs of their increasingly 

diverse classrooms. It is not uncommon to find a single classroom in which ten different 

languages are spoken and where the teacher must manage three to four varying skill 

levels and address the disparate needs of children who live in poverty and children who 

live relatively comfortable lives. How then is the goal of “all” students to be realized? 

How does the teacher “leave no child behind”? With the virtually universal expectation 

that students must meet challenging state standards, students must have access to high-

quality curriculum and instruction. This access has been referred to as “universal access” 

and has also been linked to the term “universal design.” Universal access refers to the 

teacher’s scaffolding of instruction so all students have the tools they need to be able to 

access information. Universal design typically refers to those design principles and 

elements that make materials more accessible to more children—larger fonts, headings, 

and graphic organizers, for example. Just as designing entrance ramps into buildings 

makes access to individuals in wheelchairs easier, curriculum may also be designed to be 

easier to use. When principles of universal design are applied to curriculum materials, 

universal access is more likely. But design alone will not ensure universal access; 

effective, intentional teaching is essential. In order to properly scaffold instruction, we 

have to match instruction to identified needs. It is this delicate and artful matching of 

need to instruction that ensures “universal access.” To enable access to occur, teachers 

need well-designed instructional materials, a thorough understanding of the role of 

http://en.wikipedia.org/wiki/Information_society
http://en.wikipedia.org/wiki/Information_and_Communication_Technologies
http://en.wikipedia.org/wiki/Information_and_Communication_Technologies
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assessment in instructional planning, and practical knowledge of effective ways to 

differentiate instruction. 

 

Assessment and Diagnostic Teaching Assessment is a critical component of universal 

access. In fact, appropriate assessments at strategic junctures serve as road maps to 

design instruction that maximizes access to the core curriculum. Because assessment 

should be a valid measure of what students know, it must be aligned with classroom 

instruction. To do this requires screening students to determine their needs and then 

continuously assessing their progress to monitor and make adjustments to their 

instruction. Regular formative assessments signal whether the curriculum and instruction 

as a whole are working. It is not uncommon to have a handful of students in a given 

classroom who are struggling. However, if the majority of students in some classrooms 

are not achieving well, this may indicate that those teachers need assistance in 

instructional strategies and/or management. If many students school-wide are struggling, 

then it may mean the instructional tools or curriculum used and/or instructional practices 

are not working well. A combination of effective instructional tools, such as well-

designed curriculum programs and diagnostic teaching that includes differentiation, will 

be required. Diagnostic teaching combines repetition of instruction, increased practice, 

and focus on key skills. Differentiation means that some students will require 

modification of the curriculum and/or instruction. The severity of needs will help 

determine the adjustments needed for instructional planning. It is helpful to think of 

differentiation in terms of three groups of students.  

 

1.3 Technology as Resource for Universal Design and Access  
The goal for every student is to study, but not every child learns in the similar way. 

Children with disabilities may have a particularly complex time with conventional 

classroom resources. Today, we as teachers compensate for deviation among their 

students by adapting how they present information, organized coursework, and test for 

understanding. In the future, the adaptations may be built into the syllabus resources. The 

use of computer technology to create an educational environment allows all students, 

including those with learning disabilities, to be successful in general education 

classrooms with minimal use of assistive technology (AT). 

 

Ramps, automatic doors, and curb cuts should be created to provide access to people with 

physical disabilities but actually ease access for everyone. Think of the last time you 

pushed a stroller or baggage cart and the broader value of ramps is instantly apparent. 

 

Add-on knowledge is less often desirable to interpret the material into a mode that 

enables learning. 

 

Over the past decade, evolving technologies have revolutionized the way we do business, 

communicate, make war, farm, and provide medical treatment. New technologies are also 

transforming education, and in no domain more dramatically or successfully than in the 

education of students with disabilities. Although the existing benefits of technology for 

students with disabilities are already widely recognized (e.g., Edyburn, 2003; Hasselbring 
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& Glaser, 2000; Raskind & Higgins 1995; Rose & Meyer, 2002), the potential benefits 

are likely to be even more profound and pervasive than present practices would suggest. 

To ensure full realization of technology's potential for students with disabilities, the 

Office of Special Education Programs (OSEP) has funded two national centers that have 

a strong focus on technology: the National Assistive Technology Research Institute 

(NATRI) at the University of Kentucky and The National Center on Accessing the 

General Curriculum (NCAC) at CAST. While both centers focus on the role of 

technology, their work is neither duplicative nor competitive. Rather, each is researching 

a distinct role for technology in improving education for students with disabilities, 

assistive technology (AT) and Universal Design for Learning (UDL), respectively. The 

question of how these two approaches can enhance and even support one another for the 

further benefit of students with disabilities is fundamentally important. We have engaged 

in early discussion of this issue with the National 

 

Center for Technology Innovation (NCTI) at the American Institutes for Research (AIR) 

and Pip Campbell and Suzanne Milbourne at Thomas Jefferson University, organizations 

whose OSEP-supported work is also at the forefront of technology in special education. 

In this article we provide a framework for further discussion of this significant issue by 

articulating the points of commonality and difference between AT and UDL. Some 

individuals may see AT and UDL as identical, or conversely, antithetical. We believe that 

neither view is accurate but instead that AT and UDL, while different, are completely 

complementary—much like two sides of the same coin. We believe that advances in one 

approach prompt advances in the other and that this reciprocity will evolve in ways that 

will maximize their mutual benefits, making it essential that both approaches are pursued 

vigorously and distinctively. Through a better understanding and melding of AT and 

UDL, we believe that the lives of individuals with disabilities will ultimately be 

improved. 

 

Roles for Technology: Assistive Technology and Universal Design for Learning  

When most people imagine the role of technology for students with disabilities they think 

of AT. Relatively low-tech AT (like canes, wheelchairs, and eyeglasses) have been in 

place for a century, but the high-tech AT that has emerged over the last two decades has 

made a particularly dramatic impact on education, and has also captured the imagination 

of the public (Behrmann & Schaff, 2001; Edyburn, 2002). These newer technologies 

include diverse items such as electronic mobility switches and alternative keyboards for 

individuals with physical disabilities, computer-screen enlargers and text to-speech 

readers for individuals with visual disabilities, electronic sign-language dictionaries and 

signing avatars for individuals with hearing disabilities, and calculators and spellcheckers 

for individuals with learning disabilities. The enormous power of such computer-based 

technologies to assist individuals with disabilities in overcoming barriers to educational 

access, participation, and progress is evident in the research base (Crealock & Sitko, 

1990; Hebert & Murdock, 1994; MacArthur & Haynes, 1995; MacArthur, Haynes, 

Malouf, Harris, & Owings, 1990; Raskind & Higgins, 1999; van Daal & Reitsma, 1993; 

von Tetzchner, Rogne, & Lilleeng, 1997; Xin & Rieth, 2001). In contrast to AT, 

universal design, although well established in architecture and other domains, is 
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relatively new to education. One indication of this newness is the lack of clarity about 

what constitutes universal design in education, and a lack of differentiation from other 

approaches that address individual differences and disabilities. For example, there is 

frequent confusion about the relation between universal design in education and AT, in 

large part because both approaches depend significantly on modern technology (Bowser 

& Reed, 2000; Hitchcock & Stahl, 2003). Universal design (and particularly the branch 

that focuses on education, UDL) has goals similar to those of AT, including the 

overarching goal of increasing the access, participation, and progress of students with 

disabilities in our schools. However, the approaches differ in important ways. The 

universal design approach is to create products and/o r environments that are designed, 

from the outset, to accommodate individuals with a wider range of abilities and 

disabilities than can be accommodated by traditional applications. Rather than retrofitting 

ramps to existing buildings, the universal design movement in architecture educated 

architects in how to design buildings that are inherently accessible (Story, Mueller, & 

Mace, 1998). Such buildings tend to be more accommodating and flexible for all users. In 

a related fashion, UDL seeks to educate curriculum developers, teachers, and 

administrators in how to design curricula and learning environments that from the outset 

make learning accessible to the widest range of students (Rose & Meyer, 2002). The 

focus of UDL is the learning environment rather than any particular student. Its purpose 

is to identify potential barriers to learning in a curriculum or classroom and to reduce 

such barriers through better initial designs, designs with the inherent flexibility to enable 

the curriculum itself to adjust to individual learners (Miiller & Tschantz, 2003; Rose & 

Meyer, 2002). Thus, although both AT and UDL rely on modern technology to improve 

education for students with disabilities, the technology tools used have a different site and 

mechanism of action. In AT, modern technology is employed at the level of the 

individual student to help him or her overcome barriers in the curriculum and living 

environments. With UDL, modern technology targets the curriculum itself; that is, 

technology is used to create curriculum and environments that, by design, lack traditional 

barriers to learning.  

 

The Distinctions between Assistive Technology and Universal Design for Learning  
UDL and AT can be thought of as two approaches existing on a continuum. At the ends 

of this continuum, the two approaches are easily distinguishable. Toward the middle of 

the continuum, such easy distinctions are muddied, and there are greater points of 

interaction and commonality (Figure 1). Here we emphasize the interactions, because any 

comprehensive solution is likely to require attention to AT, UDL, and their effective 

integration. However, some crucial distinctions must also be understood.  

 

Assistive Technology Assistive technology is technology that increases, improves, or 

maintains the functional capabilities of students with disabilities. Usually it is specifically 

designed to assist individuals with disabilities in overcoming barriers in their 

environment and in increasing their opportunities for independence. Because the intended 

consumers are usually individuals, specifically individuals with disabilities, AT can be 

carefully engineered, fitted, and adapted to the specific strengths and weaknesses of each 
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person. In that regard AT is unique, personal (travels with the individual), customized, 

and dedicated. 

 

The Importance of Interaction and Integration of AT and Universal Design In 

practice, universal design and AT often work in concert to achieve optimal and practical 

results (Hitchcock & Stahl, 2003). The following examples illustrate the value of 

integrating universal design and AT in architecture and the classroom, respectively.  

 

Integration of Assistive Technology and Universal Design in Architecture  
Consider the problem of mobility for the person with a physical disability. On the one 

hand, mobility can be viewed as primarily an individual problem—individual physical 

limitations create a unique, personal need for adaptation or enhancement. Such a view 

underscores the need for assistive solutions, solutions that are designed to help the 

individual to overcome his limitations, usually through application of technology. 

Electronic wheelchairs, wheeled walkers, and the like are examples. The advantage of 

such solutions is that they can be precisely tailored to the specific needs of the 

individual—adaptive seating for support, individual switch placement for control, and so 

forth. On the other hand, mobility can also be viewed as an environmental problem—

limitations in the design of the environment create physical barriers to mobility. A 

building that offers only stairs for moving between floors or rooms creates barriers for 

many individuals, including those who are using wheelchairs or wheeled walkers for 

mobility. Such a view underscores the need for a properly designed environment—one 

that provides alternatives like ramps and elevators. The advantage of such solutions is 

that they are universal, that is, they benefit not only a specific individual with a mobility 

barrier, but also many individuals, including nondisabled people, who are using baby 

carriages, carts, strollers, or pulling their luggage on wheels. In reality, both the 

individual view and the environmental view are essential. If we focus only on the design 

of AT, we will inherit an environment that is so poorly designed and barrier-ridden that 

mobility will be limited for many individuals, creating a need for AT that is prohibitively 

extensive and expensive. The next generation of wheelchairs, for example, will be able to 

surmount barriers like stairs—a great advance—but they will cost many times more than 

existing wheelchairs, will be too cumbersome for many environments, and still face 

barriers like spiral staircases, ladders, and so on. On the other hand, if we focus on 

universal designs at the exclusion of AT, we will fail to consider the customized 

adaptations that many people need and will build environments that are too complex and 

expensive. Many next-generation buildings, for example, will include ubiquitous moving 

walkways, but these will not adapt sufficiently for all individuals and will be 

prohibitively expensive and cumbersome for many buildings. Assistive technologies 

make universal designs more effective. The most powerful and cost-effective solutions 

are ones that integrate these two approaches, yielding universal designs that are aware of 

the requirements of AT (e.g., buildings whose ramps have corners and inclines that are 

accessible to power wheelchairs) and AT that are aware of the affordances of universally 

designed buildings (e.g., wheelchairs that incorporate infrared switches to activate 

universally designed door and elevator buttons). Such integrated designs are not only 
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more economical and ecological, they reflect the fact that disabilities are defined by the 

interaction between the environment and the individual. 

 

Integration of Assistive Technology and Universal Design for Learning in the 

Classroom Consider the problem for a student with a reading disability of mastering a 

history concept. Most history curricula pose significant barriers to such a student, 

especially the predominance of text. Most of the content is presented in text, and most of 

the assessment requires writing. This problem, too, can be viewed and solved in two 

different ways. Taking an AT perspective, the problem can be considered an individual 

problem—it is clearly the individual student's reading disability that interferes with his or 

her ability to master the history content and demonstrate knowledge. This view fosters 

solutions that address the individual's weaknesses—remedial reading classes, special 

tutoring, and AT, for example. Of these, AT is particularly valuable because it provides 

independent means for the student to overcome his or her limitations by, for example 

using a spellchecker or audio version of the history book. A UDL perspective, on the 

other hand, sees the problem as an environmental problem— the history curriculum's 

overreliance on printed text raises barriers to engagement and mastery for many students. 

This view fosters solutions targeting limitations in the curriculum rather than limitations 

in the student. Imagine a multimedia curriculum that provides digital, universally 

designed media that offer diverse options for viewing and manipulating content and 

expressing knowledge. Within such a flexible curriculum fewer students face barriers; 

digital text can speak aloud to reduce decoding barriers for students with dyslexia; digital 

images or video provide an alternative representation that reduces barriers in 

comprehension for students with language-based disabilities while providing descriptions 

and captions for students who are blind or deaf; and keyboard alternatives may reduce 

barriers in navigation and control for students with physical disabilities. These UDL 

solutions have the advantage of enhancing learning for many different kinds of students 

(Rose & Meyer, 2002). In reality, both kinds of solutions are needed (Hitchcock & Stahl, 

2003). In an educational setting, the disadvantage of exclusively using AT is that it is not 

integrated with the learning goals of a given lesson. If that is the case, AT may not be 

helpful, or may even interfere, from an educational standpoint. For example, a 

spellchecker would be a valuable AT for a student with learning disabilities in many 

situations, but in a lesson on spelling it would be counterproductive. The proper use of a 

spellchecker must be determined contextually, with an eye toward the goals of the lesson 

rather than merely the student's general access technologies (MacArthur, Graham, 

Haynes, & De La Paz, 1996). At the same time, a purely UDL solution has the 

disadvantage that some built-in accommodations, particularly for students with low 

incidence disabilities, are cumbersome, inefficient, or prohibitively expensive when 

included as an element of the basic curriculum. It is not necessary or advantageous to 

provide a screen reader or alternative keyboard with every piece of curriculum—students 

are better served by individual AT that has been adapted and fitted precisely to their own 

capacities and that can be used across many different pieces of curriculum without further 

adaptation or change of settings. It is essential that universally designed curricula be 

aware of common assistive technologies and accommodate their features in the design 

process. For example, a UDL curriculum that is not aware of the requirements for 
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keyboard equivalents in order to interface properly with single-switch access devices and 

alternative keyboards cannot provide universal access. Similarly, assistive technologies 

must be aware of the features built into universally designed curricula so that they are 

complementary and expansive rather than redundant. A text-to-speech technology that 

does not recognize common tagging features (like links or long descriptions) cannot 

provide adequate access to curricular materials. In the past, there have been all too few 

examples of universally designed curricula, and even fewer examples of optimal linkages 

between such curricula and AT. We believe the future will bring many more. The next 

section provides a contemporary example of the kinds of progress that we anticipate. 

 

The Future of Assistive Technology and Universal Design for Learning  

We expect a continuing dialogue along the continuum of Universal Design for Learning 

and assistive technologies. As UDL matures, it will advance by incorporating many 

features now provided only by assistive technologies, in the same way that text-to-

speech, spellchecking, and calculators can be routinely built into office word processing 

or that captioning is built into every television. As assistive technology matures, it will 

advance by assuming increasing connectivity with universal designs, taking advantage of 

the common structures (e.g., XML semantic tagging in a universally designed Web site) 

to provide highly individualized solutions that are not only sensory- and motor- but also 

cognitive and linguistic-oriented. During this period of AT and UDL maturation and 

advancement, we must make every effort to ensure that these two fields develop 

symbiotically. When UDL and AT are designed to co-exist, learning for all individuals is 

enhanced. In a world where we are very aware that understanding human behavior 

requires knowledge of the complex interaction between both cultural and individual 

development, we should not be surprised to find that fostering human learning will 

require access solutions that are optimal interactions between what is universal and what 

is individual. 

 

 

2. CURRICULAR AND INSTRUCTIONAL ADAPTATIONS: 

ACCOMMODATIONS VS MODIFICATIONS 
 

The unique characteristics, and interest and attitudes of children and diversity in learning 

styles demand differential teaching methods to be used by a teacher in the classroom to 

facilitate learning. Keeping the children with disabilities in mind while adapting the 

curriculum, small changes in learning content, learning friendly environment, appropriate 

learning approach, adaptation in learning aid and evaluation should be done. If these 

things should be considered then learning can be maximized for all children, including 

with disabilities. 

 

2.1 Adapting Curriculum 
Curriculum: Curriculum is a set of guiding principles which have been established to 

help the teachers/facilitators decide on the content to be taught. There are four 

components of curriculum: objectives, content, method, evaluation. You have to know 
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WHAT you are trying to teach (curriculum) before u can change HOW you teach it. For 

making an inclusive curriculum, we need some adaptation and changes in each and every 

component to teach students with special needs in an inclusive curriculum. 

 

Curriculum Adaptations: A curriculum that takes diversity into account should, first of 

all, be flexible and adaptable without loss of content. It should be designed with the 

general goal of “reducing attitude and concept barriers”, and characterize itself by 

“giving new meaning to the learning process in its relation with human development”. It 

is not just a matter of small episodic modifications the teacher may come to perform, in 

terms of methods and contents. On the contrary, it bears mostly upon the “reorganization 

of the politico-pedagogical project” of each school and the school system as a whole, 

taking into consideration “the necessary adjustments for the inclusion and effective 

participation of students with special needs in all school activities”. 

 

Curricular adaptations are the technical strategies that support our beliefs that included 

students can and will learn what they need to master without being separated from their 

peer group, their neighborhood schools, and their community. Adaptations should make 

the difference between mere presence and meaningful participation. Initially teachers and 

staff may just want to concentrate on involving the student in the rhythm and routines of 

the class and school. Charts, visual aids, and peers are just a few examples of ways to 

introduce an inclusion student to his or her new environment. There are different ways of 

making curricular and environmental changes to teach new concepts and address 

individual goals and needs. In examining practices across a number of inclusive schools, 

adaptations were developed in two ways: 1. Those that were done “on the spot”. 2. Those 

that were planned and designed in anticipation of student’s needs using pre- planned 

teacher lesson plans or discussion on upcoming activities or assignments. While it would 

seem ideal to pre-plan and discuss each adaptation, this is not always possible. Classroom 

content and routines may vary from day to day, which makes planning more difficult. 

 

From Adapting Curriculum and Instruction in Inclusive Classrooms: A Teacher’s Desk  

 

1.  Size 

Adapt the number of items that the learner is expected to learn or complete. 

For example: Reduce the number of social studies terms a learner must learn at any one 

time. 

 

2. Time 

Adapt the time allotted and allowed for learning, task completion, or testing. 

For example: Individualize a timeline for completing a task; pace learning differently 

(increase or decrease) for some learners. 

 

3. Level of Support 

Increase the amount of personal assistance with a specific learner. 

For example: Assign peer buddies, teaching assistants, peer tutors, or cross-age tutors. 
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4. Input 

Adapt the way instruction is delivered to the learner. 

For example: Use different visual aids, plan more concrete examples, provide hands-on 

activities, place students in cooperative groups. 

 

5. Difficulty 

Adapt the skill level, problem type, or the rules on how the learner may approach the 

work. 

For example: Allow the use of a calculator to figure math problem; simplify task 

directions; change rules to accommodate learner needs. 

 

6. Output 

Adapt how student can respond to instruction. 

For example: Instead of answering questions in writing, allow a verbal response, use a 

communication book for some students, allow students to show knowledge with hands-on 

materials. 

 

7. Participation 

Adapt the extent to which a learner is actively involved in the task. 

For example: In geography, have a student hold the globe, while others point out 

locations. 

 

8. Alternate 

Adapt the goals or outcome expectations while using the same materials. 

For example: In social studies, expect a student to be able to locate just the states while 

others learn to locate capitals as well. 

 

9. Substitute Curriculum 

Provide different instruction and materials to meet a student’s individual goals. 

For example: During a language test, one student is learning computer skills in the 

computer lab. 

 

2.1.1 Curriculum Adaptation Strategies  

 

Reading Adaptations 

Provide alternative material with same/similar concepts and content at easier reading 

level. Help students access the curriculum by taking advantage of the free resources, 

including study guides, book notes, book reviews, book summaries, and notes/analysis 

for literature. 

 

Allow the student to generate nonlinguistic representation to think about and recall 

knowledge. Methods include graphic organizers, pictures and pictographs, and concrete 

representations. Provide place holders to track (index cards, bookmark, or ruler) 
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Utilize communication board specific to story/novel/article to answer questions. Use 

highlighting and highlighter tape to: 

 

 identify target vocabulary words within a larger field of text 

 highlight directions for a test or assignment 

 highlight specific information in a text 

 

Provide text-to-speech capability-- for reading text on the computer; text reading 

software will read any text file aloud; freeware/shareware programs are available, e.g., 

and E-Text Reader, Check often for understanding. Students may have strengths in 

decoding, but may not comprehend what they’ve read. Utilize non-fiction reading when 

appropriate, Provide visual images for abstract concepts. 

 

Writing Adaptations 

Provide a copy of notes from class lectures/activity by having a peer or aide note taker 

use carbon paper or NCR paper. Provide pencil/pen with adaptive grip. For the reluctant 

writers, exploit high focused interest by providing writing assignments that link their 

interest to the subject being studied. 

 

Allow the student to write about his/her own experience, use photos to generate writing 

ideas. 

 

Provide highlighters and highlighter tape (thin highlighter tape can be unrolled and cut to 

any length to cover words, sentences, etc.) to be used in place of pen/pencil to indicate 

important information. 

 

Provide templates or tracing paper to serve as guides for practice 

 

Provide Magic Rub (by Sanford/Eberhard Faber) erasers, they are easier to use than 

regular erasers and don’t tear paper; these work especially well for those who are 

obsessive about correcting mistakes. 

 

Allow student to formulate ideas using drawing/pictures or graphic representation; then 

write text to match. 

 

Provide a visual sample of the finished product. 

 

Provide visual reminders of the editing process. 

Provide visual reminder cards for writing steps. 

 

Offer other strategies to get ideas across, have an adult scribe for the student; allow use of 

word processors, etc. 

 

Provide graphical ways of presenting and working with information. 
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Use visual diagrams to teach the structure used in the writing. Visual diagrams, or 

graphic organizers, provide a flexible structure for: 

 

 Organizing and outlining thoughts about a topic 

 Arranging and prioritizing information and ideas 

 Linking verbal and visual information to help students make connections, 

understand relationships, and recall details 

 Displaying large amounts of information in ways that are easy to understand 

 

Math Adaptations 

Provide concrete visual methods to teach number concepts. Provide concrete visual steps 

for computation. Highlight the process signs on the student’s paper to draw his/her 

attention and reduce carelessness. Make sample cue cards for different operations. Give 

directions in small, succinct steps; break problems into smaller, discrete steps. Reduce 

number of problems overall (to be completed) and visually (on one page). Provide 

enlarged graph paper for math assignments for students who have difficulty keeping 

problems aligned on a page to solve them correctly. This can be purchased in different 

sizes or created on a word processor. Use manipulative appropriately. Have students 

connected what they are handling with what they are thinking by having them explain 

what they are doing and making sure they refer to the math concepts and skills they are 

learning. Master Innovations, Inc. offers several simple and practical tools to help 

students quickly grasp concepts and apply mathematical knowledge including: 

 

- The Master Ruler: a hands-on way to learn measurement, mapping skills, scale 

drawing, geometric functions, and gain a conceptual understanding of fractions. 

- The Master Clock: a multi-sensory approach that entices the student of all ages to 

master the vital skills of telling time. 

- The Master Fraction: helps students of all ages grasp the concepts of equivalency, 

reducing, improper, proper, adding, subtracting common and uncommon 

denominators and mixed numbers. 

- The Master Angle: tangibly represents the concepts of geometry. 

- Touch Math offers a multi-sensory learning approach that bridges manipulation 

with memorization. 

 

For word problems, use drawing and concrete objects to “picture” the problem; then find 

the equation to solve it; relate to real life experiences when possible to strengthen 

understanding of the concept. Allow calculator use as a compensatory tool. Offer 

strategies to help students progress from a concrete understanding of math concepts.  

 

Content Area Adaptations 

Active teacher monitoring increases the on-task academic responses of students with 

diverse needs; provide regular feedback to give students needed information and reduce 

the time they practice errors if responses are incorrect. 
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 Access different areas and kinds of organizational problems for students using the 

Technology and Organization handout. 

 Utilize File Folder activities (e.g., matching tasks focusing on colors, shapes, and 

alphabet letters, categories, as well as higher level reading and math skills) to assist 

the student in independently focusing on academic tasks. 

 Photograph the steps of experiments, demonstrations and multiple step activities; 

place photographs in chronological order for students to use as needed. 

 Choose textbooks carefully; provide supplementary materials that coincide with the 

text at an easier readability level. 

 Provide content related resources; Spark Notes offers free online study guides on 

various academic subjects. 

 Utilize federally supported teaching and learning resources available at these free 

resources are organized by subject and include resources for teaching Art, Music, 

Health, Physical Education, History, Social Science, Language Arts, Math, and 

Science. 

 Provide supplemental instruction and intervention solutions to enhance learners’ 

academic performance in content areas. 

 Help learners locate facts and theories on any subject. 

 Provide rich supports for learning and reduce barriers to the curriculum using 

Universal Design for Learning. 

 

General Suggestions for Curriculum Adaptations  

 allow student more time to complete lesson  

 give student a small amount to do at one time  

 provide for more practice to insure over learning  

 if student can’t copy from the board, give him/her the master copy you used when 

you put the work on the board.  

 allow the student to use a tape recorder (taping lectures, test responses, stories, 

assignments, etc.)  

 provide the student graph paper for writing math problems/answers.  

 vary the learning approach (visual, auditory, tactile-kinesthetic)  

 present material orally and allow oral answers from the student  

 use visual aids · give student more choices · use more concrete materials, 

especially when introducing a new concept  

 utilize high interest/low vocabulary material, try brief and specific directions; if 

necessary, use written instructions or a list; have student repeat verbal instructions  

 use peer or cross-age tutors and/or parent volunteers to provide individualized 

instruction  

 reward student for having materials  

 give the student credit for what he/she has done right instead of concentrating on 

what is wrong; a great deal of encouragement and praise should be given whenever 

it is earned; avoid demoralizing remarks 
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 make rewards attainable  

 where appropriate, utilize an alternative grading system (i.e., pass/fail)  

 give quick results of the task when possible  

 allow students to take tests orally and have a longer time allotment; avoid surprise 

quizzes or timed assignments if they appear to induce stress  

 change seating or grouping  

 make rules clear; post them in the classroom  

 model desired behavior  

 use color cues, (e.g., color code vowels or beginning/ending sounds; use a green 

dot where the student starts to write, and a red dot where the student should stop 

writing)  

 start only when everyone is attending  

 avoid multi-step directions  

 

In addition, five categories for examining specific curricular participation are presented 

here. Examples of each form specific to either primary or intermediate grades are also 

included. 

 

2.1.2 Curricular Adaptation Categories  

These curricular adaptation categories are not mutually exclusive; more than one may be 

utilized at the same time:  

As is: Students are involved in the same lesson as other students with the same objectives 

and using the same materials.  

 

Providing physical assistance: Assisting a student to complete activities by the actual 

manipulation of materials, equipment, or his/her body.  

 

Adapting materials: Utilizing materials that allow for participation in age appropriate 

activities without having pre-requisite basic motor, communicative or cognitive skills.  

 

Multi-level curriculum: Students are working in the same subject area, but working at 

different levels of curriculum. 

 

Curriculum overlapping: Students are involved in the same activity with other students 

but may have a goal for different curriculum area.  

 

Substitute Curriculum: Students are involved in alternative activities that meet primary 

instructional needs when the team feels that the general education curriculum is not 

appropriate. These activities may occur within the classroom, school or community, and 

can include general education peers. 

 

Examples of Curriculum Adaptations  

AS IS: At both the primary and intermediate level, students are working in the same 

lesson as other students. 
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Providing Physical Assistance  

Primary 

A friend turns pages of a book for Diane.  

 Peers provide assistance to lunch, recess, assemblies, or other events.  

 Another student assists Bonnie by turning her paper as she cuts it.  

 A friend helps Jane with tying her sneakers at PE time.  

 Bill helps Adam staple the edges of his paper fish for the mobile the class made 

during an oceans unit. 

 

Intermediate 

 Nancy has a designated in-class note taker or assignment reader. 

 Peers provide assistance transitioning through activities or center. 

 Roger has a friend push his wheelchair around the bases after hitting a ball.  

 Jim assists Gene with sanding the wood on the mission replica they built. 

 

Adapting Materials 

Primary 

 Susie uses a name stamp instead of writing her name. 

 Krista uses a larger pencil and crayons. 

 Pam uses manipulative to compute addition/subtraction problems instead of relying 

on pencil and paper. 

 Vowels, consonants, or words are given a visual cue or are color coded. 

 Arlene uses adapted scissors that are mounted on a wooden block for stability. 

 Kim uses a pencil to write over letters or words written by a friend or teacher with 

a highlighter pen. 

 Jim’s coin and change making worksheets are adapted to reflect the lower amounts 

that he is learning. 

 Diana uses a head pointer to point to the correct words on a sheet during a spelling 

test. Intermediate 

 Kathy uses a calculator to compute math operations. 

 Cereal boxes are used as an alternative to writing book reports. For example, use 

the box as advertisement for the book: the front is the title cover with an 

illustration, sides are the cost and rating of the book, and the real book is put inside 

the box. 

 Amanda participates in making a mobile, showing scenes from a core literature 

book being discussed, rather than writing descriptions. 

 Charlene uses a portable typewriter or computer to write instead of using paper and 

pencil. 

 Sue demonstrates understanding of the location of Western States during a 

geography activity by writing the first letter of that state on the appropriate place on 

a Nystrom map rather than verbally identifying its location in relation to other 

states to the teacher. 
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 Pat uses a switch-operated tape recorder when the character she is playing speaks 

her lines during play practice. 

 

MULTI-LEVEL CURRICULUM  

Primary 

 Lori completes ABAB pattern during a math center instead of an ABCDDABCDD 

pattern. 

 Ann identifies and cuts out pictures from magazines to correlate with her story, 

rather than drawing pictures. 

 Richard identifies numbers on a clock during a time telling activity rather than 

telling the time and Kevin reads the time from a digital clock when it is his turn. 

 Cindy copies from a sheet on which a friend has written sentences rather than 

writing without a cue. 

 Wendy stands in front of class with two other students as support during a class 

song.  

 

Intermediate  

 Spelling words are taken from a basic sight vocabulary list rather than from a class 

list. 

 Bonnie has five instead of twenty spelling words. 

 Nancy completes a half page mission report instead of a five-page report. 

 During multiplication facts Bingo, Mat identifies the numbers rather than the 

products on his card. 

 During math, Mark adds two digits together rather than multiplying. 

 Tom points to a picture of lunch choices rather than verbally choosing. 

 Lynell answers yes/no questions rather than give a descriptive answer during an 

Ancient Civilization discussion. 

 Shirley demonstrates comprehension of a chapter in Island of the Blue Dolphins by 

writing a five sentence paragraph using opening, supporting and closing sentences 

with correct punctuation and capitalization instead of the required one page essay. 

 Connie selects and cuts out pictures, pasting them to paper to show about one 

Indian group’s culture rather than writing a report.  

 

CURRICULUM OVERLAPPING 

Primary 

 Diane works on ambulation and transition skills moving through learning center 

 Roger cuts out and puts a story in sequential order by looking at numbers written 

by a teacher on each segment rather than by following the story sequence and then 

tells the story in sequence in simple phrases/sentence. 

 Nancy works range of motion by turning pages of a picture book she selected 

during silent reading. 
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 During a math board game, Adam addresses a social skills objective by practicing 

turn taking. Additionally, he works on motor skills by picking up, shaking, and 

tossing the dice on the board. 

 During journal writing, Bonnie practices writing an alphabet letter, cutting a picture 

beginning with that letter from a magazine and pasting it next to the letter in her 

journal to work on her vocabulary dictionary.  

 

Intermediate 

 Charlene practices writing her name and telephone number during a reading 

comprehension activity.  

 During a FOSS science lesson, Mary’s job as the “getter” is to follow instructions 

as independently as possible, and work on counting skills by passing out the 

appropriate number of materials to her group members. 

 Linda’s goal is to demonstrate responsibility and follow class directions by turning 

in her work. She is graded not on content, but rather participation. 

 Julie works on listening skills, staying in her seat, and looking at the teacher during 

a lesson on the Yokut Indians. 

 When working on a writing assignment on the Boston Tea Party, Barb practices 

correct and independent usage of her portable typewriter plus works on simple 

typing skills by typing a sentence from the text chosen for her by a peer.  

 

SUBSTITUTE CURRICULUM  

Primary 

 Shirley goes to small group speech instruction to practice articulation skills for 

twenty minutes during weekly social studies discussion.  

 Krista works on a picture vocabulary book to turn in as her journal during CTBS 

testing. Bonnie practices using her augmentative communication device with a 

paraprofessional during a geography quiz. 

 Susie and a friend quietly look through a book in the class library during a 

literature discussion.  

 

Intermediate 

 Ann collects attendance and lunch counts for her wing during a daily math quiz. 

 Nancy works on word identification skills on the computer during CTBS testing. 

 Pam works on street crossing and purchasing skills related to IEP goals with a 

rotating peer during a weekly writing activity. 

 Cindy helps the librarian shelve books during fraction work. 

 

Classroom Adaptations  

Adaptations may be made to curriculum, instruction, and the learning environment in 

order to help students achieve regular curricular objectives. 
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Examples of Classroom Adaptations: 

 Use different level of reading material. 

 Adjust objectives. 

 Teach from the concrete to the abstract. 

 Check on student frequently to provide support and assistance as required. 

 Give cues to encourage use of strategies. 

 Permit the use of learning aids such as computers, calculators, or tape recorders. 

 Give immediate feedback on progress. 

 Pre-teach new vocabulary, concepts, and symbols. 

 Use visual aids to support instruction (charts, graphs, pictures, etc.). 

 Relate new information to previous knowledge. 

 Provide a note taking outline for the lesson. 

 Simplify language of instruction. 

 Provide advanced organizers to assist students in following the lesson. 

 Summarize key points on the blackboard. 

 Provide repetition and review. . 

 Provide study guide for the chapter. 

 Use mapping strategies to summarize important information. 

 

Evaluation Adaptations: 

 Provide a choice of assignment/test format-written, oral, tape, demonstration, model. 

 Alleviate the pressure of time. 

 Divide the test into parts and give the student one part at a time to complete. 

 Provide oral testing. Teacher can tape or transcribe student's answers. 

 Provide sample answers on the test. 

 Vary level of difficulty of the test questions. 

 Reduce the number of test questions. 

 Provide an outline for writing essay answers. . 

 Provide a sheet containing meanings of certain words used in questions 

 Give marks for part answers and outlines. 

 Prepare study guides. 

 

Adapting Assistance: 

Peer Assistance: 

 as model 

 as reader 

 as helper 

 as organization assistant 

 as scribe 

 to provide photocopied notes  
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Inclusive Teaching Strategies/Adaptations  

Inclusive teaching strategies are those teaching techniques that help all students to learn 

and engage with the curriculum in the classroom. Teachers will use a variety of teaching 

strategies across all curriculum areas. 

 

Different strategies for inclusive environment (guidelines for teachers) 

 Teacher should aware of students having different disabilities in the class room.  

 Teacher should not assume about any need or requirement of the students. 

 Teacher should speak clearly so that students having hearing problem may listen 

them clearly.  

 Never shout at students, as this will disturb the lip pattern of deaf and dumb 

students. 

 Make sure that all instructions are given verbally as well as visually. 

 Teacher should clear the purpose of the activity before heading in the classroom. 

 Provide suitable breaks within any activity. This will benefit students who are 

quickly tired, or have to take medication.  

 Respect students’ requirements for confidentiality even though this may affect the 

strategies put in place.  

 Plan regular meetings with the student to review the situation and reflect on 

difficulties and the strategies that were a success. 

 Blind and visually impaired students have particular difficulties, teacher should 

need to consider to printed texts such as Braille  

 Other visual materials such as diagrams or photographs, whether they are presented 

on paper or a white board etc. 

 Effective preparation for teaching a deaf or hard of hearing students just repeats 

any questions from other students so a deaf student is fully aware of the content. 

 Students with specific learning difficulties for this teacher should plan the   

sessions to allow question and discussion time. 

 Link new material to old by using a stepped approach.  

 Students with mental health difficulties, a teacher should be aware that some 

students prefer to avoid interpersonal interactions. 

 Those who have dexterity difficulties, pain or fatigue, allow extra time for the 

student to arrive at classroom. 

 

2.2 Teaching and Instructional Adaptations  
In recent years a number of stated intentions and written policies towards the 

achievement of inclusive education have been enacted across a range of contexts (Booth 

& Ainscow, 1998). The clear implication of the inclusive education movement is that 

mainstream schools seek to restructure so as to provide for an increasing diversity of 

educational needs and eliminate the problem of students who fail to fulfill their learning 

potential (Avramidis et al., 2000). However, despite the widespread advocacy of 

inclusion in educational discourse and policy guidance, the question of how children’s 

divergent needs are best met within educational systems still remains a highly debatable 
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and controversial issue (Dyson & Gallannaugh, 2007; Florian, 2005). To put the above 

controversy into perspective, a considerable number of authors (Ainscow, 2007; Dyson & 

Millward, 2000; Low, 2007) have argued that much of that debate pertains to the poor 

implementation of inclusive programs, rather than the opposition towards the concept of 

inclusion per se. While, for example, it is generally agreed that teachers need to have an 

increasingly large repertoire of instructional strategies to meet students’ divergent needs, 

little descriptive information is available regarding the types of instructional adaptations 

that are necessary in implementing an inclusive school program (deBettencourt, 1999; 

Salend & Duhaney, 1999; Schumm, et al., 1995). Limited is also the information 

concerning the kinds and effectiveness of instructional adaptations in teachers’ everyday 

practice, within the mainstream classrooms, which aim at responding to students’ 

diversity (McLeskey & Waldron, 2002; McIntosh, et al., 1993). The overall picture 

emerging from the vast majority of relevant studies suggests that regular education 

teachers do not usually differentiate instruction to meet students’ diversity in regular 

classrooms. In addition, few instructional adaptations are provided for those with 

identified SENs and difficulties in learning (deBettencourt, 1999; McIntosh, et al., 1993; 

Schumm, et al., 1995; Vaughn, et al., 1994). Mainstream teachers seem to be concerned 

about finding ways for responding to students’ without disabilities increasing diversity in 

terms of academic background, level of mastery skills and interests. More importantly 

they mostly feel under-resourced and ill-equipped to master this task. The amount of 

difficulty they already face in the teaching process increases considerably, when students 

with disabilities are included in their mainstream classes (McLeskey & Waldron, 2002). 

Baker and Zigmond (1990), found, for example, that the teachers in the mainstream 

primary schools they studied, taught in single, large groups and seldom differentiated 

instruction or made adaptations based on students’ needs. Besides, on a survey addressing 

adaptive instruction (Ysseldyke, et al., 1990), regular education teachers did not specify 

classroom adaptations for students with disabilities. Although students with disabilities 

appear to be accepted by their teachers, they could be characterised as «passive learners» 

who are rarely engaged in the learning process, either by themselves or due to the 

teachers’ initiation (McIntosh, et al., 1993). These findings have been endorsed, 

somewhat, in a subsequent study by Vaughn and her colleagues (1994), who suggested 

that instruction in mainstream classes was not differentiated to meet the needs of students 

with learning disabilities and that few instructional adaptations were provided. In such 

instances, teachers’ adaptations tended to be largely incidental, inconsistent, idiosyncratic 

and not part of the overall plan for an individual student in the classroom or at the school 

level (Miner & Finn, 2003; Schumm, et al., 1994). Consequently, if students who are 

mainstreamed are going to learn successfully in the general education classroom, then 

they will have to meet the expectations set by the teachers for all students in the 

classroom (Vaughn & Schumm, 1994). Within the context of inclusion, teacher 

acceptability of various adaptations is a critical issue in understanding why 

accommodations are made or not made for students facing difficulties (Subban, 2006). 

Consequently, it is also important to note that managing to understand why teachers tend 

to implement or avoid the implementation of certain adaptations in their classrooms is a 

difficult and demanding process, mainly due to: a) the complexity underpinning teachers’ 

decisions over instructional practices, b) the multifaceted aspects of teaching, and c) the 
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impact that the unique contextual and educational characteristics of different national 

systems exert on teachers’ decision-making processes (Kohler et al., 2008). Despite these 

complexities, analysing teachers’ acceptability of routine adaptations is a key variable for 

understanding their compromise in teaching diverse students in inclusive classrooms and 

for learning to what extent they are ready to adapt and differentiate instruction. 

Moreover, studying how teachers approach adaptations may contribute not only to 

identify teacher preference, but also the various barriers and impediments to 

implementing them (Cardona-Molton, 2003; Scott, et al., 1998). In the light of the above, 

this paper aims at addressing the need for additional information, regarding teachers’ 

convictions of instructional adaptations in regular education settings. It reports on and 

discusses a recent research project, considered to contribute to this emerging field, by 

examining Greek teachers’ responses to instructional adaptations. This is the first time 

that such an exercise has been conducted in Greece, and comes at a time when policy-

makers are considering the next step in developing more inclusive provision in an 

educational system in which provision unfolds around a nationally prescribed and 

restricted curriculum. Rational and aims of the 

 

Instructional accommodations and adaptations may be the most important area that the 

inclusion teacher will address.  Because students with disabilities may not perform at the 

same levels of other students in the classroom, the general education teacher needs to be 

prepared to make accommodations and adaptations to his or her lesson plans so that each 

student has an opportunity to learn the material. 

 

2.2.1 Instructional Adaptation: Accommodation vs Modification 

An accommodation is a reasonable adjustment to teaching practices so that the student 

learns the same material, but in a format that is accessible to the student. 

Accommodations may be classified by whether they change the presentation, response, 

setting, or scheduling. For example, the school may accommodate a student with visual 

impairments by providing a large-print textbook; this is a presentation accommodation. 

 

A modification changes or adapts the material to make it simpler. Modifications may 

change what is learned, how difficult the material is, what level of mastery the student is 

expected to achieve, whether and how the student is assessed, or any another aspect of 

the curriculum. For example, the school may modify a reading assignment for a student 

with reading difficulties by substituting a shorter, easier book. A student may receive 

both accommodations and modifications 

 Understanding Accommodations  

 Modifications of Learning Material  

 Accommodations and Testing  

 Using Alternative Assessments for Special Needs Students at Home  

 Meeting Individual Needs in Lesson Planning  

 Sample Rubric for Cursive Writing 

 

http://en.wikipedia.org/wiki/Large-print
http://www.hishelpinschool.com/adaptation/modadapt.html#understand#understand
http://www.hishelpinschool.com/adaptation/modadapt.html#learning#learning
http://www.hishelpinschool.com/adaptation/modadapt.html#testing#testing
http://www.hishelpinschool.com/adaptation/modadapt.html#using#using
http://www.hishelpinschool.com/adaptation/modadapt.html#meeting#meeting
http://www.hishelpinschool.com/adaptation/modadapt.html#rubric#rubric
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Accommodations, modifications, and alternative assessments may be considered 

compulsory for a special child with special needs to succeed while working on materials 

for learning. A student who is not capable to read or write at grade level may be able to 

understand and participate in debate about material that is read aloud and taught at the 

child's age-appropriate level. A child who is not capable of recalling numbers facts may 

be able to solve grade appropriate problems by using a calculator. 

 

Or a child with cerebral palsy may be able to accomplish modified physical education 

with special equipments and carefully chosen exercise. 

 

Both the terms accommodations and modification can be used interchangeably 

frequently, but in their effect on teaching and learning, they are not indistinguishable. But 

they have noticeable difference in meaning as we relate them to the special education. 

Both these terms are used in the federal law, IDEA that provides children with disabilities 

equal access to curriculum and ensures them a chance for achievement. 

 

As IDEA is a federal law, it guarantees an appropriate, free, public education. It is taken 

into account that whether a child is capable of being taught at home or not, the public 

schools are under obligation to make that access available to all school-aged children. It 

is not obligatory for the parents to use these services or may opt out. 

 

For students, an accommodation provides many substitute ways, to acquire information 

or share what they have learned with you.  

 

We cannot minimize the difficulty level or expectations for the student's achievement 

through the use of accommodation, even if there may be changes in teaching materials 

used, testing materials, or even in the instructional environment. Educators often make 

accommodations for individual students informally as they teach, but children with 

special needs may require more formally documenting the need for specific 

accommodation through an IEP or a 504 plan. 

 

The purpose of accommodation is often misunderstood by the parents. And sometime 

they do not realize their duties. For instance if a child had suffered eye muscle damage 

see clearly enough to see without the glasses. If the parents allow their child to see 

without glasses just because he can see without them, then the effect of that choice would 

be likely mean that the child could not clearly see reading material. However, the child 

could play with his peers and read independently with the use of glasses. 

 

Physical disabilities are easily identified in comparison to learning disability. Learning 

disabilities are invisible and they are slightly more difficult to diagnose where as physical 

disabilities are rather easier to discriminate. The use of appropriate accommodation 

serves to enlarge the scope of possibilities. Accommodation will not make the disability 

to go away. It should be taken into consideration that  when developing and 

implementing accommodations, strategies and modifications, what works for one student 

may not work for another. Keep it individualized for optimum success. 
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2.2.1.1 Environmental Adaptations  

Sidewalks 

 Curb cuts that permit access 

 Sidewalks at least 48" wide 

 Sidewalks level, without irregular surfaces, bumps, or ridges 

 

Ramps 

 Ramps with handrails 32" high 

 Grade of the ramp no more than 1" rise every 12" in length 

 Non-slip surface present for all types of weather 

 

Door 

 Door opening at least 32" wide when the door is open 

 Floors level at least 5' in both directions from the doors 

 Thresholds low enough (½' not to present obstacles) 

 

Toilets 

 Stall available 3' wide by 4'8" deep with 33"-high handrails 

 Toilet seats 20" high and urinals 19" from floor 

 Sinks, towel dispensers, and mirrors 36-40" from the floor 

 

Water Fountains 

 Controls hand operated 

 Spout in front of the unit 

 Controls and spout 26-30" from the floor 

 

2.2.1.2 Classroom Adaptations  

1.  The room is arranged so that there are interesting things at eye level for all children 

to see and touch. 

2.  Space is arranged so that children/adults using wheelchairs or crutches can navigate 

in and out of the space as well as being able to turn around in the space. 

3.  Shelves, tables, and chairs need to be at comfortable levels. Children’s feet are 

touching the floor or foot rests and tables are adjusted for chair heights. 

4.  Equipment and fixtures are sturdy and can hold the weight of one child. 

5.  Toys and materials are accessible to the children. 

6.  The sound level is adequate for children with hearing impairments and there are 

quiet areas in the room. 

7.  Center areas are labeled with pictures and/or large print words. Centers are 3 

dimensional spaces with furniture arranged to designate boundaries (rather than 

most furniture against walls). 

8.  Toys and materials are in easy to manipulate containers and there are labels or 

pictures on the shelves to designate where toys are to be located. 
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9.  Classroom rules are stated positively and are posted in pictorial form or other form 

that is understandable to the children. 

 

2.2.1.3 Equipment: Environmental Adaptations  

Hearing/Communication 

 Hearing Aids 

 Classroom Amplification Systems (such as FM or table top systems) 

 Telecommunication Devices (TTY or relay) 

 

Communication/Reading 

 Computers 

 Communication Boards and Electronic Communication Aids 

 Synthetic Speech 

 Pictures/Symbols 

 Braille 

 

Environnemental Control 

 Computers 

 Switches 

 Animals 

 

Mobility 

 Canes 

 Crutches/Walkers 

 Wheelchairs 

 Prostheses 

 

2.2.1.4 Individualized Adaptations: Requirements and Instructions 

Individualize for all children 

 Simplify when needed 

 Supplement 

 Make salient 

 Reward 

 Use good teaching strategies 

 

Make sure that the children are busy and persist 

 Ensure the child has predictable routines 

 Pretend the child is engaging in a purposeful way (e.g., give the child things he/she 

say they want even if you don’t believe that is what he/she really wants) 

 Encourage the child to prolong interactions with peers and/or toys 

 Provide models and reward models for complex play and exploration 
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 Play often, be playful, and provide the child with affection 

 Take turns with the child instead of initiating everything 

 Follow the child's lead 

 Imitate the child 

 Wait for the child to initiate 

 Repeat the child’s phrases (word for word; sometimes add a word or a phrase) 

 

Additional Ideas for Adaptations - 

 Hang each one of the following handouts in various parts of the child care space. 

 Can you think of more creative ideas for adaptations? Add them to the list. 

 Think about what are you adapting – the environment, the activity, the materials, 

instructions or requirements, assistance? 

 Watch what the children do – sometimes they can give us clues for creating 

adaptations that we may not think to do!! 

 Share these handouts with other child care providers in your program. 

 

2.2.1.5 Adaptations at the Level of the Total Class 

Adaptation is the way the body 'programs' muscles to remember particular activities, 

movements or skills. By repeating that skill or activity, the body adapts to the stress and 

the skill becomes easier to perform. The Principle of Adaptation explains why a 

beginning exercisers are often sore after starting a new routine, but after doing the same 

exercise for weeks and months the athlete has little, if any, muscle soreness. This also 

explains the need to vary the routine and continue to apply the Overload Principle if 

continued improvement is desired. 

 

Teaching Adaptations 

The first step in adapting instruction is to ensure good teaching methods.  Your 

understanding of evidence-based approaches should be broad, and your student teaching 

experience provides opportunities for you to apply and polish your skills.  Basic concepts 

for novice teachers include: 

 Gaining and managing student attention  

 Recognizing students' learning styles and preferences 

  Providing an environment conducive to learning 

 Explaining procedures and concepts clearly 

 Stating your expectations 

 Providing effective models and demonstrations 

 Using systematic and sequential teaching approaches 

 Varying group size and teaching format to promote active learning and mastery 

 Using authentic, manipulatable and concrete materials 

 Promoting positive interactions among children 

 Utilizing proven tools, strategies and organizers 

 Ensuring sufficient and appropriate practice 
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 Using and fading instructional prompts 

  Providing frequent positive feedback and corrections when needed 

 

Make sure that there are clear and descriptive ongoing assessment data that can be 

interpreted and analyzed.  Include the following components: 

 Assessment plan 

 Formative evaluation 

 Summative evaluation 

 Graphs and narratives of student performance 

 Clear analysis of learning and results 

 

Use a systematic approach to determining what portion of the lesson or assignment needs 

modified. Make small changes and assess the effect.  Large spontaneous changes are not 

effective in supporting student independence, acquisition of skills, or maintenance and 

generalization of content knowledge, skills and application. 

 

 Could further demonstration, explanation, or practice increase acquisition? 

 Consider the METHODS. Has what the teacher done supported the student's 

learning? 

 Consider the MATERIALS. Is there enough concrete manipulation to internalize 

the skill? Is the reading level appropriate? Are there acceptable technological 

supports available to the student? 

 Consider the OUTCOMES. Are outcomes relevant?  Would minor changes 

increase the student's ability to learn the content? 

 Consider SUPPORTS.  With a constant goal of unassisted independent skills, 

would the help of a peer, adult or assistive device support the acquisition of the 

skill?  Assessment can be used to determine how and if supports can be faded. 

 

2.2.1.6 Adaptations at the Level of Individual Student 

 Sometimes, it may seem impossible to match a child's needs and abilities with a 

particular activity. When the activity cannot be changed or materials or instructions 

modified, or when another child cannot help successfully, a child may need to participate 

in another activity that is different from what others in the group are doing. This strategy, 

while sometimes needed, is not always best. An adult may have to work with the child 

individually, leaving the remaining children with only one adult. The child is also 

removed from the group which means that the child misses social opportunities that are 

present when children work together or in groups. Children should not be removed from 

normal classroom activities unless there is no possible way in which the child can 

participate or unless the opportunity for a child to work one-on-one with an adult is seen 

as beneficial. 
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2.2.1.7 Grouping Students for Instructions 

Making the groups of different students based on their skills, their learning style, 

readiness, and/or interest and plan different activities for them is a versatile strategy 

which will help teacher a lot. For example, teacher can plan an interesting activity for 

each group and involve them in it in a way that the concept of that activity being learned. 

These activities can be varied so that students take part in them with their full interest at 

different levels of learning.  

 

 Flexible Grouping:  this is a strategy or differentiating instructions that provides 

for students to be a part of many different groups based on the match of the task to 

student readiness, interest or learning profile. One thing that you must remember is 

that each student should have the equal opportunity to work with students who are 

like themselves and dissimilar from themselves. All students must aware of the 

rules of cooperating and the groups should be selected by the teachers but in some 

cases it can be by the students.  

 Group Investigation: this is the strategy for actively involving students in solving 

the problems. For this purpose, you can present a complex problem to the students 

for which they can seek additional information, define the problem, pose a solution, 

communicate that solution to other members, and assess the effectiveness of the 

solution. This strategy gives you an opportunity to address readiness, interest and 

learning profile. 

 High Level Questioning: this is a strategy for differentiating that gives you the 

chance to present questions that draw on advance level of information, requires 

leaps of understanding and challenges the thinking of all students. Your question 

must be in the form that requires all students to think on high level and to defend 

answers. 

 Learning Centres: this is the strategy for differentiating instructions that provide 

you a heap of material for your learners to explore topics and practice skills. 

 Learning Contacts: this is strategy for differentiating instructions that provides for 

an agreement between you and your learners about work which can be in different 

form e.g. what will be learned, who it will be learned, and how the result will be 

evaluated. These kinds of contracts should be in written form.  

 Data Driven Decision Making: this is a strategy in which you can make 

judgments from the data collected from your students and you can instructions 

from them. You can use qualitative and quantitative measures for this purpose.  

 

2.3 Adaptation and Assessment 
Accommodations play an important role in educational settings, too, particularly for 

students whose disabilities interfere with performing learning tasks (such as reading a 

book, taking notes in class, or writing an essay) or testing tasks (such as getting through 

the items within the time limit or filling in the circles on a multiple-choice test). A critical 

part of teaching and assessing students with disabilities, then, is providing them with 

accommodations that support learning and that support their ability to show what they 

know and can do. 
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But what accommodations are appropriate for which students? How do accommodations 

affect students’ learning and their performance on tests? This Evidence for 

Education addresses these and other questions and explores the research base in this area. 

Commentary from education professionals and examples from the field are included to 

highlight practical tools and resources designed to help educators and families determine 

appropriate accommodations for students with disabilities. 

 

IDEA requires that students with special needs take part in state or district-wide 

assessments. These are tests that are used to assess the achievement level of the child. It 

is one way that schools determine how well and how much students are learning. IDEA 

now states that students with disabilities should have as much involvement in the general 

curriculum as possible. This means that, if a child is receiving training in the general 

curriculum, he or she could take the same standardized test that the school district or state 

gives to nondisabled children. Accordingly, a child’s IEP must include all modifications 

or accommodations that the child needs so that he or she can participate in state or 

district-wide assessments. 

 

The IEP team can decide that a particular test is not appropriate for a child. In this case, 

the IEP must include: 

 They should explain that why the test is not suitable and  

 And how the child can be assessed in alternative ways. 

 

Ask your state and/or local school district for a copy of their guidelines on the types of 

accommodations, modifications, and alternate assessments available to students. 

Also consult these resources: 

 Assessment and Accommodations, an Evidence for Education brief that adequately 

discusses how to make accommodations in testing  

 Accommodations in Assessment, a thorough discussion of the options available 

and how to specify in the IEP what accommodations will be provided to the child 

and why.  

 

Even a child with special needs is to be involved with non-disabled peers to the 

maximum extent appropriate. Just because a child has special needs therefore it does not 

become compulsory for them that they should remove the special child from the general 

education level. And if it become compulsory for them to remove the child from general 

education from the class then it become obligatory for IEP to provide an appropriate 

reason that why the child has been removed from that class 

 

Accommodation plays a very vital role in helping the children in disabilities to access the 

general curriculum. IDEA has always reinforced the accommodation in special setting for 

challenged persons again and again, in its requirements, in its definitions, and in its 

principles. The wealth of experience and importance that the special education field has 

got over the years since IDEA was first approved by Congress is the very source you will 

want to find out for more information on which type of accommodations are appropriate 

http://nichcy.org/research/ee/assessment-accommodations/
http://nichcy.org/schoolage/iep/iepcontents/assessment/
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for students, given their disability, and how to make those adaptations more supporting to 

use them for learning process. 

 

2.4 Teacher Talk in Effective Instructional Environments 
When you think about successful learners you must realize that they 

 Relate their call work to clearly defined long term goal. 

 Have complete control on their educational experiences. 

 Have learner to be aware of and to use their leaning and thinking process. 

 Recognize that understanding does not take place immediately, it takes place over 

time. 

 Use their sensations more than one to improve their learning.  

 Look in depth for the structure in what they are learning. 

 

As a teacher, you also have a strong need to develop your student’s learning skills and 

strategies. Mostly, students, at all level, eventually need the following: 

 Timings and stuff organization. 

 Easy access to the information from the books. 

 Making notes and collect information. 

 Listening, memorizing and understanding. 

 Proofreading of the stuff. 

 Presentation of thoughts in various formats. 

 

Some students may feel difficulty in many of these areas and may need your help in 

acquiring these learning skills.  

 

2.4.1 Scaffolding Instructions 

Scaffolding Instruction usually geared to support learning when students are first 

presented to a new subject. Scaffolding gives your students a context, inspiration, or 

groundwork from which to understand the new information that will be introduced during 

the coming lesson. 

 

Instructional scaffolding is the condition of adequate support to encourage learning when 

concepts and skills are being first presented to students. These supports may include the 

following: 

 possessions 

 A convincing task 

 Templates and guides 

 Guidance on the maturity of cognitive and community skills 

 

This refers to any kind of differentiating that provides your student a support to be 

successful in challenging work. Scaffolding also means that you are making plans for 

student work and present the materials from simple to complex form in such a layered 

way to built mastery in your students and also confidence. If your task is respectful and 
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scaffolding is presented in a non labeling way then there is the greater chance that your 

students will respond positively, engage in learning in increasingly independent way. 

Scaffolding techniques should be measured essential to good, solid teaching for all 

students, not just those with learning disabilities or second language learners. In order for 

learning to progress, scaffolds should be slowly but surely removed as teaching 

continues, so that students will sooner or later be able to exhibit understanding in parallel. 

 

2.4.2 Strategy Instruction and Modeling Thinking Skills 

Thinking activities need to be planned and scaffold. Students need to be aware that they 

are thinking (meta-cognition) and that different thinking strategies are required for 

different problems. The goal of the activities for thinking skills is for each student to: 

  

(1) Understand critical and creative thinking skills, and 

(2) Value the importance of thinking skills to his or her life. 

 

The activities you plan should cover critical and creative thinking skills specifically. The 

students have been using the skills since they entered the Learning Skills classroom. The 

main points for critical and creative thinking begin with a working definition and several 

key characteristics of those types of thinkers. The lesson approach is to discuss each 

element, allowing the students to discover their own meaning and examples. The final 

main point provides a creative exercise for the students to understand how the creative 

process works in a team setting. The students should be encouraged to pass on their 

learning to their families and others. 

 

Train your brain with clever puzzles! 

You believe that your students came to this brain attainment site because they love to 

enhance their thinking skills and brain teasers and that they enjoy wrestling with logic 

and geometry problems. Research says it's good for them, brain games and mental 

activities keep their brain young and active. 

 

Strategy/Implicit Instruction 

Strategy/implicit training are a student-centered process for learning. The focus of 

strategy training is primarily on the rules and the processes or global skills necessary to 

learn the required model. 

 

Strategy instruction has several components:  

 Highly developed organizers (a mental scaffolding on which to build new 

consideration)  

 Association (having students judge their indulgent from time to time)  

 Amplification (connecting new stuff to information previously learned),  

 Generative knowledge (making logic of new information by summarizing)  

 General study strategies (outlining, puzzled, negotiations with peers, and 

underlining). 
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2.5 Cooperative or Collaborative Learning  
Cooperative learning is a flourishing teaching policy in which small teams, each with 

students of different levels of capacity, use a range of learning activities to improve their 

understanding of a subject. Each member of a team is answerable not only for learning 

what is skilled but also for helping teammates learn, thus creating a feeling of 

accomplishment. Students work through the tasks until all group members productively 

understand and complete it. 

 

Without the cooperation of its members society cannot survive, and the society of man 

has survived because the cooperativeness of its members made survival possible.... It was 

not an advantageous individual here and there who did so, but the group. In human 

societies the individuals who are most likely to survive are those who are best enabled to 

do so by their group. 

 

How students perceive each other and interact with one another is a neglected aspect of 

instruction. Much training time is devoted to helping teachers arrange appropriate 

interactions between students and materials (i.e., textbooks, curriculum programs) and 

some time is spent on how teachers should interact with students, but how students 

should interact with one another is relatively ignored. It should not be. How teachers 

structure student-student interaction patterns has a lot to say about how well students 

learn, how they feel about school and the teacher, how they feel about each other, and 

how much self-esteem they have. 

 

There are three basic ways students can interact with each other as they learn. They can 

compete to see who is "best," they can work individualistically toward a goal without 

paying attention to other students, or they can work cooperatively with a vested interest 

in each other's learning as well as their own. Of the three interaction patterns, competition 

is presently the most dominant. Research indicates that a vast majority of students in the 

United States view school as a competitive enterprise where one tries to do better than 

other students. This competitive expectation is already widespread when students enter 

school and grows stronger as they progress through school (Johnson & R. Johnson, 

1991). Cooperation among students-who celebrate each other’s successes, encourage 

each other to do homework, and learn to work together regardless of ethnic backgrounds 

or whether they are male or female, bright or struggling, disabled or not, is still rare. 

 

Even though these three interaction patterns are not equally effective in helping students 

learn concepts and skills, it is important that students learn to interact effectively in each 

of these ways. Students will face situations in which all three interaction patterns are 

operating and they will need to be able to be effective in each. They also should be able 

to select the appropriate interaction pattern suited to the situation. An interpersonal, 

competitive situation is characterized by negative goal interdependence where, when one 

person wins, the others lose; for example, spelling bees or races against other students to 

get the correct answers to a math problem on the blackboard. In individualistic learning 

situations, students are independent of one another and are working toward set criteria 

where their success depends on their own performance in relation to an established 
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criterion. The success or failure of other students does not affect their score. For example, 

in spelling, with all students working on their own, any student who correctly spells 90% 

or more words passes. In a cooperative learning situation, interaction is characterized by 

positive goal interdependence with individual accountability. Positive goal 

interdependence requires acceptance by a group that they "sink or swim together." A 

cooperative spelling class is one where students are working together in small groups to 

help each other learn the words in order to take the spelling test individually on another 

day. Each student’s score on the test is increased by bonus points if the group is 

successful (i.e., the group totals meet specified criteria). In a cooperative learning 

situation, a student needs to be concerned with how he or she spells and how well the 

other students in his or her group spell. This cooperative umbrella can also be extended 

over the entire class if bonus points are awarded to each student when the class can spell 

more words than a reasonable, but demanding, criteria set by the teacher. 

 

There is a difference between simply having students work in a group and structuring 

groups of students to work cooperatively. A group of students sitting at the same table 

doing their own work, but free to talk with each other as they work, is not structured to be 

a cooperative group, as there is no positive interdependence. Perhaps it could be called 

individualistic learning with talking. For this to be a cooperative learning situation, there 

needs to be an accepted common goal on which the group is rewarded for its efforts. If a 

group of students has been assigned to do a report, but only one student does all the work 

and the others go along for a free ride, it is not a cooperative group. A cooperative group 

has a sense of individual accountability that means that all students need to know the 

material or spell well for the whole group to be successful. Putting students into groups 

does not necessarily gain a cooperative relationship; it has to be structured and managed 

by the teacher or professor. 

 

It is only under certain conditions that cooperative efforts may be expected to be more 

productive than competitive and individualistic efforts. Those conditions are: 

1. Clearly perceived positive interdependence 

2.  Considerable promotive (face-to-face) interaction 

3.  Clearly perceived individual accountability and personal responsibility to achieve 

the group’s goals 

4.  Frequent use of the relevant interpersonal and small-group skills 

5.  Frequent and regular group processing of current functioning to improve the 

group’s future effectiveness 

 

All healthy cooperative relationships have these five basic elements present. This is true 

of peer tutoring, partner learning, peer mediation, adult work groups, families, and other 

cooperative relationships. This conceptual "yardstick" should define any cooperative 

relationship. 

 

2.5.1 Adaptations for Independence of Learning 

When instructional resources present a hurdle to student knowledge, teachers often adjust 

the materials to let students’ greater access to the information to be skilled. These 
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adaptations may involve changing the content of the resources (the nature or quantity of 

information to be learned) or changing the plan of the resources (the way information is 

offered to the student). Adaptations usually are short-term solutions to allow classroom 

wisdom and contribution until the needed skills and strategies can be taught. Once the 

adaptation is set, the teacher should start on to plan with other teachers how to teach the 

required skills and strategies. The adaptation should be in the form that encourages the 

students for independent learning. Once the student has learned the essential skills and 

strategies, the adjustment should be removed. The adaptation should not be detached until 

the student possesses the skills and strategies to study and complete tasks independently. 

For some students, an adaptation may be necessary for a number of months, while for 

others, it may be maintained for years. 

 

Drawing upon the Resources of Other Adults to Maximize Teaching Time 

Adult assistance is often the first strategy used with children with disabilities. Many 

children with disabilities who attend regular elementary school classes, for example, do 

so with a full-time personal assistant -- a situation that is less prevalent in child care 

programs but may exist especially with children with mental health disorders such as 

Autism. Children with disabilities may receive therapy and special education services in 

addition to attending regular child care programs and these services may be provided at 

the child care center, in children's homes, or in both places. This often means that special 

professionals come into the classroom and remove a child from the activity (or the 

classroom) in order to do something with the child individually. Removing children from 

the group or their classrooms may inadvertently "stigmatize" children in the eyes of their 

peers, reinforcing children's differences instead of their similarities. For these reasons, 

including children whenever and wherever possible through the use of the adaptation 

strategies discussed in this module is critical. Providing children with total adult 

assistance or adult-child one-on-one instruction, inside or outside of the classroom, 

should only be used as a strategy when nothing else will work satisfactorily.  
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3. SELF ASSESSMENT QUESTIONS 

 

1. Discuss the salient features of universal design to create equal access to learning.  

 

2. How a teacher of mainstream classroom can create a modified or accommodative 

environment for the children with special needs in his/her classroom? Also draw 

the physical structure to accommodate these children.   

 

3. Differentiate between general curriculum and special curriculum. How a teacher of 

mainstream classroom can make adaptations in the general curriculum to make it 

effective for the children with special needs in his/her class.? 

 

4. Cooperative and collaborative learning are not new strategies in teaching, first 

differentiate these strategies and then as a teacher of inclusive classroom how you 

will use these strategies while teaching children with special needs? 

 

5. How does teaching learning material used in inclusive classroom make and enlist 

the material? 

 

6. In Pakistan we can’t afford such costly material how an inclusive classroom can 

use the available resources for inclusive classroom with some changes or 

modification.  

 

7. How will the adaptation promote the child’s participation in a routine or activity? 
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INTRODUCTION 
 

An Individualized Education Program (IEP) serves as a collaborative action plan for your 

child’s educational success. Developed during an IEP meeting that will include parents, 

teachers, and possibly learning specialists, this legally-binding documentation of IEP 

goals should include academic and behavior goals, progress notes from teachers, how 

much time will be spent in a regular classroom, and the most appropriate placement.  

 

If your child requires additional services, like therapies or an aide, that information will 

be detailed in the IEP plan. Needless to say, because the provision of your child’s 

educational future is decided upon during these meetings with teachers, therapists, and 

other experienced educators. Because of this, parents should always be present and active 

participate in every Individualized Education Program (IEP) meeting and clearly 

understand and approve of their child’s IEP goals. 

 

 

OBJECTIVES 
 

After studying this unit you will be able to: 

1. Understand the concept of lesson planning, development of lessons and steps 

involved in lesson planning.  

2. Know the importance of lessons planning to achieve the goals set for the children 

with special needs. 

3. Differentiate instructional tools used for the diverse learner needs 

4. Apply instructions and steps of lesson planning for effective learning of special 

need students.  

5. Develop effective lessons for inclusive classroom stduents. 

6. Use different models and strategies to monitor the stduents’ progress in an 

inclusive classroom.  

7. Understand the IEP and its importance for children with special needs.  

8. Develop IEP for the children with special needs.  

 

 

1. PLANNING AND PRESENTING LESSONS  
 

1.1 Lesson Planning for Inclusive Setting 
1.1.1 Lesson Plan  

A lesson plan is a teacher's detailed description of the course of instruction for one class. 

A daily lesson plan is developed by a teacher to guide class instruction. Details will vary 

depending on the preference of the teacher, subject being covered, and the need and/or 

curiosity of students. There may be requirements mandated by the school system 

regarding the plan. A lesson plan is the teacher's guide for running a particular lesson, 

and it includes the goal (what the students are supposed to learn), how the goal will be 

http://en.wikipedia.org/wiki/Teacher
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reached (the method, procedure) and a way of measuring how well the goal was reached 

(test, worksheet, homework etc).  

 

There is some confusion about what a lesson plan is and is not. A worksheet is not a 

lesson plan. A handout is not a lesson plan. A classroom game or activity is not a lesson 

plan. In fact, there is no need for a lesson plan to ever be seen, touched, considered or 

dreamed of by students, and nor does it even need to exist on paper or disk, though it 

usually does. 

 

A lesson plan is a teacher's plan for teaching a lesson. It can exist in the teacher's mind, 

on the back of an envelope, or on one or more beautifully formatted sheets of A4 paper. 

Its purpose is to outline the "programme" for a single lesson. That's why it's called a 

lesson plan. It helps the teacher in both planning and executing the lesson. And it helps 

the students by ensuring that they receive an actual lesson with a beginning, a middle and 

an end, that aims to help them learn some specific thing that they didn't know at the 

beginning of the lesson (or practice and make progress in that specific thing). 

 

To summarize, and in very basic terms: a lesson plan is the teacher's guide for running a 

particular lesson, and it includes the goal (what the students are supposed to learn), how 

the goal will be reached (the method, procedure) and a way of measuring how well the 

goal was reached (test, worksheet, homework etc). 

 

Components of a Lesson Plan: A lesson plan comprised the following; 

1) Information regarding the nature of disability, number of children, average age, and 

intellectual abilities of the children, limitations imposed by the disability, strength 

and weaknesses and learning style of each child. 

2) Subject, Topic of the content, Time limit. 

3) Required material and physical conditions for the presentation of concepts to be 

taught. 

4) Formulation of goals and elements of short-term instructional objectives. 

5) Teaching method/techniques to be used during the lesson by the teacher. 

6) Assessment of previous knowledge. 

7) Presentation of the content. 

8) Re-captualization of the concepts taught as step 1 & 2 (Formative Evaluation). 

9) Summative evaluation. 

10) Parent involvement and home assignments. 

 

For ‘effective teaching’ a special education teacher must  follow the following major 

steps in planning; 

1. Objectives and main points to be covered 

2. Step-by-step presentation of new concepts 

3. Provide modeling and demonstration of new concepts 

4. Evaluation of learning outcomes 

 

 

http://en.wikipedia.org/wiki/Test_(assessment)
http://en.wikipedia.org/wiki/Homework
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NOTE:  While planning a lesson before teaching, ask yourself: 

o Have I considered the pacing/timing of lesson? 

o Does the lesson include plans for students to work individually as well 

as cooperatively? 

o How will the resources and strategies engage and enhance the 

learning? 

o Have Il assessed the prior knowledge of the students? 

o What are my evaluation criteria?   

o What are special needs of my students and how will I adapt the lesson 

to meet these needs? 

 

Main components of a lesson plan are described as follows; 

 

(a) Getting attention of the students (previous knowledge) 
 Teaching to the handicapped children would be really effective if it carefully match 

the child’s abilities.  All new learning is based on the past learning.  So the teacher 

must make a careful appraisal of each child’s previous knowledge. 

 

(b) Teaching Objectives 

 A detailed appraisal of child’s abilities will enable the teacher to give specific 

direction to his teaching in order to achieve certain short-term teaching objectives.  

Furthermore, formulation of teaching objectives will also help in planning, 

teaching and monitoring the child’s progress.  These objectives refer: 

 What a child is expected to do? 

 What should be the successful outcomes of the teaching activity?  

 

In other words the statement of the teaching objective describes what the child should be 

able to do after undergoing the educational experiences, which are provided for him. 

In fact all objectives have certain common elements that are: 

(i) Distinct learner.  

(ii) Program Variable (the content). 

(iii) Behavior to be exhibited.  

(iv) The Performance criteria (the condition under which the behavior of the child is to 

be exhibited. 

(v) The behavioral domain. 

 

For example: 

- Lubna, a partially sighted student of class III will be able to read 30 word passage 

from text book of Urdu for class three in 5 minutes with 100% accuracy. 

- A student of class I with hearing loss of 90 dB, will be able to communicate the 

spellings of his/her name with 100% accuracy. 

- Eight years old Ali, suffering from muscular dystrophy will be able to draw and 

color pictures of basic shapes; square, circle, triangle and rectangle in 15 minutes 

with 90% accuracy. 
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- An attention deficit child of 10 years will be able to copy a passage of 100 words 

from his/her English book in 10 minutes with 100% accuracy. 

- Hamza, a 7 years old boy with cerebral palcy will be able to hold the adapted 

material for writing in correct position. 

(The Behavior is an observable and measurable performance of the student) 

 

(c) Content Presentation: 

 The handicapping conditions of children interfere with their learning.  However 

these effects can be reduced and even removed with the great help.  Generally, the 

handicapped children required help in many different ways.  Content presentation 

by the teacher must be comprehensive and leading to the achievement of objectives 

of the lesson. 

 

Step – I: (Please describe all) 

a. Objective to be achieved. 

b. Teacher’s activities. 

c. Students’ activities. 

d. A.V. Aids to be used during activities. 

 

Evaluation of Step – 1  

Step – 2: (Please describe all) 

a. Objective to be achieved. 

b. Teacher’s activities. 

c. Student activities. 

d. A.V Aids to be used during activities. 

 

Evaluation of Step – 2  

The type of behavior that a teacher exhibits during his/her teaching to the handicapped 

children has a significant impact on student learning.  Mastropieri emphasized the 

following most important teacher effectiveness variables for successful teaching to the 

handicapped children; 

 Time of each task. 

 Amount of content covered. 

 Methods and techniques to present new facts, concepts & procedures. 

 Questioning and feedback. 

 Guided/supervised and independent practices. 

 Evaluation of student progress & performance. 

 

A special education teacher can improve instruction by actively engaging students on task 

during instructions, by presenting information in clear and concise ways, by asking 

simple questions relevant to instructional objectives and ultimately by monitoring 

student’s performance. 
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Furthermore, use of concrete items is beneficial for children to grasping the concept more 

easily.  In addition to it, recapitulation of the lesson by various examples and repeated 

presentation of each step (repetition or drill and practice) enhance retention of concept. 

 

(d) Methodology 

 The students’ teachers have to choose the most suitable teaching method or a 

combination of methods of teaching to the handicapped children while teaching 

subjects.  A list of teaching method is attached as appendix “B” of this manual. 

 

(e)  Evaluation 

 Evaluation of learning achievement at each step of the lesson enables the teacher to 

understand the level of comprehension of the students and need for clarification of 

the topic/concept.  Furthermore, student-teacher should use multiple ways of 

assessing student’s progress.  Continuous assessment of student’s progress is a key 

to achievement of short-term instructional objectives.  Following ways as 

summative evaluation may be adopted by the student teacher; 

 Worksheets of matching exercises. 

 Questions and answers. 

 Fill in the blanks exercises. 

 Colorful pictorial representation of the concept by the student. 

 Diagrammatic and tactile explanations by the children etc. 

 

(f)  Parent Involvement 

 Parents of handicapped children are always the primary source of information and 

support for the teachers.  Therefore special educators must maintain regular 

contacts with parents to; 

- Inform them about their child’s positive progress. 

- Point out academic areas where their help is  required. 

- Ensure the child’s positive attitude towards  learning. 

- Discuss any behavioral problems that arose  during school time and became 

difficult to manage at school. 

 

To gain experience of parent counseling during teaching practice, the students teacher are 

required to meet with at least parents of five children of their classes and put-up the 

reports of these meetings in their teaching practice register. The student-teacher may 

attend parents-teachers meeting if it is arranged in the schools during teaching practice 

time. 

 

(g)  Home Assignments 

 For using rest of the day time in enhancing bearing of the concept, speech and 

language development, motor functioning and retention of child’s learning, a well 

organized home assignment package is required to be provided by the teacher with 

well constructed guidance for the parents. Student-teacher must prepare home 

assignments for the students according/in the light of lectures he/she delivered. 
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Group Teaching 

 
Teaching to VIC Teaching to HIC Teaching to PHC Teaching to MRC 

- Concept formation, 
- Tactile perception,  
- Mobility skills,  
- Coordination, Spatial 

layout,  
- Listening skills,  
- Concept of the world 

around,  
- Self concept: Social and 

Emotional adjustment 

- Concept development 
- Sound perception & 

discrimination 
- Speech & Language 

development, 
- Communication skills,  
- Learning style,  
- Emotional Adjustment,  
- Social Interaction 
- Perception, 
- Auditory Training 

 

- Gross motor skills 
development 

- Fine motor skills 
development 

- Hand and eye 
coordination 

- Independent mobility 
- Social interaction 
- Educational games 
- Outside visits 

 
 

- Cognitive skills 
(Attention, Perception, 
comprehension, 
reasoning, etc.) 

- Motor skills 
- Daily living skills 
 i.e. washing hands and 

face, keeping clean, 
feeding, dressing, 
grooming, general 
hygiene, shoe 
polishing, arranging 
salad, etc.) 

- Social skills, 
- Attention span, 
- Managing behavior 

problems, 
- Encouraging responses 
- Development of 

communication skills 

 

One lesson plan will be used for the children having average level of intellectual 

functioning while children of severe nature of disability and below average or otherwise 

require IEP. 

 

1.1.2 Developing a Lesson Plan  

While there are many formats for a lesson plan, most lesson plans contain some or all of 

these elements, typically in this order: 

 Title of the lesson 

 Time required to complete the lesson 

 List of required materials 

 List of objectives, which may be behavioral objectives (what the student can do at 

lesson completion) or knowledge objectives (what the student knows at lesson 

completion) 

 The set (or lead-in, or bridge-in) that focuses students on the 

lesson's skills or concepts—these include showing pictures or models, asking 

leading questions, or reviewing previous lessons 

 An instructional component that describes the sequence of events that make up the 

lesson, including the teacher's instructional input and guided practice the students 

use to try new skills or work with new ideas 

 Independent practice that allows students to extend skills or knowledge on their 

own 

 A summary, where the teacher wraps up the discussion and answers questions 

http://en.wikipedia.org/wiki/Title
http://en.wikipedia.org/wiki/Time
http://en.wikipedia.org/wiki/Objective_(goal)
http://en.wikipedia.org/wiki/Behavioral
http://en.wikipedia.org/wiki/Student
http://en.wikipedia.org/wiki/Knowledge
http://en.wikipedia.org/wiki/Skill
http://en.wikipedia.org/wiki/Concept
http://en.wikipedia.org/wiki/Picture
http://en.wikipedia.org/wiki/Physical_model
http://en.wikipedia.org/wiki/Question
http://en.wikipedia.org/wiki/Memorization
http://en.wikipedia.org/wiki/Practice_(learning_method)
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 An evaluation component, a test for mastery of the instructed skills or concepts—

such as a set of questions to answer or a set of instructions to follow 

 A risk assessment where the lesson's risks and the steps taken to minimize them are 

documented. 

 Analysis component the teacher uses to reflect on the lesson itself —such as what 

worked, what needs improving 

 A continuity component reviews and reflects on content from the previous lesson
[3]

 

 

A well-developed lesson plan 

A well-developed lesson plan reflects the interests and needs of students. It incorporates 

best practices for the educational field. The lesson plan correlates with the 

teacher's philosophy of education, which is what the teacher feels is the purpose of 

educating the students.  

 

Secondary English program lesson plans, for example, usually center around four topics. 

They are literary theme, elements of language and composition, literary history, 

and literary genre. A broad, thematic lesson plan is preferable, because it allows a teacher 

to create various research, writing, speaking, and reading assignments. It helps an 

instructor teach different literature genres and incorporate videotapes, films, 

and television programs. Also, it facilitates teaching literature and English 

together. Similarly, history lesson plans focus on content (historical accuracy and 

background information), analytic thinking, scaffolding, and the practicality of lesson 

structure and meeting of educational goals. School requirements and a teacher's personal 

tastes, in that order, determine the exact requirements for a lesson plan. 

 

Unit plans follow much the same format as a lesson plan, but cover an entire unit of 

work, which may span several days or weeks. Modern constructivist teaching styles may 

not require individual lesson plans. The unit plan may include specific objectives and 

timelines, but lesson plans can be more fluid as they adapt to student needs and learning 

styles. 

 

Setting objectives 

The first thing a teacher does is create an objective, a statement of purpose for the whole 

lesson. An objective statement itself should answer what students will be able to do by 

the end of the lesson. Harry Wong states that, “Each [objective] must begin with a verb 

that states the action to be taken to show accomplishment. The most important word to 

use in an assignment is a verb, because verbs state how to demonstrate if accomplishment 

has taken place or not.” The objective drives the whole lesson, it is the reason the lesson 

exists. Care is taken when creating the objective for each day’s lesson, as it will 

determine the activities the students engage in. The teacher also ensures that lesson plan 

goals are compatible with the developmental level of the students. The teacher ensures as 

well that their student achievement expectations are reasonable.  

 

 

http://en.wikipedia.org/wiki/Evaluation
http://en.wikipedia.org/wiki/Analysis
http://en.wikipedia.org/wiki/Lesson_plan#cite_note-Writing-3
http://en.wikipedia.org/wiki/Philosophy_of_education
http://en.wikipedia.org/wiki/English_language
http://en.wikipedia.org/wiki/Literary_theme
http://en.wikipedia.org/wiki/Composition_(language)
http://en.wikipedia.org/wiki/Literary_history
http://en.wikipedia.org/wiki/Literary_genre
http://en.wikipedia.org/wiki/Television
http://en.wikipedia.org/wiki/Literature
http://en.wikipedia.org/wiki/History
http://en.wikipedia.org/wiki/Instructional_scaffolding
http://en.wikipedia.org/wiki/Constructivism_(learning_theory)
http://en.wikipedia.org/wiki/Learning_styles
http://en.wikipedia.org/wiki/Learning_styles
http://en.wikipedia.org/wiki/Harry_Wong
http://en.wikipedia.org/wiki/Verb
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Selecting lesson plan material 
A lesson plan must correlate with the textbook the class uses. The school usually selects 

the text books or provides teachers with a limited textbook choice for a particular unit. 

The teacher must take great care and select the most appropriate book for the students.  

 

Types of Assignments 

The instructor must decide whether class assignments are whole-class, small groups, 

workshops, independent work, peer learning, or contractual: 

 Whole-class—the teacher lectures to the class as a whole and has the class 

collectively participate in classroom discussions. 

 Small groups—students work on assignments in groups of three or four. 

 Workshops—students perform various tasks simultaneously. Workshop activities 

must be tailored to the lesson plan. 

 Independent work—students complete assignments individually. 

 Peer learning—students work together, face to face, so they can learn from one 

another. 

 Contractual work—teacher and student establish an agreement that the student 

must perform a certain amount of work by a deadline.  

 These assignment categories (e.g. peer learning, independent, small groups) can 

also be used to guide the instructor’s choice of assessment measures that can 

provide information about student and class comprehension of the material. As 

discussed by Biggs (1999), there are additional questions an instructor can consider 

when choosing which type of assignment would provide the most benefit to 

students. These include: 

 What level of learning do the students need to attain before choosing assignments 

with varying difficulty levels? 

 What is the amount of time the instructor wants the students to use to complete the 

assignment? 

 How much time and effort does the instructor have to provide student grading and 

feedback? 

 What is the purpose of the assignment? (e.g. to track student learning; to provide 

students with time to practice concepts; to practice incidental skills such as group 

process or independent research) 

 How does the assignment fit with the rest of the lesson plan? Does the assignment 

test content knowledge or does it require application in a new context?  

 Does the lesson plan fit a particular framework? For example a Common Core 

Lesson Plan. 

 

1.1.3 Effective Lesson Plan 

Making an effective lesson plans takes time, diligence, and an understanding of your 

students' goals and abilities. The goal, as with all teaching, is to motivate the students to 

take in what you are teaching and to retain as much as possible. Here are some ideas that 

will help you get the most out of your class. 

http://en.wikipedia.org/wiki/Textbook
http://en.wikipedia.org/wiki/Peer_learning
http://commoncorelessonplantemplate.net/
http://commoncorelessonplantemplate.net/
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Teacher preparation to deliver inclusive services to students with disabilities is 

increasingly important because of changes in law and policy emphasizing student access 

to, and achievement in, the general education curriculum. Inclusion of students with 

disabilities in general education environments has a long history in special education law; 

however, recent developments have markedly enhanced the implementation of inclusive 

services as a means to improve the educational achievement and other outcomes of 

students with disabilities. 

 

This Issue Paper presents a brief review of the legal and policy foundations and best 

professional practices for inclusive services. It also provides a discussion of key 

components of inclusive services that should be incorporated in teacher preparation at the 

preservice and in-service levels. In addition, it offers an Inclusive Services Innovation 

Configuration, which can be used to evaluate general and special education teacher 

preparation and professional development programs. 

 

Method 1: Creating the Basic Structure 

Know your objective. At the beginning of every lesson, write your lesson plan goal at 

the top. It should be incredibly simple. Something like, "Students will be able to identify 

different animal body structures that enable eating, breathing, moving, and thriving." 

Basically, it's what your students can do after you're done with them! If you want to do a 

bit extra, add how they might do this (through video, games, flashcards, etc.). 

 

If you're working with very young students, you may have more basic aims like 

"Improving reading or writing skills." It can be skill-based or conceptual.  

 

Write your overview. Use broad strokes to outline the big ideas for the class. For 

example, if your class is about Shakespeare's Hamlet, your overview might include 

covering where in the Shakespearean canon "Hamlet" resides; how factual the history 

described might be; and how themes of desire and subterfuge might relate to current 

events. 

 

This depends on the length of your class. We'll cover about half a dozen basic steps to 

any lesson, all of which should be included in your overview.  

 

Plan your timeline. If there's a lot to cover in a fixed amount of time, break your plan 

into sections that you can speed up or slow down to accommodate changes as they 

happen. We'll use a 1-hour class as an example. 

 1:00-1:10: Warm up. Bring class into focus and recap yesterday's discussion on 

great tragedies; relate it to Hamlet. 

 1:10-1:25: Present information. Discuss Shakespearean history briefly, focusing on 

his creative period 2 years before and after Hamlet. 

 1:25-1:40: Guided practice. Class discussion regarding major themes in the play. 
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 1:40-1:55: Freer practice. Class writes single paragraph describing current event in 

Shakespearean terms. Individually encourage bright students to write 2 paragraphs, 

and coach slower students. 

 1:55-2:00: Conclusion. Collect papers, assign homework, dismiss class. 

 

Get to know your students. Identify clearly who you are going to educate. What is their 

learning style (visual, auditory, tactile or a combination)? What might they already know, 

and where might they be deficient? Focus your plan to fit the overall group of students 

you have in class, and then make modifications as necessary to account for students with 

disabilities, those who are struggling or unmotivated, and those who are gifted. 

 Odds are you'll be working with a pile of extroverts and introverts. Some students 

will benefit more from working alone while others will thrive in pair work or in 

groups. Knowing this will help you format activities to different interaction 

preferences. 

 You'll also wind up having a few students that know just about as much as you do 

on the topic (unfortunately!) and some that, while smart, look at you like you're 

speaking Neptunian. If you know who these kids are, you'll know how to pair them 

up and divide them (to conquer!). 

 

Use multiple student interaction patterns. Some students do well on their own, others 

in pairs, and yet others in big groups. So long as you're letting them interact and build off 

each other, you're doing your job. But since each student is different, try to allow 

opportunities for all types of interactions. Your students (and the cohesion of the class) 

will be better for it! 

 Really, any activity can be manipulated to be done separately, in pairs, or in 

groups. If you have ideas already mapped out, see if you can revamp them at all to 

mix it up. It often just encompasses finding more pairs of scissors! 

Address a variety of learning styles. You're bound to have some students that can't sit 

through a 25-minute video and others who can't be bothered to read a two-page 

excerpt from a book. Neither is dumber than the other, so do them a service by 

switching up your activities to utilize every student's abilities. 

 Every student learns differently. Some need to see the info, some need to hear it, 

and others need to literally get their hands on it. If you've spent a great while 

talking, stop and let them talk about it. If they've been reading, come up with a 

hands-on activity to put their knowledge to use. They'll get less bored, too! 

 

Method 2: Planning Out the Stages 

Warm them up. At the beginning of every class, the students' brains aren't primed yet 

for the content. If someone just started explaining open heart surgery, you'd probably be 

all, "Woah, woah. Slow down. Go back to "take the scalpel."" Ease them into it. That's 

what the warm up is for -- it not only gauges their knowledge, but it gets them into your 

groove. 

 The warm up can be a simple game (possibly about vocab on the topic to see where 

their current knowledge lies (or what they remember from last week!) or it can be 

http://www.wikihow.com/Learn


326 

questions, a mingle, or pictures used to start a conversation. Whatever it is, get 

them talking. Get them thinking about the topic (even if you don't explicitly say it 

yet). 

 

Present the information. That's just about as straightforward as it gets, huh? However 

your format, you need to start with the information presented. It could be a video, a song, 

text, or even a concept. It's the very core the entire lesson is based on. Without this, the 

students will go nowhere. 

 Depending on your students' levels, you may have to go pretty bare bones. Think 

about how far back you need to go. The sentence "He put the coat on the rack" 

makes no sense if you don't know what "coat" and "rack" mean. Give them the very 

basic concept and let the next lesson (or two) cultivate it. 

 You may find it useful to flat out tell the students what they'll be learning. That 

is, give them your objective. You can't make it any clearer than that! That way, 

they'll walk away knowing what they learned that day. No two ways around it! 

 

Do a guided practice. Now that the students have received the information, you need to 

devise an activity that allows them to put it into action. However, it's still new to them, so 

start off with an activity that has training wheels. Think worksheets, matching, or using 

pictures. You wouldn't write an essay before you do a fill-in-the-blank! 

 If you have time for two activities, all the better. It's a good idea to test their 

knowledge on two different levels -- for example, writing and speaking (two very 

different skills). Try to incorporate different activities for students that have 

different aptitudes. 

 

Check their work and assess their progress. After the guided practice, assess your 

students. Do they seem to understand what you've presented so far? If so, great. You can 

move on, possibly adding more difficult elements of the concept or practicing harder 

skills. If they're not getting it, go back to the information. How do you need to present it 

differently? 

 If you've been teaching the same group for a while, odds are you know the students 

who might struggle with certain concepts. If that's the case, pair them with stronger 

students to keep the class going. You don't want certain students left behind, but 

you also don't want the class held up, waiting for everyone to get on the same level. 

 

Do a freer practice. Now that the students have the basics, allow them to exercise their 

knowledge on their own. That doesn't mean you leave the room! It just means they get to 

do a more creative endeavor that lets their minds really wrap around the information 

you've presented to them. How can you let their minds flourish? 

 It all depends on the subject at hand and the skills you want to use. It can be 

anything from a 20-minute puppet making project to a two-week long dalliance 

with the oversoul in a heated debate on transcendentalism. 
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Leave time for questions. If you have a class with ample time to cover the subject 

matter, leave ten minutes or so at the end for questions. This could start out as a 

discussion and morph into more probing questions on the issue at hand. Or it could just 

be time for clarification -- both will benefit your students. 

 If you have a group full of kids that can't be paid to raise their hands, turn them 

amongst themselves. Give them an aspect of the topic to discuss and 5 minutes to 

converse about it. Then bring the focus to the front of the class and lead a group 

discussion. Interesting points are bound to pop up! 

 

Conclude the lesson concretely. In a sense, a lesson is like a conversation. If you just 

stop it, it seems like it's left hanging in mid-air. It's not bad...it's just sort of a strange, 

uncomfortable feeling. If time allots for it, sum up the day with the students. It's a good 

idea to literally show them they've learned something! 

 Take five minutes to go over concepts for the day. Ask them concept-checking 

questions (not introducing new information) to reiterate what the both of you have 

done and gained from the day. It's sort of a full-circle type of thing, bookending 

your work! 

 

Method 3: Being Prepared 

If you're nervous, script it out. New teachers will find solace in scripting out a lesson. 

While this takes way more time than a lesson should, if it would help you, do it. It may 

ease your nerves if you know exactly what questions you want to ask and where you want 

the conversation to go. 

 As you teach, do this less and less. Eventually, you'll be able to go in with 

practically nothing at all. You shouldn't be spending more time planning and 

writing out than you are delivering! Just use this as an initial training device. 

 

Allow for wiggle room. You've written out your timeline to the minute, right? Fantastic -

- but know that's only really for reference. You're not going to say, "Kids! It's 1:15! 

STOP EVERYTHING YOU'RE DOING." That's not really how teaching works. While 

you should try to stick to this plan within reason, you'll need to allow yourself some 

wiggle room. 

 If you find yourself running over, know what you can and cannot scratch. What 

must you cover in order for the children to learn most? What is just fluff and time 

killers? On the other side of the coin -- if you have time left over, have another 

activity in your sleeve to pull out if need be. 

 

Over-plan the class. Knowing that you have plenty to do is a much better problem than 

not having enough. Even though you have a timeline, plan on the underside. If something 

might take 20 minutes, allow it 15. You never know what your students will just whiz 

through! 

 The easiest thing to do is to come up with a quick concluding game or discussion. 

Throw the students together and have them discuss their opinions or ask questions. 
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Make it so a substitute could understand. On the off chance something happens and 

you can't teach the lesson, you'll want to have a plan someone else could understand. The 

other side of this is if you write it in advance and forget, it'll be easier to jog your 

memory if it's clear. 

 There are many templates you can find online -- or ask other teachers what format 

they use. If you stick to one it'll be better for your brain, too. The more 

consistencies, the better! 

 

Form a back-up plan. In your teaching career, you're going to have days where students 

whiz through your plan and leave you dumbfounded. You'll also have days where tests 

got moved, half the class showed up, or the video you had planned got eaten by the DVD 

player. When this day rears its ugly head, you gotta have a back-up plan. 

 Most veteran teachers have a handful of lesson plans under their belt that they can 

whip out at any time. If you had a particularly successful lesson on Punnett 

squares, keep that material for later. You can turn it into a different lesson with 

another class about evolution, natural selection, or genes depending on the next 

class' ability. Or you could have a lesson on Beyoncé up your sleeve (think the civil 

or women's rights movement, progression of pop music, or just a music lesson for a 

Friday afternoon). Whichever. 

 

Examples  

The examples (right) show a fairly formalized handwritten lesson plan and a back-of-the-

envelope lesson plan for the same lesson -- a 45-minute lesson on the Future Continuous. 

 

The first lesson plan indicates the time in minutes to be spent on each activity and 

whether the (inter)action is teacher-student, student only or student-student (left-hand 

column) and materials to be prepared/used (right-hand column). 

 

The back-of-the-envelope lesson plan is clearly by someone who has done this lesson 

many times before and has simply scribbled a brief reminder of main aspects of the 

lesson. 

 

Both of these are examples only. There are many different ways of achieving the same 

objective. 

 

1.2 Teacher Preparation and Inclusive Teaching   
Attempts to inform general educators on issues pertaining to special education have 

generally involved a single, required, introductory-level special education course (Turner, 

2003). Such courses usually provided information concerning legal requirements and 

eligibility classification regarding the 13 categories of disability (Winn & Blanton, 2005) 

but often did not provide information on successful instructional strategies for students 

with disabilities. Likewise, special education teacher candidates’ coursework focused on 

diverse instructional strategies and means to accommodate exceptional learners but 

provided little general curriculum content knowledge (Pugach & Warger, 1995; Winn & 
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Blanton, 2005). Together, these circumstances may have hindered the capacity for 

general and special education teachers to work cooperatively in inclusive environments. 

 

Separate general and special education teacher preparation programs and services 

contribute to the barriers experienced with inclusion (Winn & Blanton, 2005). A few 

general and special education teacher preparation programs are unifying the training of 

general and special educators through overlapping courses and field experiences. 

 

Brownell et al. (2005) found that teacher preparation programs that integrated 

coursework content into field experiences promoted better skill development for 

beginning teachers. Likewise, OSEP’s Study of Personnel Needs in Special Education 

revealed that beginning teachers with more weeks of student teaching rated their 

preservice programs as good or exceptional, and general education teachers reported 

learning best when provided multiple experiences for working with experienced teachers. 

Several teacher preparation programs have explored the use of combined general and 

special education cohorts. Results within these programs suggest a positive influence on 

the willingness, knowledge, and skills of general and special education teacher 

candidates. 

 

Improved integration of students with disabilities into the general education classroom is 

challenging. Physical presence alone does not lead automatically to effective 

participation and improved achievement. Genuine access and improved achievement are 

largely dependent on the relevant competencies of both the general and special education 

teachers. The availability of highly qualified teachers with broad competencies to offer 

diverse instructional strategies is essential to improved results in inclusive services. 

Improved teacher preparation programs and professional development activities are 

necessary for realizing the goals of inclusive services— specifically, improving results 

for students with disabilities. 

 

1.2.1 Components of the Inclusive Teaching/Servcies Innovation Configuration 

The essential components of the Inclusive Services Innovation Configuration are as 

follows: 

 Inclusion foundations 

 Inclusive services models 

 Collaborative teaming/planning 

 Collaborative skills 

 Access to the general education curriculum: universal design for learning 

 Access to the general education curriculum: differentiated instruction 

 Learning strategies, classroom organization and behavior management, and 

scientifically based reading instruction 

 Family involvement 

 Student self-determination and collaboration 
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These nine components are based on the extensive literature addressing the integration of 

students with disabilities in the general classroom setting. The following sections briefly 

describe the essential components in the Inclusive Practices Innovation Configuration. 

General and special education teacher preparation should address these nine components. 

Preparation in these components will establish the foundations for greater participation 

by students with disabilities in the general education curriculum and improved results on 

high-stakes tests. 

 

1.2.2 Inclusive Services Models 

Various models of inclusive teaching have been described, including the following: the 

consultant model in which the special educator consults with the general educator in 

areas pertaining to curriculum adaptation, instructional accommodations, remediation for 

struggling students, and assessment accommodations and/or modifications; the coaching 

model in which the general and special educators take turns coaching students in those 

areas of the curriculum and instruction in which they have more knowledge and 

expertise; and  the collaborative teaming model in which the special and general educator 

share equal responsibility for the lesson design, implementation, and assessment of 

instruction . 

 

Choices among inclusion models should be guided by several factors, including student 

abilities, needs, teacher philosophy, knowledge, expertise, collaboration time, and 

administrative support . All factors are integral to the decision-making process and are 

enormously variable depending on the student, school climate, and educational personnel. 

 

General and special education teacher candidates’ exposure to a variety of inclusive 

services models influences their willingness and readiness to implement inclusive 

practices. Moreover, teacher candidates with basic knowledge of and experience in 

alternative inclusive services models are better equipped to participate in designing 

individualized education programs (IEPs) that foster better integration of students with 

disabilities into the general education curriculum, standards, and assessments. Teacher 

preparation programs and professional development that provide both the knowledge and 

experience in various service delivery models equip teacher candidates with the 

background knowledge and experience to deliver effective inclusive services. 

 

1.2.3 Collaborative Teaming/Planning and Collaborative Skills 

Historically, teaching has been a practice in which teachers spent most of their day alone 

in a classroom, left to independently teach subject matter and manage discipline issues 

with little opportunity to work with their colleagues. This isolation has changed 

somewhat over the years as professional educators have acknowledged the need to work 

in partnership with colleagues in order to meet the needs of diverse students. The national 

and state high standards and accountability requirements are driving the growth of 

collaborative practices within the public schools. Collaboration is not new to special 

education. Yet, collaboration in inclusive classrooms adds complexity to educational 

programs and teachers’ roles. Simply “getting along” and sharing ideas within an IEP 

meeting are but small first steps toward the level of collaboration required in inclusive 
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teaching models. The variation in teaching roles and responsibilities required in 

collaborative arrangements often are uncharted territories for both general and special 

education teachers. Both are uncertain about what role they should play within the 

classroom. Special education teachers may feel like aides in the classroom, and general 

education teachers may not be comfortable sharing instructional responsibilities. 

Whatever the circumstances, collaborative teaching arrangements require a belief that all 

students can learn, coupled with competent communication and problem-solving skills 

 

1.2.4 Access to the General Education Curriculum 

Competencies with diverse instructional strategies are foundational to successful 

inclusion and a key component of the Inclusive Practices Innovation Configuration. The 

student population in current classrooms has changed considerably over the past several 

decades. Some parts of increased diversity are readily apparent, such as students’ race or 

ethnicity. Other less obvious but important sources of diversity also exists. Diversity in 

ways that students learn and retain information and illustrate their knowledge can be just 

as varied as the students themselves. Teaching all students in the same way no longer 

meets the rigorous academic demands of today’s education reform. Successful 

engagement of diverse students requires diverse instructional methodology, curriculum 

materials, and assessment methods. 

 

1.2.5 Learning Strategies and Classroom Organization  

Teacher preparation in the use of evidence-based instructional strategies—including 

learning strategies, classroom organization and behavior management, and scientifically 

based reading instruction—are integral to the success of students with disabilities in the 

general education classroom. Teachers skilled in scientifically based reading instruction 

and classroom organization and behavior management have the competencies to establish 

classrooms conducive to learning and improved results in reading. Innovation 

configurations in classroom organization and behavior management and in scientifically 

based reading instruction are incorporated by reference in the Inclusive Practices 

Innovation Configuration. Further development of innovation configurations relating to 

effective instructional strategies and progress monitoring with formative evaluation are 

under way. 

 

1.2.6 Family Involvement 

Family Involvement is a critical component of the Inclusive Services Innovation 

Configuration. Parent and family advocates for students with disabilities sometimes 

present differing inclusion views. Advocates for persons with significant cognitive 

disabilities and multiple impairments generally have promoted full-time inclusion (that is, 

100 percent) in natural environments, citing social and academic benefits. In contrast, 

advocates for students with specific learning disabilities are less convinced of the 

effectiveness and desirability of full inclusion services, pointing to evidence indicating an 

absence of differentiated instruction and accommodations in the general education 

classroom and typically seek a combination of pullout tutoring and participation in the 

general education classroom. 
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Informed and supportive students and families often are powerful advocates for inclusive 

services. The failure to anticipate student and parent concerns, however, can undermine 

inclusion efforts. Sharing consistent and frequent information on the purposes and 

benefits of inclusion and involving the students and families during the development and 

implementation of inclusion plans facilitates buy-in and secures support. Moreover, 

offering data regarding student academic and social outcomes, in addition to family and 

teacher inclusion-satisfaction information, can be very persuasive and affirming. Teacher 

preparation programs and professional development activities that provide teacher 

candidates with opportunities to acquire and practice family-involvement strategies 

facilitate support for inclusive practices. 

 

1.2.7 Student Self-Determination and Collaboration 

No one has a greater interest in the success of inclusive efforts than the students with 

disabilities themselves. Students who are actively involved and engaged in planning and 

evaluating their learning experiences are more likely to improve academic achievement. 

The independence of students with disabilities, in terms of effort and task persistence, is 

essential in an effective inclusive services environment and even more critical as these 

students exit school and move on to postsecondary education and the world of work 

.Unfortunately, the literature and research have suggested that students with disabilities 

often lack an awareness of their strengths and weaknesses. These competencies cannot be 

acquired to a high level through a single lesson or unit; rather, they must be acquired 

through multiple opportunities to apply relevant skills with constructive feedback.. 

General and special education teacher preparation programs and professional 

development activities that recognize these needs and provide learning opportunities for 

general and special education teachers and teacher candidates to observe and practice 

explicit instructional techniques in self-monitoring and self-management promote student 

self-determination in inclusive environments. 

 

General and special education teacher preparation programs and professional 

development activities can increase access to and progress in the general education 

curriculum for students with disabilities by providing teachers with content and guided 

practice with feedback related to the components of the Inclusive Services Innovation 

Configuration. Effective inclusion of students with disabilities requires a comprehensive 

approach, including general and special education teachers’ and teacher candidates’ 

knowledge of inclusion and diverse instructional strategies, collaborative skills and 

experience for general and special education teachers and teacher candidates, 

competencies with promoting student and family involvement, and leadership skills 

required to implement and sustain inclusive efforts. 

 

1.2.8 General Classroom Tips for Meeting Diverse Learning Needs 
Selecting and using some of these approaches on occasion can add variety to your 

teaching and assist learners toward mastering the concepts of a lesson. 

 

Relate class to personal real life skills and experiences. 

 Limit expectations to two or three concepts per unit. 



333 

 Evaluate projects rather than doing traditional testing. 

 Concentrate on student strengths and bring those strengths into the lesson. 

 Use concise written and oral directions (spoken, written, and oral). 

 Use short answers rather than long essay. 

 Create small group activities 

 Provide lecture outlines. Pre-teach concept vocabulary, draw pictures, use concept, 

mapping, webbing, organizers, and simplify vocabulary. 

 Be aware of academic levels so that reading, vocabulary, and problems can be 

addressed. 

 Model assignment expectations; show an example of the product. 

 Use multiple intelligences approaches to teaching the same lesson. 

 

Adaptations to Meet Students Needs in Specific Skill Areas 

When student experiences difficulty with reading. . . 

 allow partner reading. 

 use peer tutoring. 

 use taped materials (text or study guides). 

 use videos with advanced organizer. 

 use computer games, e.g., Oregon Trail, Carmen San Diego. 

 allow students to quietly read aloud (sub-vocalization). 

 teach self-questioning. 

 paraphrase key points and have students paraphrase. 

 summarize key points and have students summarize. 

 use graphic organizers. 

 sequence key points. 

 identify main ideas. 

 identify 5 W’s–who, what, when, where, why. 

 allow highlighting of texts, passages, key words, or concepts. 

 preview units, chapters, etc. 

 use visual imagery. 

 use pre-reading and post reading activities to pre-teach or reinforce main ideas. 

 explain idioms that appear in reading passages. 

 allow silent pre-reading 

 use preparatory set–talk through what a reading passage is about using new 

vocabulary and concepts. 

 

When student experiences difficulty with writing... 

 dictate ideas to peers. 

 shorten writing assignments. 

 require lists instead of sentences. 
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 use Post-It notes for organization. 

 provide note takers. 

 allow student to use a tape recorder to dictate writing. 

 allow computer for outlining, word-processing, spelling and grammar check. 

 provide fill-in-the-blank form for note taking. 

 allow visual representation of ideas. 

 allow collaborative writing. 

 provide a structure for the writing. 

 provide model of writing. 

 allow use of flow chart for writing ideas before the student writes. 

 narrow the choice of topics. 

 grade on the basis of content, do not penalize for errors in mechanics and grammar. 

 use of different writing utensils and paper. 

 allow choices of manuscript, cursive, keyboarding. 

 allow different position of writing paper and/or surface. 

 

When student experiences difficulty with speaking... 

 give sentence starters. 

 use visuals. 

 use graphic organizers to organize ideas and relationships. 

 allow extra response time for processing. 

 say student’s name, then state question. 

 use cues and prompts to help student know when to speak. 

 use partners. 

 phrase questions with choices embedded in them. 

 use choral reading or speaking. 

 use rhythm or music. 

 allow practice opportunities for speaking. 

 

When student experiences difficulty with attending... 

 use preferential seating. 

 use proximity to measure on task behavior. 

 build-in opportunities for movement within a lesson. 

 use self-monitoring strategies. 

 provide a structure for organization. 

 help the student set and monitor personal goals. 

 provide alternative work area. 

 decrease distractions. 

 use active learning to increase opportunities for student participation. 

 provide opportunities to change tasks or activities more frequently. 
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 have small, frequent tasks. 

 provide reminder cues or prompts. 

 use private signal to cue appropriate behavior for more difficult times. 

 teach skills of independence, i.e., paying attention. 

 provide definite purpose and expectations especially during unstructured activities. 

 prepare the learner for changes in routine. 

 use computer. 

 use graphic organizers. 

 reduce assignment length. 

 

When student experiences difficulty with hearing... 

 provide preferential seating. 

 use visual cues (overheads, drawings, maps, demonstrations, visual samples of new 

vocabulary). 

 face student directly when speaking. 

 emphasize key points (don’t “information overload”). 

 repeat or rephrase what other students say (often hearing what other students say is 

 difficult for hearing impaired students). 

 highlight texts/study guides. 

 provide note-taking assistance during lectures to allow hearing-impaired student to 

concentrate on the teacher. 

 use peer tutoring. 

 use study sheets to organize information. 

 pre-teach vocabulary. 

 use captioned videos, films, etc. 

 show videos, etc. before presenting information to provide a knowledge base for 

students. 

 use alternative testing methods. 

 minimize background noise. 

 simplify vocabulary. 

 use pre-printed outlines of material. 

 

When student experiences difficulty with seeing... 

 describe what you are doing. 

 provide preferential seating. 

 provide material in large or braille print. 

 use “books on tape.” 

 be aware of lighting requirements. 

 use black on white printed handouts. 
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 use tactual materials (contact a vision consultant for assistance with designing 

those) to 

 represent concepts. 

 stand away from window glare when talking to the student. 

 give student an individual copy of visual information presented to the group. 

 allow extra time to complete tasks. 

 

When student experiences difficulty with following classroom rules... 

 teach rules/expectations; model/role play situations. 

 post rules/expectations. 

 teach skills of independence. 

 be consistent. 

 use proximity. 

 have students set personal goals. 

 use self-monitoring strategies. 

 use positive correction prompts. 

 teach the use of positive and negative consequences. 

 

When student experiences difficulty with understanding new concepts... 

 pre-teach new concepts. 

 identify priority learning. 

 provide adequate time. 

 provide meaningful practice, review, and repetition. 

 connect previous learning to new information. 

 use multiple means of learning the same material (visual, auditory, tactile). 

 have students set personal goals. 

 use flow charts. 

 use multiple intelligences. 

 use peer tutors. 

 use cooperative learning. 

 provide cues. 

 

When student experiences difficulty with retaining and retrieving information... 

 use multi-modalities (visual, auditory, tactile) to teach the same concept. 

 teach vocabulary in context. 

 use cues, prompts. 

 use graphic organizers. 

 use frequent repetition of key points. 

 break down instructional units into smaller steps. 

 show relationships among concepts through graphs, outlines, and webbing. 
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 highlight important information. 

 use color coding to show concepts and relationships. 

 use peer tutors. 

 teach mnemonics as a memory tool. 

 teach visual imagery. 

 use rhythm, music, and movement. 

 use lists. 

 use matrix to organize information. 

 use pictographs. 

 

When student experiences difficulty with representing new learning in assessment.... 

 use of variety of authentic assessments. 

 teach test taking strategies. 

 teach the format of an upcoming test. 

 allow adequate time. 

 allow paper-pencil tests to be taken in a different space. 

 allow a variety of ways to respond, i.e., orally, pictorial, tape record, etc. 

 establish criteria and expectations prior to instruction. 

 give choices. 

 assess learning over time. 

 use rubrics. 

 use self-assessment. 

 

When student experiences difficulty with motor skills/mobility/posture 

maintenance/manipulation of materials... 

 use concrete examples. 

 use models. 

 provide adaptive equipment. 

 position materials for individual use. 

 allow different postures. 

 allow adequate time. 

 allow alternatives to writing. 

 be aware of the impacts of room arrangement. 

 be aware of the impacts of the physical positioning of the individual. 

 use peer tutors. 

 use physical cues. 

 use bold outlines on maps, charts. 

 be aware of tasks that require eye movement from one plane to another. 

 be aware of fatigue level. 

 maintain all participants at same eye level during small group discussion. 
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When student experiences difficulty with organizing... 

 use graphic organizers. 

 use semantic mapping. 

 use planners and calendars. 

 teach time management skills. 

 post sequence of events. 

 teach use of folders, notebooks. 

 teach how to clean desk, locker. 

 use assignment sheets. 

 

Tips for working with high ability learners... 

 give choices. 

 use compacting. 

 allow making independent plans for independent learning. 

 use theory of Multiple Intelligences. 

 use mentoring or Apprenticeship with Professionals. 

 teach entrepreneurship. 

 teach scientific method. 

 allow tutoring/peer coach. 

 use Socratic questioning. 

 

 

2. IEP: THE INDIVIDUAL EDUCATION PROGRAM 
 

2.1 Individual Educational Plan (IEP) 
IEP stands for Individualized Education Program (alternatively called an "Individualized 

Education Plan," "Individual Education Plan," or some combination thereof). This is a 

legally binding document that spells out exactly what special education services your 

child will receive and why. It will include your child's classification, placement, services 

such as a one-on-one aide and therapies, academic and behavioral goals, a behavior plan 

if needed, percentage of time in regular education, and progress reports from teachers and 

therapists. The IEP is planned at an IEP meeting.  

 

The individualized part of IEP means that the plan has to be tailored specifically to your 

child's special needs -- not to the needs of the teacher, or the school, or the district. Goals, 

modifications, accommodations, personnel, placement, all should be selected, enforced 

and maintained with the particular needs of your child in mind. "We don't do that," for 

example, is not an individualized response. If your school has never had a child like 

yours (and since your child is an individual, they haven't), and now they do, and a service 

is appropriate to his or her needs, then they do that now. 
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IEP is an educational plan that is organized for the special child’s in order to enhance 

their educational capabilities. A child who has difficulty learning and functioning and has 

been identified as a special needs student is the perfect candidate for an IEP. Kids 

struggling in school may qualify for support services, allowing them to be taught in a 

special way, for reasons such as: 

 learning disabilities 

 attention deficit hyperactivity disorder (ADHD) 

 emotional disorders 

 cognitive challenges 

 autism 

 hearing impairment 

 visual impairment 

 speech or language impairment 

 developmental delay  

 

The Individual Education Plan provides direction about who should and who should not 

receive an IEP. IEP is designed for a student with special needs as soon as practical after 

the student is so identified by the board. The order indicates three circumstances where 

an IEP for a student with special needs is not necessary. Those instances are where: 

 

Some students, although not identified as having a special need, may require adaptations 

and remedial help from someone other than the classroom teacher. It is not a requirement 

that these students have an IEP. In this case, it is good practice to put in place a learning 

plan to document specific needs of these students. Local school boards may have 

established practices and templates for learning plans. 

 

IEP must include: 

 A statement of child’s present level of performance (PLOP)—this is how your 

child is doing in school now 

 Child’s annual educational goals 

 Special education supports and services that the school will provide to help child 

reach goals 

 Modifications and accommodations the school will provide to help child make 

progress 

 Accommodations child will be allowed when taking standardized tests 

 How and when the school will measure child’s progress toward annual goals 

 Transition planning that prepares teens for life after high school 

 

2.1.1 Qualifying for an IEP 

A child struggles in math class, and the teacher’s interventions—extra help after school, a 

chance to correct his mistakes—don’t help. A scenario like this doesn’t make the 

child eligible for an IEP. Two things must happen before a child can get special education 

services. 

javascript:void(0);
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1. An evaluation. Parents, teachers, a counselor, a doctor or anyone else who 

suspects a child is struggling can request an evaluation. The school psychologist 

and other professionals may give child’s various tests. They also may observe the 

child in the classroom. 

 Keep in mind that a physician or another medical professional—not the school—

diagnose medical conditions, including ADHD. School evaluators don’t offer 

“diagnoses.”  

 

2. A decision. The IEP team, which includes parents and school officials, decides 

whether or not the child needs special education services in order to learn the 

general education curriculum. IDEA says that having any of 13 disabilities may 

qualify a child for special education. The school and parents review the evaluation 

and determine whether the results show that child needs services and supports. 

 

If the IEP team agrees that child needs services, then the next step is to create an IEP. If 

the child is found ineligible, he/she can still try to get services for your child. 

 

2.1.2 IEP Components   

IEPs are designed to meet kids’ unique needs. That means that every IEP will look 

different. But by law, all IEPs must contain the following elements: 

 

Child’s present levels of educational performance (PLOP): This is a thorough 

description of your child’s current abilities, skills, weaknesses and strengths. It’s the part 

of the IEP that explains how child’s learning issues affect his ability to learn the general 

education curriculum. PLOP (also sometimes called PLP or PLAAFP) includes details on 

how the child handles academic subjects and everyday or “functional” activities, like 

socializing. 

 

PLOP should be based on teacher observations and objective data, like test results. It’s 

important that PLOP is not simply copied “as is” from one year’s IEP to the next. Each 

year the child matures and masters skills. And each year the work becomes more 

challenging. So his performance and needs will change. 

 

The results of child’s evaluations and tests: This should include district-wide and state 

assessments. 

 

Special education and related services to be provided: The IEP spells out what kinds 

of support and services your child will receive. If the child is going to have speech 

therapy, for instance, it will say how many minutes a week he will receive this therapy. 

 

Accommodations and modifications: These help a child learn the general education 

curriculum. Accommodations are changes in how a child shows what he has learned. 

They can help a child work around his learning issues. For example, he may be given 

extra time on tests. 

 

https://www.understood.org/en/school-learning/evaluations/evaluation-basics/7-steps-to-take-before-requesting-a-formal-evaluation
javascript:void(0);
javascript:void(0);
https://www.understood.org/en/school-learning/your-childs-rights/basics-about-childs-rights/how-idea-protects-you-and-your-child
https://www.understood.org/en/school-learning/your-childs-rights/if-denied-services/10-steps-to-take-if-your-child-is-denied-services
https://www.understood.org/en/school-learning/special-services/ieps/setting-an-iep-baseline-plop-plaafp-and-plp
javascript:void(0);
javascript:void(0);
javascript:void(0);
https://www.understood.org/en/learning-attention-issues/treatments-approaches/educational-strategies/accommodations-what-they-are-and-how-they-work


341 

Modifications are changes in what is taught to or expected of a student. Some IEPs have 

what’s called “modified promotional criteria.” This defines the percentage of grade-level 

expectations a child must meet to move on to the next grade. 

 

Supplementary aids and services: These are supports to help a child learn in the general 

education classroom. They might include a one-on-one aide, highlighted classroom notes, 

equipment or assistive technology, such as software. 

 

Annual educational goals: These should be realistic, achievable and measurable. The 

IEP lists the academic and functional skills that the IEP team thinks the child can achieve 

by the end of the year. Annual educational goals should help the child participate in the 

general education classroom. 

 

If the child has multiple or severe disabilities, the law requires that the IEP list short-term 

goals. These are also called objectives or benchmarks. 

 

A description of how child’s progress will be measured and reported: By law, the 

IEP must explain how the school will track your child’s progress toward goals. And it 

must describe how the school will share those results with you. 

 

For instance, one goal might be that child be able to read at a third-grade level. The IEP 

will specify how that will be tracked—informal and formal assessments, for instance—

and how often those results will be reported to parents. If these interim reports show that 

your child’s progress has stalled, you and the IEP team may discuss new interventions. 

 

An explanation of how much child will participate in general education classes and 

extracurricular activities: Participation at the fullest level possible is required by law. 

This is called the least restrictive environment. 

 

The date the IEP will go into effect: Many states have formal timelines for this. 

 

Depending on your child’s age and situation, his IEP might also include: 

A transition plan: This kicks in when your child turns 16. Transition planning includes 

services and support to help a student graduate from high school and achieve post-high 

school goals. 

 

Extended school year services: Some students receive special education services outside 

of the regular school year, such as during the summer or, less commonly, during 

extended breaks like winter break. 

 

2.1.3 IEP Team/Developer  

Your child’s IEP team creates the IEP. Each person on the team plays an important role. 

By the law, the team includes: 

1. Student’s parent(s). Law gives parents the legal right to participate in all of their 

child’s IEP meetings. As the parent, you’re a full and equal member of the team. 

https://www.understood.org/en/learning-attention-issues/treatments-approaches/educational-strategies/accommodations-and-modifications-how-theyre-different
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After all, parents probably know your child’s strengths and struggles better than 

anyone else. Parents concerns and suggestions about his education are invaluable. 

2.  At least one of child’s general education teachers. 

3.  At least one special education teacher or other special education provider. 

4.  A school district representative knowledgeable about both general education and 

special education. This person also should have the power to make decisions that 

involve school resources. In other words, if the school rep thinks your child should 

be given speech therapy, she should have the power to make that happen. 

5.  A school psychologist or other specialist who can interpret the student’s 

evaluation and test results. 

6.  When child turns 16, he’ll be expected to participate as a member of his IEP team 

and help develop a transition plan. A representative from an outside agency, such 

as a post–high school vocational program, may join meetings. 

7.  Parents also have the right to invite others to attend child’s IEP meeting. Be sure to 

send the school advance written notice of additional attendees. Parents may find it 

helpful to invite: 

8.  A professional you’ve hired, who has knowledge or expertise about child. 

Examples: a private tutor or health-care professional (such as a speech-language 

pathologist). 

9.  A friend to serve as an “extra pair of ears” or to take notes for parents. 

10.  A translator, if parents deaf or don’t speak or read English fluently. They may ask 

the school to provide a translator. Law requires that school districts do their best to 

accommodate parents who need this service. 

11.  Parents’ child. If child is young, parents may want to talk this over with the IEP 

team. Consider child’s age, how his condition affects him, his level of maturity and 

his ability to understand the information discussed during an IEP meeting. 

 

2.1.4 IEP Goals 

The law requires that every IEP include annual educational goals for the student. IEP 

goals need to be specific, realistic and measurable. This is very important because it’s 

how you and the team can tell if your child is making good progress. 

 

“Amir will improve his reading skills” is not a specific or measurable goal. How do you 

measure his improvement? How much improvement is enough? 

 

Here’s an example of how to make a specific, realistic and measurable goal: “Given a 

second-grade book, Amir will be able to read a passage orally at 110-130 wpm (words 

per minute) with random errors.” 

 

The IEP team creates the goals in the meeting. When evaluating goals, you discuss: 

 Measurements showing child’s progress toward goals. Standardized tests and 

curriculum-based measurements (CBM) are two objective ways to measure 

progress. CBM involves teachers doing frequent screenings—brief tests—to 

determine how well a student is progressing. If the IEP goals are written in a 
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specific and measurable way, this information will give you a good picture of how 

your child is doing. 

 When progress toward goals will be reported. This should be done regularly—

not just once a year. You’ll typically be sent a report on progress toward goals 

when report cards are issued. 

 

2.1.5  IEP Meetings 

The law requires the IEP team to review the IEP at least once a year. But the IEP team 

can meet any time you or the school want a meeting. Many teams meet more often than 

once a year. 

 

The IEP meeting is key to making sure child’s IEP is working for him. It gives you a 

chance to discuss with teachers child’s weaknesses and strengths. If child didn’t meet any 

or all of his goals that quarter, parents can hammer out new ways to help the child. That 

may mean modifying the goal and adjusting expectations. Or it could mean giving child 

more or different kinds of services and support. 

 

The IEP meeting is when parents, teachers and the school give and get input on how child 

is doing. Parents will discuss what’s working, what needs to change, and whether child is 

catching up or falling further behind. Child’s feelings and motivations should be included 

in the conversation, whether or not he attends the IEP meeting. 

 

Here are some other key things parents and rest of the team may discuss during the 

annual IEP review meeting: 

 Child’s strengths. Share any success the child has had outside of school. Let’s say 

child struggles with attention issues and social skills. His IEP team will want to 

know that he finds it easier to follow directions from his soccer coach and is better 

at cooperating with teammates. 

 Concerns and suggestions for improving child’s education. The meeting is a 

good time to share where parents still see child struggling. Does he still have a 

tough time spelling? Is he constantly losing assignments? If parents have any ideas 

for making these tasks easier for him, they may want to share them. 

 How well modifications and accommodations (such as assistive technology) are 

helping. If they aren’t helping your child as expected, the team can discuss 

upgrading, discontinuing or replacing them. The team can also consider any new 

instruction and technology tools that might be right for child. 

 The results of child’s first or most recent evaluation, if there is one. The child 

should be evaluated every three years. The school psychologist or professional 

conducting the evaluation will usually explain the results at the IEP meeting. 

 

During the meeting, the team leader will write a statement about child’s current levels of 

academic and functional performance (PLOP) and goals. The statement is based on what 

parent and the team have discussed in the meeting. The team leader will also document 

any changes to the IEP that the team—including parents—have agreed to. 

https://www.understood.org/en/school-learning/special-services/ieps/the-iep-meeting-an-overview
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2.1.6 IEP Effectiveness 

The school can’t start providing special education services until parents give the 

permission, which the law refers to as “consent.” they may be asked at the end of the IEP 

meeting to give their consent to the proposed IEP. (Some states require parents to give 

written consent, like a signature. Some states don’t.) 

 

If parents don’t feel comfortable making a final decision on the spot, they have the right 

to take the IEP home to review it. Some schools mail a copy of the proposed IEP to them 

soon after the meeting and ask for your signature. Make sure to double-check everything 

in it before signing. 

 

If parents aren’t fully satisfied with the proposed IEP, they have a few options: 

 Parents can accept only parts of the proposed IEP. Say which items they agree 

to and which items they disagree with, or dispute. Explain the disagreement in 

writing and ask for parents objections to be included in the IEP. The IEP team will 

include their objections as an addendum to the IEP document. Only the parts of the 

IEP parents agree to will be implemented. 

 Refuse the entire proposed IEP. Note parents disagreement on the IEP form. If 

they are asked to sign the IEP to indicate your attendance at the IEP meeting, be 

sure their signature clearly indicates only their attendance not teacher consent for 

the proposed IEP. 

 Ask for another meeting to discuss parents concerns. Parents have the legal 

right to call an IEP team meeting at any time. If they have a good relationship with 

the other members of the IEP team, they can probably work things out. 

 

It’s also important to note that when a school wants to change child’s IEP, the school has 

to give it what’s called “prior written notice.” For example, if the school wants to reduce 

child’s services, add to them or change them in any way, it has to tell ahead of time in 

writing. Prior written notice gives parents a chance to withdraw their consent and look for 

ways to resolve the dispute with the school. 

 

2.1.7 Dispute in IEP   

There may be a time when parents and the school don’t see eye to eye and can’t talk 

through the differences. If that happens, IDEA gives parents several options. 

 

Here are steps parents can take, usually in the order shown: 

1.  Ask for a mediation session. If the school doesn’t automatically offer a mediation 

session, they can request one. (Be sure to do so in writing.) In this meeting, a 

mediator helps each party express their positions and understand those of the other 

parties. The mediator manages the discussion and helps the group reach an 

agreement. The mediator does not recommend solutions or take sides. 

2.  File a due process complaint. If you’re not satisfied with the results of the 

mediation, you can request a due process hearing by writing an official letter, also 

called a “complaint.” A due process hearing is a formal meeting where parents and 

https://www.understood.org/en/school-learning/special-services/ieps/checklist-9-things-to-double-check-before-signing-an-iep
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school officials present arguments and evidence to a hearing officer or 

administrative law judge. This person is not an employee of the school district. 

 The parents and the district are allowed to bring attorneys and present evidence. 

(Each state has different procedures; consult your state department of education to 

find out how to file this complaint and what to include in it.) 

3.  Hold a resolution session. Before the due process hearing, the school district is 

required to hold what’s called a resolution session. This is a meeting between you, 

key members of the IEP team and someone authorized to make decisions for the 

district. You may bring an attorney (at your own expense) but you’re not required 

to. The school district can only bring an attorney if you do. 

4.  File a civil lawsuit. This is the next option if you aren’t satisfied with the result of 

the due process hearing. It’s the most extreme option available to parents. It 

requires that parents hire an attorney and go through extensive legal proceedings. 

5.  When an agreement is reached, get it in writing. However you reach an 

agreement—during mediation, a resolution session or civil suit—you need a copy 

of it in writing. In fact, any changes made to your child’s IEP and the steps the 

school will take need to be documented. 

 

2.1.8 Private Schools and IEPs 

Private schools aren’t required by law to provide special education services. If your child 

is in a private school, you can ask the public school district to evaluate your child for 

special education services. If the district agrees to your request, the evaluation will be 

conducted at no cost to you. 

 

Law requires school districts to set aside some public funding to provide special 

education services to students in private school. But this funding is limited. If child’s 

school agrees to work with the district, they may work together to create what’s called a 

“services plan.” This plan is likely to provide fewer services than child would receive in a 

public school. 

 

2.2 Purpose and Process of IEP  
An IEP is a documented plan developed for a student with special needs that summarizes 

and records the individualization of a student’s education program. 

 An IEP provides accountability for: 

 – individualized goals 

 – the means to achieve these goals 

 – additional services and how they will be delivered 

 – responsibility for various aspects of the IEP 

 

 An IEP assists teachers in monitoring student growth and progress. 

 An IEP provides an ongoing record to assist with continuity in programming and 

transition planning. 

 An IEP guides the implementation of learning support services inside or outside the 

classroom to align the educational program with the needs of the student. 
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 Development of an IEP may be undertaken by one teacher in consultation with 

parents, a small group or an expanded team, depending on the complexity of the 

student’s needs. 

 An IEP team might include any of the following participants: 

 – teacher(s) 

 – case manager 

 –  specialist staff 

 –  school counselor 

 –  community specialists 

 –  parent(s) or legal guardian 

 –  the student, if appropriate 

 The IEP process, when it works well, involves a dynamic cycle of planning, 

monitoring and evaluating. 

 

2.2.1 IEP Steps: 

Step 1: First of all we have to make a profile of a child or subject. Its main purpose is to 

collect the educational information of a special child. We have to collect that information 

from various sources including home, his peer group, and from his environment. 

In IEP plan some of important things that have to collect are: 

 Student's full name  

 Gender  

 Date of birth  

 Student identification number (if applicable)  

 Current school year  

 Name of the school and principal  

 Date of the student's most recent IPRC (if applicable)  

 Student’s exceptionality 

 

Step 2: The second purpose of IEP is to identify the strength and weakness of child.  

In the case of students who have been identified as exceptional by an IPRC, a description 

of strengths and needs will have been provided in the committee's statement of decision. 

In the case of students who have not been identified as exceptional, descriptions of 

strengths and needs must be developed on the basis of appropriate educational, 

psychological, and/or health assessments, and on the basis of observations of the student.  

The IEP will be reviewed to ensure that the descriptions of the student's strengths and 

needs are:  

 clear and specific;  

 consistent with the descriptions provided in the IPRC's statement of decision, 

where applicable;  

 Supported by relevant assessment data and consistent with information on current 

achievement level, learning expectations, and strategies, accommodations, and 

resources.  

 

Step 3: The third step of IEP is to check the current level of the achievements of students. 
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To provide a starting point from which to measure the student's progress towards 

achieving the learning expectations and annual goals set out in the IEP Information 

summarizing the student's current level of achievement in each of the subjects, courses, 

or skill areas to which the IEP applies must be recorded in the IEP. The student's level of 

achievement will be described in one of the following ways:  

 

If the student's program includes modified expectations, the report card will indicate that 

the student has an IEP 

 

The current level of achievement of a student whose needs cannot be met through the 

Ontario curriculum and who is working on alternative expectations will be described in 

terms of the student's progress towards meeting the learning expectations that form his or 

her educational program, as outlined in the IEP. 

 

Step 4: The forth important point is to aware the parents with the annual programme 

goals. 

Annual goals are statements describing what a student can reasonably be expected to 

accomplish by the end of the school year in a particular subject, course, or skill area. 

Annual goals must be developed under the following circumstances:  

 If the student's learning expectations are modified from the curriculum expectations 

for a particular subject or course  

 if the student's learning expectations are alternative expectations  

 

Annual goals need not be developed for students who are working on unmodified 

curriculum expectations. All annual goals must:  

 

Take into account the student's strengths, needs, and current level of achievement in the 

program area;  

 

Describe realistic and observable achievements.  

 

Step 5: The fifth point is to focus on the learning expectation of the students. 

To provide a focus for learning that is based on the student's strengths, needs, and current 

level of achievement and to clearly identify the knowledge and skills that the student is 

expected to acquire while working towards his or her annual goals in a particular subject, 

course, or skill area  

 The learning expectations recorded in the IEP must:  

 Be based on the student's learning strengths and needs;  

 Reflect learning that is focused on the student's annual program goals in each 

subject, course, or skill area;  

 Be clearly identified as modified or alternative expectations;  

 If modified, include identification of grade level;  

 Describe specific, realistic, and observable achievements.  

 Monitoring and Evaluating Pupil Progress 
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 All professionals working in schools have an obligation to monitor the progress of 

all their pupils. The following staff has a role to play at either an operational or 

strategic level: 

 Teaching Assistants, Learning Mentors e.g. monitor the progress of an individual pupil 

and / or a small group of pupils against lesson objectives and feedback to the teacher  

 Teachers, e.g. monitor and evaluate the progress of pupils against targets on IEPs  

 Inclusion manager / SENCO e.g. monitor and evaluate teaching and learning and 

impact on pupil progress  

 Senior Management Team e.g. monitor and evaluate the Inclusion / SEN Action 

Plan within the School Improvement Plan  

 Governors e.g. Monitor and evaluate the effectiveness of the school policies 

regarding inclusion and special educational needs 

 

An IEP should include: 

 Brief outline of the pupil's needs  

 The short term targets set in discussion with the pupil  

 The teaching strategies to be used  

 The provision required  

 The date or review  

 Success and / or exit criteria  

 Pupil outcomes recorded at the review of the plan 

 Managing IEPs in School, a Suggested System. 

 

 

2.2.2 Process of IEP  

Stage 1: 

 SENCO, colleagues, parents and/or other professionals agree an IEP is needed. 

This is usually at Early Years Action/School Action.  

 Previous interventions/support well documented  

 Targets and support agreed. 

 

Stage 2: 

 IEP is written with parent/career and pupil input 

 

Stage 3: 

 Parents and all relevant professionals receive a copy 

 

Stage 4:  

 Adapt teaching styles, curriculum and resources to ensure inclusion and progress of 

pupil  

 Progress against targets is monitored at regular intervals 

 Teachers record progress of the pupil with the help of support staff. 
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Stage 5:  

 The SENCO and /or other professionals request feedback from school colleagues 

by an agreed date.  

 

Feedback will include: 

 Details of progress made by the pupil, against targets set  

 Attendance  

 Test/assessment results  

 A resume of attitude/behavior  

 Suggestions for future targets to be included in the next IEP  

 The pupil's views 

 

 

Stage 6: 

 The SENCO and or other professional in the school arrange and hold a review 

meeting with parents and the pupil. One review meeting can fit into the school's 

annual reporting cycle or alternatively be a separate meeting.  

 Progress, provision and new targets discussed and agreed. 

 

Stage 7: 

 A new IEP is drawn up by the relevant professional. 

 The IEP review does not need to be formal. However, the review should ensure the 

inclusion of the following: 

 The progress of the pupil  

 The parent's views  

 The Pupil's views  

 Reports from and / or the views of external agencies for pupils at Early Years 

Action + / School Action + or where external agencies are involved.  

 The effectiveness of the IEP  

 Specific issues surrounding access and inclusion that assist / hamper the pupil's 

progress  

 Updates of information and advice  

 Future action, including new targets, strategies, date of next review and success / 

exit criteria 

 

One way to monitor the outcomes for pupils with additional and special educational 

needs is through a range of pupil progress indicators. These indicators will enable schools 

to: 

 Have an overview of the performance of pupils  

 Identify trends, dips and peaks  

 Compare their results with others nationally and locally 
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2.2.2.1 Assessment of Result Summary 

Assessment steps of IEP process include: 

1. Reviewing all the previous information and work done. 

2. Establish present or current level of performance in areas including academic, 

social and emotional/behavioral development. 

3. Interviews of parents, teachers, significant others and students through 

observations, formal and informal testing and reviewing school and  agency record. 

4. Assessment of specific behavior should be done in which the teacher identified that 

such behavior is causing emotional disturbance in child 

 

Assessment is done to find out: 

  Frequency: How often does the behavior occur?  

 Chronicity: How long has this behavior been occurring?  

 Duration: How long does the episode of behavior last?  

 Intensity: To what degree does the behavior interfere with the ongoing 

development of the child?  

 Circumstances: Did the circumstances contribute to the problem or explain the 

behavior as a realistic outcome? 

 Appropriateness: Is the behavior reasonable for the situation?  

 Peer comparison: Does the behavior compare with the maturity or social level of 

the class?  

 Manageability: Is the behavior easily managed or is it difficult to handle?  

 Resistance to change: Is the behavior responding to change attempts by the teacher 

or is it resistant to change by the teacher? 

 

2.2.2.2 Long Term Goal  

While long-term goals for the school year are basic requirements for individual education 

plans--IEPs; defining short-term objectives is important for making sure that the student 

and educators stay on track. Defining intermittent milestones on the path to a more 

significant learning outcome encourages progress monitoring. If the student starts falling 

behind at any point in the school year, teachers have a chance to go back to the drawing 

board, use different teaching strategies or add support to help the student realize success. 

Writing realistic short-term goals starts with defining long-term educational targets. 

 

Difficulty Level 

First step is to determine the difficulty level which ranges from easy to moderately easy. 

 

Instructions: 

Following important points should be remaining in mind while making short term goals 

in individualizes educational plan IEP. 
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1. Decide Main Area to Be Worked 

At the beginning of school year plan a meeting involving parents, special educationist, 

teachers and other professionals who can help with child’s learning. And decide the main 

area to be worked on with the child, for e.g. Reading and writing. 

 

2. Decide One Year Goal 

Depending on the child’s abilities and resources available, plan or decide one year goal 

for child. For example, a fourth-grader with dyslexia reading at a first-grade level might 

be able to progress to a third-grade reading level by the end of the year. Aiming for a 

higher achievement, however, might be ambitious. 

 

3. Also Mentioned Support Needed  

Write year-end goals to describe how the student's abilities will change and detailing 

what kind of support you believe the child will need to achieve them. According to the 

organization Kids Together Inc., IEP goals need to be described in terms of activities. For 

example: Suzain will read at a third-grade level by the end of the year is not enough. 

Instead, write something like "By June 20, Suzain will independently read 250 words of 

third grade material out loud, at 60 words per minute, with no more than two mistakes." 

Writing an activity-based goal forces you to be specific--and accountable. 

 

2.2.2.3 Short Term Goals  

Write three short term goals for each yearly goal decide for a child. As in the above 

example Suzain year end goal is to learn reading by the 20 June, , she should have 

checkpoint goals scheduled in November, February and April, according to the Families 

and Advocates Partnership for Education. For example, perhaps Suzain has some anxiety 

about reading out loud, so her first goal on Nov. 20 would involve her reading 50 words 

out loud, at a second-grade level, switching back and forth with a special educator to 

make it through a 250-word passage. 

 

Monitoring Progress 

Use your sub-goals to monitor progress and revisit expectations. If the student is falling 

below expectations or far exceeding them, call another meeting with educators and 

parents to discuss the reasons. In the case of a student falling behind, you might have to 

add more support or devote more time to meeting a goal. Whether the student is 

struggling or excelling, revisiting the end goal and the targets in between might be 

necessary. You might need to change the final goal and related sub-goals to increase or 

scale back the learning challenge. 

 

2.2.2.4 Child’s Present Level of Functioning 

Another important point which should be considered in making goals foe IEP is that, the 

child’s present level of functioning should be kept in mind while deciding her year end 

goal.  For instance, in the case of above mentioned example of Suzain, final goal is to 

read first grade, but in order to achieve this goal we should know her present level of 

reading. How fast does Suzie read now, for example? How many words is she 

comfortable with reading out loud before you begin to see signs of frustration? 
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2.2.2.5 Student Achievement: Achievement Indicators  

In early versions of the IEPs, consists of sample evaluation plans that show how 

activities, assessment, and evaluation might come together in order to assist teachers in 

assessing how well students are meeting the expectations of the prescribed learning 

outcomes. 

 

The Classroom Assessment Model 

Classroom Assessment Models, included in recently developed IEPs, outline a series of 

assessment units that address all of the prescribed learning outcomes for each grade. The 

Classroom Assessment Model format is replacing the Appendix D format as IRPs are 

revised or newly developed.  

 

Achievement Indicators 

To support the assessment of provincially prescribed all the courses of study that is 

presented by an IRP includes sets of achievement indicators in relation to each learning 

outcome.  

 

Achievement indicators is taken together as a set which define the specific level of 

knowledge acquired, skills applied, or attitudes demonstrated by the student in relation to 

a corresponding prescribed learning outcome. They describe what evidence to look for to 

determine whether or not a student has fully met the destination of the learning outcome. 

Since each achievement indicator defines only one aspect of the corresponding learning 

outcome, the entire set of achievement indicators should be considered when determining 

whether students have fully met the learning outcome or not.  

 

Achievement indicators support the principles of assessment for learning, assessment as 

learning, and assessment of learning. They provide teachers and parents with tools that 

can be used to reflect on what students are learning, as well as provide students with a 

means of self-assessment and ways of defining how they can improve their own 

achievement.  

 

2.2.2.6 Teaching Strategies for Using Materials in an Inclusive Classroom 

One of the ultimate goals of teaching is to help students become independent learners. 

Learners who are knowledgeable about a variety of strategies for learning and who are 

aware of how and when to use those strategies are on their way to becoming successful 

learners on their own. Some children are strategic learners by nature; others can become 

strategic with a few hints and prompts. However, many students need adaptive instruction 

and additional support to make the strategies part of their ongoing learning production. 

 

Collaborative Strategic Reading 

Most elementary-and middle-school reading curricula mention strategies for reading and 

writing. Frequently, however, students are not provided with enough supervised practice 

to make the strategies part of their productive way of reading and study practices. Simply 

being aware of a strategy is not enough – particularly for students with reading and 
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learning disabilities. What they need is systematic and intensive practice in applying 

strategies to content-area text with support from both teachers and class fellows. 

1. We should give a chance to para-educators to participate in IEP meetings because 

they have important insights in students and classrooms. 

2. We should designs such activities and instructional materials which is accessible 

and useful for all students with their unique needs. 

 

Example of an IEP 
 

Initial Assessment 

10 years old boy named Sami having mental retardation at a moderate level was indicated 

by the school administration/principal with the help of a senior teacher who is to guide 

the trainee teacher in the processes of assessment, lesson planning, delivery of the lessons 

and evaluation. 

 

TEACHER’S OBSERVATIONS 

 4’8” tall, healthy, broad shouldered, have fair complexion, Black/brown hair and 

neatly dressed up have well developed gross and fine motor-skills, can run, jump 

hold things with proper grip.  Cannot concentrate on a task for more than two or 

three minutes.  Every ten minutes he would turn around and talk to and bother a 

student behind him.  His teacher has to stand over him and tap his desk every time 

when he tingles another child, which creates disturbance in the class.  Sami gets 

extremely irritated on frequent prompts this sometimes aggravates his behavior and 

he becomes destructive.  He tears the papers of other children of his class and 

snatching their things. 

 He is good at drawing, he displace isolated tame behavior when working with paper 

and pencil. On a blank paper he would start scribbling initially but comes out with 

some drawing about which he can tell what it is.  Every time he would draw 

something new. During his drawing hours he is totally unaware of his surrounding 

no matter whoever calls him or tries to give him some other activity.  He is totally 

disinterested rather react in rigorous attitude if compelled. 

 If attentive towards the teacher he seems to follow the instructions but practically he 

wouldn’t be able to complete two stage instructions.  If teacher insists he would 

either give a very blank and bland impression.  Occasionally on the continuous insist 

of the teacher, he goes wild.  Apparently it seems that he was far flung somewhere 

in other imaginary world and on teachers prompt he had been brought out of that. 

 His speech is not understandable, he takes the names of only few common elements 

such as plate, glass, copy, pen that is not clear and can only be understood if that 

particular thing is there.  This shows that his speech is not developed.  Only 

following sounds he can pronounce |a|, |p|, |d|, |b|, |l| however he makes teacher 

understand what he needs either by mere pointing towards or act. 

 He is not social with other children in his group neither he likes to play with them 

during recess. He would resist on sharing things however, on teachers prompts he 

would sometimes gives but then becomes completely isolated. 
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IEP FOR SAMI 

 

STUDENT 

Name Sami Sultan 

School Little Angels 

Grade/Level Preparatory, Mild to Moderate 

Age 10 years 
 

COMMITTEE 

Name Position Sign. 

Samia Class teacher  

Dr. Noman Psychologist  

Salma Speech Therapist  

Aqsa Behavior Therapist  

Mr. & Mrs. Asghar Parents  

Mrs. Sultan Principal / 
Coordinator 

 

 

Date of 1
st
 Meeting:   15

th
 June 2016 

Duration of the program:  12 Months 

Distribution of the objective:  Over One Year 

Date of Initiation:   1
st
 July 2016 

Date of summative evaluation: 1
st
 July 2016 

 

Behavior Profile 

 Mood variations persists throughout the school hours 

 Tame and isolated behavior prevails while working with pencil and paper/drawing 

 Aggressive at times, destructive and problematic for other children 

 

Speech Profile 

 Can’t say one word completely 

 By using 2 – 3 unclear words, he completes a sentence 

 Can not join the sounds of |b|, |p|, |a|, |d|, with |t|, |l| & so on 

 

Annual Goals 

a) Sami will be able to say all the phonemes.  He will be able to form small sentences 

such as “I am fine”. 

b) 

 i) The aggressive and destructive behavior will be tamed 

 ii) He will not snatch other fellows things 

 iii) The duration of the isolated attitude will be reduced to the extent that during 

his activity, if prompted he will response and would not react aggressively 

and listen to the instruction attentively. 
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Services Required 

 Resource room with behavior therapist 

 Speech room with speech therapist 

 
Instructional Objectives For 
Annual Goal (A) 

Evaluation Procedure Date Started Date Completed 

1. Sami will be able  to 
use all phonemes. 

 

Responses will be recorded on the chart 
and progress will be marked on the graph 
for two months 

1 – 7 – 16 30 – 8 – 16 
 

2. Sami will be able to join 
different sound |sh|, |ph|, |lh| 
and clearly say one word using 
different combination of the 
words such as shell, pel, bat, 
rat, at …… 

Responses will be recorded on the chart 
and progress will be marked on the graph 
for one month 

30 – 8 – 16 
 

15 – 10 – 16 

3. When joined two words, Sami 
will be able to say both the 
words with teacher’s help 

Responses will be recorded on teacher 
made list of two words, for Sami (list 
containing at least 15 words of the Sami’s 
problematic phonemes) 

15–10–16 1 – 1 – 16 

 
Meeting of the IEP Committee for Formative Evaluation = 1 – 12 – 2016  

4. Sami will be able to join two 
words without teacher’s help 

Responses will be recorded on teacher 
made list, which has been used for 
practice 

1 – 6 – V 31 – 1 – 16 

5. When given a sentence of three 
words, Sami will be able to say it 
accurately. 

Check ability for the clarity and 
pronunciation of words 

15 – 1 – 16 3 – 3 – 16 

Meeting of the IEP Committee for Formative Evaluation = 5 – 3 – 16  

6. When given a sentence of three 
– five words, Sami will be able to 
say it with 70% accuracy 

Check the ability by demanding a 
sentence by him to convey his need 

10 – 3 – 16 10 – 4 – 16 

7. Sami will be able to say a 
sentence of three to five words 
with 95% accuracy 

Responses will be checked on criteria of 
10 sentences developed by the therapist.  
Sentences will be containing all the 
sound, which were problematic for the boy 
and recorded on the observation scale. 

10 – 4 – 16 30 – 6 – 16 

Monthly lesson plans will be prepared by the Speech Therapist in collaboration with the teacher and behavior therapist.  
These will contain plans on oral exercises and exclusive sessions with speech therapist.  Three sessions per week will 
be conducted for the first six months, then twice a week for the next six months.  Occasionally, behavior therapist will 
accompany them whenever her/his services are required by the speech therapist. 

 

 
FOR ANNUAL GOAL (B) 
As a preliminary step to start behavior modification Aqsa, the behavior therapist will have a meeting with the parents of 
Sami.  The purpose of this meeting is to have a complete picture of Sami’s family background, Sami’s position/status 
among family member, any factor or problem which may have influence on Sami’s behavior. 

Instructional Objectives Evaluation Procedure Date Started Date Completed 

1. The duration of being isolated 
will be reduced in such a way 
that when he is busy with his 
work, and distracted 

Responses will be recorded on the 
observation scale 

1 – 7 – 16 1 – 11 – 16 
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Meeting of IEP Committee = 1 – 12 – 2005 

2. Sami will not get out of his 
chair for 10 minutes 

Observation scale will be used. Time 
duration for his being seated will be 
monitored on the stopwatch, everyday, 
thrice a day. 

1 – 7 – 16 1 – 12 – 16 

3. When asked by a teacher for 
some task to do, Sami will not 
resist and start on the 
instructions. 

Every time initiative will be recorded on the 
graph chart 

15 – 9 – 16 2 – 3 – 16 

4. The destructive and irritated 
attitude will be reduced to the 
extent that he would stop 
snatching and teasing other 
children 

The progress will be recorded on the 
norm-referenced observational scale and 
criterion referenced checklist used by the 
therapist. 

4 – 1 – 16 30 – 6 – 16 

NOTE The therapist will plan lessons on monthly basis for behavior modification. 

IEP Committee Meeting for Summative Evaluation = 30 – 6 – 2016  

 

Comments of the Members of the IEP Committee 

 _______________________________________________________________________  

 _______________________________________________________________________  

 _______________________________________________________________________  

 _______________________________________________________________________   

 _______________________________________________________________________  

 _______________________________________________________________________  

 _______________________________________________________________________  

 _______________________________________________________________________  

 _______________________________________________________________________  

 _______________________________________________________________________  

 _______________________________________________________________________  

 _______________________________________________________________________  

 _______________________________________________________________________  

 _______________________________________________________________________  

 _______________________________________________________________________  

 _______________________________________________________________________  

 _______________________________________________________________________  

 _______________________________________________________________________  

 _______________________________________________________________________  

 _______________________________________________________________________  

 _______________________________________________________________________  

 _______________________________________________________________________  

 _______________________________________________________________________  

 _______________________________________________________________________  

 _______________________________________________________________________  

 _______________________________________________________________________  

 _______________________________________________________________________  

 _______________________________________________________________________  

 _______________________________________________________________________  

 _______________________________________________________________________  
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3. SELF ASSESSMENT QUESTIONS  
 

1. Lesson planning is important for every teacher either in special or general school 

teaching. As a teacher of inclusive education discuss less planning, steps and 

components of a lesson plan. 

 

2. What are the instructional tools used by a teacher while teaching inclusive 

classroom, also discuss how these tools can be developed at local level or on the 

concept of no cost or low cost?   

 

3. As a teacher of inclusive classroom develop a lesson plan which accommodate 

students with special needs in mainstream classroom. Keep in mind all the steps 

involved in the planning of lesson.  

 

4. IEP is important for special need stduents, first define IEP and then discuss steps 

and components of IEP. 

 

5. Develop an IEP for a child with communication problems/impairment. The IEP 

should be for at least 6 months with short and long term goals.  

 

6. Monitoring or follow up should be considered in inclusive education. How a 

teacher of inclusive education can monitor the stduents’ progress in inclusive set 

up? Discuss it by keeping in view different models of monitoring of students’ 

progress. 
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