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Guide to the text 
As you read this text you will find a number of features in every  
chapter to enhance your study of Inclusive education and help  

you understand how the theory is applied in the real world.

BOOK FEATURES

A Mapping grid shows how the 
content of the chapters relates 
to the Australian Professional 
Standards for Graduate 
Teachers. 

Standards mapping grid
This book is designed to assist readers to achieve the Australian Professional Standards for Graduate Teachers. 
The following grid shows how the content of particular chapters contributes to the Standards.

Professional Knowledge Standards Chapters

1. Know students and how they learn

1.1 Physical, social and intellectual development and characteristics of students 
Demonstrate knowledge and understanding of physical, social and intellectual development and 
characteristics of students and how these may affect learning.

4, 6, 7, 8, 9, 
10,11

1.2 Understand how students learn 
Demonstrate knowledge and understanding of research into how students learn and the 
implications for teaching .

4, 5, 6, 7, 9, 
11, 12

1.3 Students	with	diverse	linguistic,	cultural,	religious	and	socioeconomic	backgrounds	
Demonstrate knowledge of teaching strategies that are responsive to the learning strengths and 
needs of students from diverse linguistic, cultural, religious and socioeconomic backgrounds.

1, 4, 5, 7, 8, 
11, 12, 13

1.4 Strategies for teaching Aboriginal and Torres Strait Islander students 
Demonstrate broad knowledge and understanding of the impact of culture, cultural identity and 
linguistic background on the education of students from Aboriginal and Torres Strait Islander 
backgrounds.

8, 9, 12

1.5 Differentiate	teaching	to	meet	the	specific	learning	needs	of	students	across	the	full	
range of abilities 
Demonstrate knowledge and understanding of strategies for differentiating teaching to meet the 
specific learning needs of students across the full range of abilities.

1, 3, 4, 5, 6, 
7, 8, 9, 10, 
11, 12, 13

1.6 Strategies to support full participation of students with disability 
Demonstrate broad knowledge and understanding of legislative requirements and teaching 
strategies that support participation and learning of students with disability.

1, 2, 3, 4, 5, 
6, 7, 11, 12, 
13

2. Know the content and how to teach it

2.1 Content and teaching strategies of the teaching area 
Demonstrate knowledge and understanding of the concepts, substance and structure of the 
content and teaching strategies of the teaching area .

4, 6, 8, 9, 10, 
11,12, 13

2.2 Content selection and organisation 
Organise content into an effective learning and teaching sequence.

4, 5, 9, 10, 
12, 13

2.3 Curriculum, assessment and reporting 
Use curriculum, assessment and reporting knowledge to design learning sequences and 
lesson plans.

4, 5, 9, 10, 
12, 13

2.4 Understand and respect Aboriginal and Torres Strait Islander people to promote 
reconciliation between Indigenous and non-Indigenous Australians 
Demonstrate broad knowledge of, understanding of and respect for Aboriginal and Torres Strait 
Islander histories, cultures and languages .

1, 8, 12

2.5 Literacy and numeracy strategies 
Know and understand literacy and numeracy teaching strategies and their application in 
teaching areas .

4, 8, 9, 10

2.6 Information and Communication Technology (ICT) 
Implement teaching strategies for using ICT to expand curriculum learning opportunities 
for students. 

3, 4, 5, 8, 12

xxivxxiv
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CHAPTER OPENING FEATURES

Identify the key concepts you 
will engage with through the 
Learning objectives at the start 
of each chapter.

Refer to the Introduction for a 
contextualised summary of the 
chapter.

This chapter aims to:
2.1 Describe the development of principles and policies related to inclusive education 

for students with disability 
2.2 Describe the important features of legislation for students with disability in the 

states and territories of Australia and in New Zealand
2.3 Describe the important aspects of policy in Australia and New Zealand for 

students with disability
2.4 Describe the important features of international legislation and policies for 

students with disability
2.5 Discuss the practice of inclusion, and the effect groups can have on educational 

policy.

Introduction
Including diverse students with disability in the regular classroom requires some specific 
practices on the part of teachers and their colleagues. Later chapters in this book provide 
examples of ways in which teachers can support a diversity of students in the regular 
classroom. For example, to meaningfully include students with additional needs, teachers 
must develop an understanding of the strengths and support needs of the students, and 
must make relevant adjustments or changes to the learning environment to assist these 
students.

At both the private and the professional level, teachers’ day-to-day practice is 
a reflection of their beliefs, their obligation to follow the law, and the requirements 
associated with organisations such as the workplace and educational institutions. In a 
school environment, the behaviour and practice of teachers is influenced by their training 
and their personal beliefs, by legislation, and by organisational policy.

An awareness of the relationships between principles, laws, policies and practices is 
important in the context of this book. One of the aims of the book is to provide practical 
advice about how to support students with a diversity of additional needs in the regular 
classroom. Consequently, the way these students are supported (the practice) will be 
influenced by attitudes and beliefs (the principles) and by laws and organisational 
guidelines (the legislation and policies). In turn, how well we do at the practice will 
influence future changes in the principles, legislation and policies. The relationship 
between these variables is shown in Figure 2.1.

Legislation and policies 
supporting inclusive practice

Michael Arthur-Kelly and Phil Foreman
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FEATURES WITHIN CHAPTERS

Narratives from parents, 
students, teachers and other 
professionals link the theory to 
real-life situations. 

NEW Evidence-based practice 
boxes contain practical 
examples, teaching tips, and 
other materials that illustrate 
practical approaches to 
teaching and that assist in good 
inclusive practice.

Reflect on this reminders 
prompt you to critically analyse 
important concepts and reflect 
on your own experiences and 
beliefs about the processes of 
learning and teaching.

Meet real teachers in the  
A teacher reflects feature, and 
gain insights into how inclusive 
practices inform their day-to-
day teaching.

Response to intervention: Tier 3, spelling
‘Matthew’ is currently in Year Three and has moderate bilateral 
sensorineural hearing loss. Through observation in classroom 
activities, in addition to the Oral and Written Language Scales 
assessment, it was noted that Matthew was below same-age peers 
in recognition and understanding of suffixes. Matthew tends to 
mishear the ends of words and finds understanding and applying 
verb tense challenging.

Tier 3 intervention involved Matthew being engaged in one-
on-one follow-up activities to extend and consolidate skills in 
understanding basic suffixes. A past and present verb tense focus 
incorporated simple errors from Matthew’s writing such as walk, 
walked, walking and help, helped, helping. Matthew worked with 
the teacher to visually and aurally identify the -ed and -ing suffixes. 

Matthew and the teacher worked together using a basic, 
custom-designed graphic organiser (see Figure 9.24) to focus 
explicitly on the two base word and suffix combinations. This 
supported Matthew to hear the base words and morphemes used 
in context and also see them visually within written text, leading to 
further discussion of related word families to enable Matthew to 
recognise common patterns.

Given that writing is a less preferred area of study for Matthew, 
the session included online interactive games from Vocabulary 
Spelling City (Learning City, n.d.) and self-constructed word lists and associated games were used, 
targeting the suffixes in focus. Following this, flip books (Cecil et al., 2017) were created for further 

NARRATIVE 
9.3

Amanda Boelen

Suffixes: Present and Past Tense

Walk

Walking

Walked

I like walking to school.

I walked home from school.

FIGURE 9.24 Suffixes: present and past tense

source: amanda Boelen
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The evidence-based practices in Evidence-based practice 9.2 are for older readers and are 
adapted from the explicit vocabulary instruction steps described by Beach et al. (2015), Swanson 
et al. (2017) and Coyne and Koriakin (2017). Readers are also referred to Elleman et al.’s (2019) 
recommendations of evidence-based practices for vocabulary instruction and Hougen’s (2014) 
suggestions for teaching vocabulary at the three RTI levels. 

EVIDENCE-BASED PRACTICE 9.1

Developing vocabulary through shared book reading
1 Draw attention to words which children may not know and provide child-friendly 

definitions for these words as the story is being read: e.g. ‘a snore is a loud sound 
that some people or animals make when they are sleeping’. Point to illustrations 
representing the words if they are available or model actions like snoring and ask 
children to join in.

2 Have conversations with children about new words and ask questions relating to the 
new word, e.g. Have you heard someone snoring? 

3 Re-read books several times to provide multiple exposures to the new words and 
gradually build children’s understanding of the new words and the story.

4 Engage children in retelling the story and discussing how the new words and concepts 
relate to their own experiences. 

5 Integrate new words from book readings into other activities during the day.
source: adapted from snell et al. (2015)

EVIDENCE-BASED PRACTICE 9.2

Vocabulary instruction for older readers
1 Select words to teach directly: before teaching a lesson, consider the purpose of the 

lesson and select target words. Target words should have high academic utility: that is, 
they are words that students are not likely to encounter indirectly, but are essential to 
understand the topic and concepts under study or will be useful across content areas, 
e.g. clarify, investigate. 

2 Introduce words and provide student-friendly definitions: Definitions should be short 
and easy to remember and accompanied by synonyms. Synonyms provide a gist of the 
word meaning and help with recall, e.g. expand: get bigger.

3 Provide multiple opportunities to interact with the word: If the target word is in a 
current text, then explain the word in the context of the topic. When introducing a 
general academic word, present it in a sentence and explain what it means in that 
sentence. Provide additional sentences, and students discuss how the word is used and 
what it means in different contexts. 

4 Engage students in word play: Ask questions that require students to make decisions 
about the target word’s meaning, e.g. If I blow into a balloon will it expand or contract? 

5 Provide sentence writing opportunities: Start with sentence frames where students 
substitute a target word for a synonym or complete cloze sentences by choosing 
appropriate target words. Progress to sentence generation and composing longer texts 
using a range of target words in authentic contexts.

source: adapted from Beach et al. (2015), swanson et al. (2017); coyne and Koriakin (2017)
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(see Buckskin, 2009; Edwards-Groves & Murray, 2008). Many students have been shown to have 
growing resentment towards schooling (Schwab, 2012) and some disengage from the education 
system entirely.

A key to the development of productive and engaged behaviour is, as for gifted students, 
ensuring that the curriculum is engaging and at the level appropriate to the individual’s 
current learning capabilities. In some cases, this requires a rethinking of curriculum content 
to incorporate Indigenous values and culture. This can be accomplished through ongoing 
professional development on Indigenous teaching which develops stronger teacher ‘confidence 
about classroom management of Indigenous students’ (Craven & Han, 2014). It also means that 
schools need to be aware that removal of students from mainstream schools to specialist settings 
reflects the ‘persistent failure of Australian education systems to engage, support and understand 
Indigenous students’ (Graham, 2012, p. 173).

Students from culturally diverse backgrounds
Students from diverse cultural backgrounds have differing sets of challenges in mainstream 
classroom settings. This is most common when EAL/D students are taught in a monolingual 
classroom where mainstream teachers have not yet incorporated the learning needs of these 
students into their classroom learning practices (Dobinson & Buchori, 2016). In the case of 
refugees, data show that many have had seriously disrupted educational experiences and 
hence may not be aware of expectations of schools and classrooms in Australian educational 
settings (Strauss & Smedley, 2009). Hence, they may lack basic skills such as how to behave in a 
structured mainstream classroom. An additional challenge is working with the students’ homes 
where English may not be used.

For some students there may be a clash between the cultures and values of the home and the 
cultures and values of the school. This can add to student frustration and hence disengagement 
with learning and the use of unproductive behaviours in the absence of other appropriate ways to 
seek assistance.

Aboriginal and 
Torres Strait Islander 
students

Students for 
whom English is an 
additional language 
or dialect

Using AITSL Graduate Standard 4.1 (Support student participation: Identify strategies to 
support inclusive student participation and engagement in classroom activities), reflect 
on what activities in a classroom may increase engagement of the diversity of students in 
the classroom and those activities that may have the opposite effect. Come back to your 
reflections at the end of the chapter and see whether these have changed.

REFLECT ON THIS

Home factors
Students come to school with a set of values and attitudes that cannot be left at the school gate. 
Family perceptions of school and the value of schooling play an important role both in a student’s 
attitude to school and its management practices, and in the degree of support that teachers 
can expect from the home in promoting school management practices. While school behaviour 
problems cannot be directly attributed to family factors, a number of home issues can exacerbate 
school problems. These include the type of additional need, single-parent families, marital 
discord, low socioeconomic status and disturbed child–parent relationships.

Particularly in the case of students with mental health needs, there is a clear link between 
their mental health needs and the home situation. The National Health and Wellbeing Survey 
(see Sawyer, 2009) conducted across Australia found that approximately 14 per cent of all 
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professional learning community in the school is seen by Deppeler (2012) as a way for staff to 
collaborate as an inclusive school rather than have teachers work in isolation. Like so many 
strategies that exist for increased involvement of students with disability in the classroom, 
teachers need support from the school executive, skills to make the strategies work, and the 
ability to choose who they work with rather than this being imposed on them.

A final reminder
A good way to summarise what has been presented in this chapter is to recognise that among the 
many ways students with disability can be active participants in an inclusive class is through 
teachers: 
• modifying expectations
• providing supports and adjustments
• embedding basic skills and individual education planning (IEP) goals into classroom routines
• ensuring that all students are engaged in meaningful academic and social learning 

experiences
• embracing evidence-based practices and approaches to teaching and learning 
• using the principles of Universal Design for Learning (UDL) to synthesise the above processes.

Cloe,	first	year	secondary	social	sciences	teacher,	rural	South	Australia

I started teaching in a rural school that was fairly isolated, which was a shock for an urban 
dweller like me! I found that I had a number of students with disability in my classes and 
was having difficulty meeting all their additional needs at once. The learning and support 
teacher at the school offered to assist me in planning and preparing lessons. She didn’t 
offer to prepare them for me, but to work alongside me to provide advice and some 
examples. She even offered to come into the room, if I was comfortable with that, to share 
a lesson or two where we would team-teach part of a topic. She also suggested some 
changes in assessment and reporting for one student who had high support needs. I learnt 
more from being supported than I would have done if she had simply taken over the 
planning or sent a learning support assistant into the room. I maintained responsibility and 
the support teacher did just that – supported me.

A TEACHER REFLECTS
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communication (AAC), such as those utilised by children with complex communication needs 
(Light & McNaughton, 2015).

This chapter provides readers with an introduction to the rich and diverse world of 
communication and language. The chapter begins with a brief discussion of the importance of 
communication and language for inclusive preschools, kindergartens, primary and secondary 
schools. A range of evidence-based teaching strategies have been designed to support 
communication development for children and students with a range of additional learning 
needs including children with autism or with complex physical and communication needs. The 
range of teaching strategies described throughout the chapter may be appropriate for children 
and young people across education settings. These strategies are recommended on the strength 
of a range of research studies and practical experiences that have demonstrated effective 
support for communication development. Although this chapter has a focus on verbal (word- or 
symbol-based) communication, the importance of non-verbal communication in building and 
maintaining successful relationships must not be underestimated.

8.1 Communication and inclusion
For Aboriginal and Torres Strait Islander students, learning their own language can have a 
significant influence on their overall learning and achievements. It can foster a strong sense 
of identity, pride and self-esteem and enables students to develop a wider recognition and 
understanding of their culture, Country/Place and People. This then contributes to their wellbeing.

Source: ACARA (2020) https://www.australiancurriculum.edu.au/f-10-curriculum/cross-cur-
riculum-priorities/aboriginal-and-torres-strait-islander-histories-and-cultures/ 

16x16 32x32

Contemporary education environments place an emphasis on collaboration between students to 
support their learning. The mechanism which supports this collaboration is talking. Therefore, 
communication via oral language is critical for cognitive development and learning (Gillies, 
2014). Children also learn about themselves through the ways in which others communicate with 
them. This places considerable responsibility on parents/caregivers and teachers to consider how 
they communicate with – and about – children. For teachers, particularly, it is important to reflect 
on the language used when talking about children. It is also important to reflect on the words 
and style of communication used when speaking with children. The manner in which adults 
communicate with each other and children in preschools and classrooms is critical to inclusive 
education. Consider the following versions of an exchange between two teachers discussing a 
student’s behaviour.

Example 1
Teacher A: ‘Scott had another one of his meltdowns this morning. Then the whole session 
went pear-shaped’.

Teacher B: ‘Oh no, you poor thing – that is so frustrating. He has got some real behaviour 
issues going on.’

Teacher A: ‘It seems every time I try to get him involved in a group activity, he just loses it. 
I’m sure some of it is just to get under my skin!’

Teacher B:  Yeah, he’s got to learn how to get on with others.’

Teacher A:  I know, and I am going to make sure that he does!’
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In behavioural terms, both are negatively reinforced by the teacher reactions. By the student 
displaying the behaviour and the subsequent teacher actions, the teacher is negatively reinforced 
by having peace in the room and the student out of the room. The student is negatively reinforced 
by getting out of the work and the room. Importantly, the student has communicated that the 
work is beyond her ability, and this should be noted by the teacher, particularly if the student 
does not have the skill to communicate frustrations in other ways.

From a social skills perspective, students who display these behaviours are considered to have 
interfering problem behaviours (Gresham, 2017). Gresham sees these as being in three categories: 
• social skills acquisition deficits – they do not have appropriate skills in their repertoire
• social skills performance deficits – they have the behaviour and either choose not to use the 

behaviour, or do not realise that they need to use the skill
• social skills fluency deficits – they use the behaviour in the setting in which it is reinforced 

but fail to use it in other situations.
The issues of social skills will be discussed further later in the chapter as they are critical in 

ensuring the social inclusion of all students, particularly those with disabilities.

Types of behaviours causing concern
Teachers want to spend most of their time focusing on student learning rather than student 
behaviour. In order for this to happen, teachers want students to: 
• start on time
• prepare for the lesson
• attend to what the teacher says
• comply with teacher directions
• strive to finish assigned tasks to the highest possible standard
• collaborate constructively with other students when required, and
• work without disturbing others when required (Angus et al., 2009, p. 5).

Angus et al. (2009) were studying teachers in Western Australia and their concerns about 
student behaviour and classroom learning at Years 2, 4, 6 and 8 (first year of secondary in 
WA), and particularly in lower socioeconomic areas. They found that the behaviour of most 
concern to teachers was inattention, with over 20 per cent of students identified as inattentive. 
Unmotivated behaviour was more commonly reported in secondary than primary classes. 
Importantly, the unmotivated students were not aggressive in their behaviour; they simply 
did not engage in learning. Aggressive behaviour was far less common than either productive 
or unmotivated behaviour at all levels. Angus et al. used the terms ‘productive’, ‘disengaged’, 
‘uncooperative’, and ‘low-level disruptive’. Interestingly, only 40 per cent of students were seen 
as consistently productive, 20 per cent consistently unproductive and the remainder fluctuated 
from school year to school year. This was attributed to the setting and the types and content of 
instruction.

Unproductive behaviours
In a study of student behaviours in South Australian schools, Sullivan et al. (2012, 2014) also 
found that unproductive behaviours of concern to teachers were largely low-level disengaged 
behaviours, including being late for class, avoiding doing schoolwork and disengaging from 
classroom activities. Other unproductive behaviours included low-level disruptive behaviours 
such as disrupting the flow of the lesson, talking out of turn and making distracting noises. 
Aggressive/antisocial behaviours such as verbally abusing other students, spreading rumours 
and excluding peers were very uncommon for all teachers. Hence, across all years of schooling 

negative 
reinforcement
This occurs when a 
behaviour allows the 
person to escape 
from something 
that they would 
otherwise find 
aversive and to 
avoid an unwanted 
consequence.
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ICONS

Fact sheet icons in the margins indicate where additional background information is 
available on common forms of diversity. When you see this icon, ask your instructor for 
access to the fact sheet that relates to that topic.

ACARA (AC) icons indicate material from the Australian Curriculum, Assessment and 
Reporting Authority, ACARA.

STUDY 
TOOLS

Summary
This chapter has focused on the role of the regular national and jurisdictional curricula that 
heavily influence mainstream classroom teaching. The approach has been to examine ways in 
which the curriculum can be adjusted to meet the requirements of students with disability, rather 
than developing discrete curricula or teaching models that may exacerbate differences rather than 
enhance inclusion for all students in the class. Strategies that have been examined include the 
adjustment of individual teaching materials through adjusting their readability and through the 

inclusion of language and reading activities that are appropriate to the students’ instructional levels. 
The difficulties of using text-based materials and the challenges of finding suitable alternatives have 
been acknowledged, considering the heavy reliance placed on them, particularly by secondary teachers. 
The rapid expansion of alternative materials through technological sources, such as the internet, is 
expanding options, but these still need adjustments in many cases for students with disability.
The development of units of work to provide a more selective amount of content, coupled with focused 
vocabulary has been suggested as an appropriate approach for mainstreamed classes. While such an 
approach is time-consuming for the individual teacher, the involvement of groups of teachers and whole 
faculties can reduce the burden on each teacher and increase the array of adjusted materials for later 
use. Adjusted curriculum presentation has the potential to increase student involvement and reduce 
disruptive behaviour through teaching at the student instructional level.
The more specific adjustments and modifications required for students with high support needs 
necessitate a greater level of support for classroom teachers. This is perhaps best undertaken through 
collaborative planning with specialist teachers to ensure maximum participation in classroom learning 
and assessment and the possible use of teacher’s assistants to supervise learning activities in the class.
Finally, it is important for the executive and staff to support a coordinated approach to learning and 
teaching adjustments. The following chapter will explore further the interrelated areas of social 
integration and management of the inclusive classroom. 

Discussion questions
1 What topics would you include in a half-day staff development session on adjusting curriculum, 

learning, teaching and assessment for students with disability in your mainstream school?
2 How can you make assessment tasks relevant for all students in the class?
3 What are the types of curriculum, learning and teaching supports required for students with high 

support needs and how can they be provided?

Individual activities
1 Take a topic in your teaching area and identify the ‘must know’ content and the vocabulary that 

should be placed in each of the three categories. Compare your results with those of a colleague.
2 Take an existing teaching material and adjust it for use by students with an instructional level at 

least three grades above or below the grade level for which the teaching material was originally 
designed.

3 Draw a map of your classroom, including seating plan, position of resources – especially technology 
that supports the learning of students with additional needs, and location of students with 
disability and their specific learning needs. Track where you move within the course of most lessons. 
How does your utilisation of space help to meet diverse student needs? Does your classroom space 
encourage diverse students to learn together, allow for targeted grouping of students within lesson 
structures, etc.?
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Group activities
1 As a small group, take a curriculum topic and work through the process of identifying the critical 

curriculum content, adjusting the vocabulary and then developing a series of sample teaching materials 
for the topic that demonstrate the importance of adjusting curriculum, reduced vocabulary and 
appropriate presentation styles. Also prepare an adapted assessment task for the same topic. Share the 
outcomes with other groups in the same or different curriculum areas.

2 Have each member of the group examine a different technological approach to supporting students 
with disability in the classroom (e.g. digital books, iPad applications, Read and Write Gold). Discuss your 
findings with the group and how they could be used in the classroom.

3 Discuss and identify adjustments required for students with special needs, those who are gifted 
and talented and those with an EAL/D background. Share the outcomes and consider how these 
differing needs can be met in an inclusive classroom. ACARA’s Illustrations of Practice (https://www.
australiancurriculum.edu.au/resources/student-diversity/illustrations-of-practice/) include documents 
(e.g. unit overviews) showing the teaching adjustments made within the video samples. Use these as 
a comparison to your own approach. Consider how your future planning might best meet individual 
learning needs within a positive, inclusive climate.

4 Examine and critique ACARA’s CASE Content – Abilities – Standards – Evaluation Planning Pathway 
(https://www.australiancurriculum.edu.au/resources/student-diversity/planning-for-student-diversity/
steps-to-personalise-learning-case/)

Weblinks
ACARA (Australian Curriculum, Assessment and Reporting Authority website – Student Diversity section 
(includes illustrations of practice) https://www.australiancurriculum.edu.au/resources/student-diversity/
AFIRM (Autism Focused Intervention Resources and Modules) https://afirm.fpg.unc.edu/afirm-modules
AITSL (Australian Institute for Teaching and School Leadership) https://www.aitsl.edu.au/research/
spotlight/inclusive-education-teaching-students-with-disability
ASDAN Education for alternative UK curriculum programs http://www.asdan.org.uk/
Center for Applied Special Technology http://www.cast.org
English as an Additional Language or Dialect Teacher Resource. https://docs.acara.edu.au/resources/EALD_
Resource_-_EALD_Learning_Progression.pdf
IES – What Works Clearing House: https://ies.ed.gov/ncee/wwc/
Microsoft alternative pointers add a range of cursor styles, larger icons, the use of inverted colour and left-
handed mouses, to the Windows system http://www.microsoft.com
National Assessment Program: Disability Adjustment Scenarios https://www.nap.edu.au/naplan/school-
support/adjustments-for-students-with-disability/disability-adjustments-scenarios
NCCD (Nationally Consistent Collection of Data on School Students with Disability) https://www.nccd.edu.au/
NESA, Collaborative curriculum planning https://educationstandards.nsw.edu.au/wps/portal/nesa/k-10/
diversity-in-learning/special-education/collaborative-curriculum-planning
NESA, Life Skills https://edvucationstandards.nsw.edu.au/wps/portal/nesa/k-10/diversity-in-learning/
special-education
NESA, Special Education – Year 11 – Year 12 https://educationstandards.nsw.edu.au/wps/portal/nesa/11-
12/Diversity-in-learning/stage-6-special-education
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Group activities
1 As a small group, take a curriculum topic and work through the process of identifying the critical 

curriculum content, adjusting the vocabulary and then developing a series of sample teaching materials 
for the topic that demonstrate the importance of adjusting curriculum, reduced vocabulary and 
appropriate presentation styles. Also prepare an adapted assessment task for the same topic. Share the 
outcomes with other groups in the same or different curriculum areas.

2 Have each member of the group examine a different technological approach to supporting students 
with disability in the classroom (e.g. digital books, iPad applications, Read and Write Gold). Discuss your 
findings with the group and how they could be used in the classroom.
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and talented and those with an EAL/D background. Share the outcomes and consider how these 
differing needs can be met in an inclusive classroom. ACARA’s Illustrations of Practice (https://www.
australiancurriculum.edu.au/resources/student-diversity/illustrations-of-practice/) include documents 
(e.g. unit overviews) showing the teaching adjustments made within the video samples. Use these as 
a comparison to your own approach. Consider how your future planning might best meet individual 
learning needs within a positive, inclusive climate.

4 Examine and critique ACARA’s CASE Content – Abilities – Standards – Evaluation Planning Pathway 
(https://www.australiancurriculum.edu.au/resources/student-diversity/planning-for-student-diversity/
steps-to-personalise-learning-case/)
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Microsoft alternative pointers add a range of cursor styles, larger icons, the use of inverted colour and left-
handed mouses, to the Windows system http://www.microsoft.com
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NESA, Collaborative curriculum planning https://educationstandards.nsw.edu.au/wps/portal/nesa/k-10/
diversity-in-learning/special-education/collaborative-curriculum-planning
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special-education
NESA, Special Education – Year 11 – Year 12 https://educationstandards.nsw.edu.au/wps/portal/nesa/11-
12/Diversity-in-learning/stage-6-special-education
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Paula Kluth - toward inclusive classrooms and communities blog. Rewriting History, and Nine Other Ways to 
Adapt Textbooks: https://www.paulakluth.com/readings/differentiating-instruction/rewriting-history-and-
nine-other-ways-to-adapt-textbooks
Positive Partnerships on Autism Spectrum Disorder for teachers and school leaders http://www.positivepartnerships.
com.au/
Queensland Curriculum & Assessment Authority. IEP: Annotated Sample https://www.qcaa.qld.edu.au/
downloads/p_10/qklg_pd_iep_annoted_samp.pdf
Spectronics – for students with learning difficulties who struggle with reading and writing but are interested 
in technology; it includes an activity exchange for Clicker 4 and Clicker 5, Boardmaker, etc. http://www.
spectronics.com.au/
TIC Talks is an audio podcast that can be listened to on a variety of devices. It focuses on human rights issues, 
inclusion, and sport https://itunes.apple.com/au/podcast/tic-talks-all-about-sport/id738247927?mt=2
VCAA: The Victorian Curriculum http://victoriancurriculum.vcaa.vic.edu.au/
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Guide to the online resources
FOR THE INSTRUCTOR

Cengage is pleased to provide you with a selection of resources  
that will help you to prepare your lectures and assessments,  

when you choose this textbook for your course.  
Log in or request an account to access instructor resources  

at  au.cengage.com/instructor/account  for Australia or  
 nz.cengage.com/instructor/account  for New Zealand.

INSTRUCTOR’S GUIDE 
The Instructor’s guide includes:

• Learning objectives
• Key points
• Suggested responses to Narrative discussion questions and Reflect on this activities 
• Solutions to end-of-chapter activities 
• Chapter video with questions and activities

MINDTAP 
Premium online teaching and learning tools are available on the MindTap platform – the 
personalised eLearning solution.

MindTap is a flexible and easy-to-use platform that helps build student confidence and gives you 
a clear picture of their progress. We partner with you to ease the transition to digital – we’re with 
you every step of the way.

The Cengage Mobile App puts your course directly into students’ hands with course materials 
available on their smartphone or tablet. Students can read on the go, complete practice quizzes 
or participate in interactive real-time activities.

MindTap for Strnadová’s Inclusion in Action is full of innovative resources to support critical 
thinking, and help your students move from memorisation to mastery! Includes:
• Inclusion in Action 6th edition eBook
• Classroom videos
• Revision quizzes 
• And more

MindTap is a premium purchasable eLearning 
tool. Contact your Cengage learning consultant to 
find out how MindTap can transform your course.

COGNERO® TEST BANK
A bank of questions has been developed in conjunction with the text for creating quizzes, tests 
and exams for your students. Create multiple test versions in an instant and deliver tests from 
your LMS, your classroom, or wherever you want using Cognero. Cognero test generator is a 
flexible online system that allows you to import, edit, and manipulate content from the text’s test 
bank or elsewhere, including your own favourite test questions.
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FOR THE STUDENT

POWERPOINT™ PRESENTATIONS
Use the chapter-by-chapter PowerPoint slides to enhance your lecture presentations and 
handouts by reinforcing the key principles of your subject.

ARTWORK FROM THE TEXT
Add the digital files of graphs, tables, pictures and flow charts into your learning management 
system, use them in student handouts, or copy them into your lecture presentations.

MINDTAP
MindTap is the next-level online learning tool that helps you get better grades! 
MindTap gives you the resources you need to study – all in one place and available when you 
need them. In the MindTap Reader, you can make notes, highlight text and even find a definition 
directly from the page.

If your instructor has chosen MindTap for your subject this semester, log in to MindTap to:
• Get better grades
• Save time and get organised
• Connect with your instructor and peers
• Study when and where you want, online and mobile
• Complete assessment tasks as set by your instructor

When your instructor creates a course using 
MindTap, they will let you know your course link 
so you can access the content. Please purchase 
MindTap only when directed by your instructor. 
Course length is set by your instructor.
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Preface
The focus of this book is on how schools can become inclusive communities, providing optimal 
learning environments for a wide diversity of students. The editors and chapter authors have 
a strong view that the basis for inclusive education is good teaching. For this reason, much of 
this book is about teaching rather than about differences or disability. If all teachers focus on 
the needs of the individual students in their classes, inclusive educational processes will follow. 
The concepts presented are about processes such as adapting curriculum to meet individual needs, 
planning teaching strategies, using evidence-based practices, applying whole-school approaches, 
encouraging positive interactions, ensuring smooth transitions and working collaboratively. These 
concepts are as applicable in regular education as they are in ‘special’ education, and they apply 
to students with a wide range of abilities (or disabilities). The book therefore focuses on the 
diversity of students attending regular schools, and the strategies that can be used to optimise 
the educational experiences of all students. As a result, the various chapters in this book include 
reference to Indigenous students, students for whom English is an additional language or 
dialect (EAL/D students), gifted and talented students, and students with a range of additional 
education support needs.

The approach in this book does not generally attempt to link particular teaching strategies to 
particular forms of disability or diversity. It is wrong to assume that identification of a disability 
or additional need will indicate the type of teaching approach to be taken. For example, knowing 
that a student has Down syndrome or cerebral palsy or spina bifida or is gifted and talented 
does not tell us much about the teaching approach we need to take for that student. In some 
situations, particular approaches have proven useful. For example, there are some specific 
suggestions in this book about teaching students who are on the autism spectrum, but even these 
should not be seen as a general recipe. As with any other student, we would want to assess an 
individual student’s current attainments, skills and strengths, and set some educational goals 
based on a broad-based assessment. It is also recognised that there are specialised teaching 
approaches for students with significant sensory disabilities (vision or hearing loss), and 
these are not covered specifically in this text. Teachers can access information about specific 
disabilities when they have a student with that disability in their class, and there are fact sheets 
on disability and diversity on the website. Parents are usually experts on their child’s disability or 
additional needs. The internet is also a source of the most up-to-date information about particular 
aspects of diversity, and website references are provided at the end of each chapter. However, for 
most students, the classroom teaching approach is determined by careful assessment of their 
individual educational needs.

The book is divided into four parts. The first part sets the scene by providing an overview of 
concepts, principles, legislation and policy related to inclusion, with a focus on inclusive practices 
in the school. The second part examines effective teaching and learning practices, including 
curriculum adaptation, planning for teaching and supporting positive behaviour. The third part 
deals with specific difficulties in communication, literacy and numeracy, which occur in many 
students with a disability. The final section examines inclusive practice in three common school 
divisions: early childhood education, primary schooling and secondary schools transitioning into 
post-school options.

The book can be used as the basis for a semester-long course for undergraduate and 
postgraduate students. An online instructors’ manual is available which assists lecturers and 
tutors with end-of-chapter activities and within-chapter discussion questions. There are also 
chapter videos and other instructor resources, and an online course website for students, provided 
by the publishers.
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We wish all readers, whether they be teachers, administrators or prospective teachers, 
successful experiences in their contribution to the development of inclusive classrooms and 
schools.

Iva Strnadová, Michael Arthur-Kelly, and Phil Foreman, 2021

Note on terminology
We respectfully acknowledge that there are differences in the ways people talk about disability. 
Some people with disability prefer person-first language, which emphasises the principle of 
people first, disability second (e.g., a student with intellectual disability). Others prefer identity-
first language (e.g., autistic student). In this book we use person-first language, which reflects 
the predominant usage in the Australian and international context, and aligns with the editors’ 
philosophy. However, respectful of the voices of many autistic people who believe that autism 
makes them who they are, and is therefore a critical part of their identity, we use the term 
‘student on the autism spectrum’, which has been recognised in the latest research (Bury et al., 
2020) as one of the more acceptable terms for this community.

Reference:
Bury, S. M., Jellett, R., Spoor, J. R., & Hedley, D. (2020). ‘It Defines Who I Am’ or ‘It’s Something 
I Have’: What Language Do [Autistic] Australian Adults [on the Autism Spectrum] Prefer? 
Journal of Autism and Developmental Disorders. https://doi.org/10.1007/s10803-020-04425-3

New to this edition
This new edition brings exciting changes. First of all, there is a stronger emphasis on Universal 
Design for Learning (UDL), Response to Intervention (RTI), and evidence-based practices (EBPs) 
as themes woven throughout the book. Furthermore, we have introduced a new chapter, authored 
by Professor Iva Strnadová and Professor Michael Wehmeyer: Chapter 7, ‘Transitions, self-
determination and twenty-first-century skills’. This chapter details critical transitions between 
early childhood education, primary and secondary schooling and developing self-determination 
and self-advocacy in children.
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About the authors
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ROBERT CONWAY died in early 2020 after a short period of illness. The Editors and Contributors 
of this edition wish to pay tribute to his huge contribution to the field of special and inclusive 
education, and extend their condolences to his family. Bob, as he was affectionately known, was 
an Emeritus Professor at Flinders University where he served as Dean of Education from 2007 
to 2012. Prior to this role he was a leader in special education at The University of Newcastle, 
playing several roles including Director of the Special Education Centre, with a background 
as a teacher in both mainstream and special education. His main research centred on the area 
of students with behaviour problems in both mainstream and specialist settings. He worked 
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his field and projects centred on the translation of research to leading practice. Specific areas he 
has worked in include instructional design, professional development for teachers in behaviour 
and communication support, and the identification of curricular and instructional approaches to 
maximise engagement in students with multiple and complex additional needs.

xviiixviii



PHIL FOREMAN is Emeritus Professor of Education at The University of Newcastle. He was Chair 
of the NSW Institute of Teachers from 2007–2013, and was Professor and Dean of Education at 
The University of Newcastle from 2002–2008. Prior to that he was Director of the University’s 
Special Education Centre. He was Editor of the Journal of Intellectual and Developmental 
Disability from 1992–2002, and remains an Associate Editor. He is also an Associate Editor of the 
Australasian Journal of Special and Inclusive Education. He was foundation president of Newcastle 
& Hunter Community Access and Disability Advocacy Service Hunter. He is a Member of the 
Guardianship and Administrative Divisions of the NSW Civil and Administrative Tribunal. In 
2013 he was appointed a Member of the Order of Australia (AM) for services to special education 
and to people with a disability.

Contributors
THERESE M. CUMMING is a Professor of Special Education in the School of Education and 
Academic Lead Education at the UNSW Disability Innovation Institute. Therese is a Scientia 
Education Academy Fellow and has had extensive leadership experiences in learning and 
teaching. Her teaching and research focus on promoting the use of evidence-based practices to 
support the learning and behaviour of students with disabilities and the use of technology to 
create inclusive, accessible, and engaging learning environments.

KERRY DALLY is a senior lecturer in the School of Education at the University of Newcastle. 
She teaches in the postgraduate program in the areas of early childhood intervention, learning 
difficulties, and social-emotional learning and positive behaviour support. She is a past recipient 
of the Australian Resource Educators Association award for excellence in research in the field 
of learning difficulties and the Australian Early Childhood Doctoral Thesis award. Her current 
research interests encompass inclusive education, student self-efficacy and wellbeing, and 
whole-school approaches to creating supportive learning environments.

MICHAEL DAVIES (B Econ, Grad Dip Psych, M App Psych, PhD) is Associate Professor and the 
Program Leader in Counselling at the Australian Institute of Professional Counsellors and an 
Adjunct Associate Professor at Griffith University in Brisbane, where he was an academic for 
30 years. Prior to academia he worked for 5 years as a Counselling Psychologist with long-term 
unemployed adults, those undertaking rehabilitation, and students regarding their vocational 
choice. Seven years working with family members of people with disabilities, and training 
residential staff supporting people with severe intellectual disabilities followed before becoming a 
lecturer. Over 30 years at Griffith University he taught counselling and interpersonal psychology 
among many other subject areas, especially to special education teachers in training. He was 
also Program Leader in Special Education at Griffith University. Since February 2017 he has led 
the team of academics at AIPC and teaches counselling skills and ethics in undergraduate and 
postgraduate courses. His research includes over 70 publications across the interconnecting 
themes of social skills, stress and coping, and transitions from school to post-school life and 
this work has been presented to many academic and practitioner communities nationally 
and internationally.

JUDITH FOGGETT is a lecturer in the School of Education at the University of Newcastle. 
She program coordinates and teaches the undergraduate special education programs and is 
the Program Convenor for the Master of Special and Inclusive Education for both primary and 
secondary special education. Judith’s area of expertise is in the inclusion of students with 
learning and behaviour problems in regular and special school settings, emotional disturbance, 

xixxix

ABOUT THE AUTHORS
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Standards mapping grid
This book is designed to assist readers to achieve the Australian Professional Standards for Graduate Teachers. 
The following grid shows how the content of particular chapters contributes to the Standards.

Professional Knowledge Standards Chapters

1. Know students and how they learn

1.1 Physical, social and intellectual development and characteristics of students 
Demonstrate knowledge and understanding of physical, social and intellectual development and 
characteristics of students and how these may affect learning.

4, 6, 7, 8, 9, 
10,11

1.2 Understand how students learn 
Demonstrate knowledge and understanding of research into how students learn and the 
implications for teaching .

4, 5, 6, 7, 9, 
11, 12

1.3 Students	with	diverse	linguistic,	cultural,	religious	and	socioeconomic	backgrounds	
Demonstrate knowledge of teaching strategies that are responsive to the learning strengths and 
needs of students from diverse linguistic, cultural, religious and socioeconomic backgrounds.

1, 4, 5, 7, 8, 
11, 12, 13

1.4 Strategies for teaching Aboriginal and Torres Strait Islander students 
Demonstrate broad knowledge and understanding of the impact of culture, cultural identity and 
linguistic background on the education of students from Aboriginal and Torres Strait Islander 
backgrounds.

8, 9, 12

1.5 Differentiate	teaching	to	meet	the	specific	learning	needs	of	students	across	the	full	
range of abilities 
Demonstrate knowledge and understanding of strategies for differentiating teaching to meet the 
specific learning needs of students across the full range of abilities.

1, 3, 4, 5, 6, 
7, 8, 9, 10, 
11, 12, 13

1.6 Strategies to support full participation of students with disability 
Demonstrate broad knowledge and understanding of legislative requirements and teaching 
strategies that support participation and learning of students with disability.

1, 2, 3, 4, 5, 
6, 7, 11, 12, 
13

2. Know the content and how to teach it

2.1 Content and teaching strategies of the teaching area 
Demonstrate knowledge and understanding of the concepts, substance and structure of the 
content and teaching strategies of the teaching area .

4, 6, 8, 9, 10, 
11,12, 13

2.2 Content selection and organisation 
Organise content into an effective learning and teaching sequence.

4, 5, 9, 10, 
12, 13

2.3 Curriculum, assessment and reporting 
Use curriculum, assessment and reporting knowledge to design learning sequences and 
lesson plans.

4, 5, 9, 10, 
12, 13

2.4 Understand and respect Aboriginal and Torres Strait Islander people to promote 
reconciliation between Indigenous and non-Indigenous Australians 
Demonstrate broad knowledge of, understanding of and respect for Aboriginal and Torres Strait 
Islander histories, cultures and languages .

1, 8, 12

2.5 Literacy and numeracy strategies 
Know and understand literacy and numeracy teaching strategies and their application in 
teaching areas .

4, 8, 9, 10

2.6 Information and Communication Technology (ICT) 
Implement teaching strategies for using ICT to expand curriculum learning opportunities 
for students. 

3, 4, 5, 8, 12
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Professional Knowledge Standards Chapters

3. Plan	for	and	implement	effective	teaching	and	learning

3.1 Establish challenging learning goals 
Set learning goals that provide achievable challenges for students of varying abilities 
and characteristics.

4, 5, 6, 7, 8, 
9, 10, 11, 12, 
13

3.2 Plan, structure and sequence learning programs 
Plan lesson sequences using knowledge of student learning, content and effective teaching 
strategies .

4, 5, 6, 8, 9, 
10, 12, 13

3.3 Use teaching strategies 
Include a range of teaching strategies .

4, 5, 6, 7, 8, 
9, 10, 12, 13

3.4 Select and use resources 
Demonstrate knowledge of a range of resources, including ICT, that engage students in 
their learning.

3, 4, 6, 8, 9, 
11

3.5 Use	effective	classroom	communication	
Demonstrate a range of verbal and non-verbal communication strategies to support student 
engagement .

4, 5, 6, 8, 12, 
13

3.6 Evaluate and improve teaching programs 
Demonstrate broad knowledge of strategies that can be used to evaluate teaching programs to 
improve student learning .

3, 4, 5, 6, 7, 
9, 10, 11, 12, 
13

3.7 Engage parents/carers in the educative process 
Describe a broad range of strategies for involving parents/carers in the educative process.

4, 5, 6, 7, 8, 
10, 11, 12, 
13

4. Create and maintain supportive and safe learning environments

4.1 Support student participation 
Identify strategies to support inclusive student participation and engagement in classroom 
activities .

1, 3, 4, 5, 6, 
7, 9, 10, 11, 
12,13

4.2 Manage classroom activities 
Demonstrate the capacity to organise classroom activities and provide clear directions .

3, 4, 5, 6, 8, 
12, 13

4.3 Manage challenging behaviour 
Demonstrate knowledge of practical approaches to manage challenging behaviour.

6, 8, 11

4.4 Maintain student safety 
Describe strategies that support students’ wellbeing and safety working within school and/or 
system, curriculum and legislative requirements.

6, 8

4.5 Use ICT safely, responsibly and ethically 
Demonstrate an understanding of the relevant issues and the strategies available to support the 
safe, responsible and ethical use of ICT in learning and teaching. 

4, 8

5. Assess,	provide	feedback	and	report	on	student	learning

5.1 Assess student learning 
Demonstrate understanding of assessment strategies, including informal and formal, diagnostic, 
formative and summative approaches to assess student learning .

3, 4, 5, 8, 9, 
10,12, 13

5.2 Provide	feedback	to	students	on	their	learning	
Demonstrate an understanding of the purpose of providing timely and appropriate feedback to 
students about their learning.

4, 5, 6, 7, 8, 
9, 11, 12, 13

5.3 Make	consistent	and	comparable	judgements	
Demonstrate understanding of assessment moderation and its application to support consistent 
and comparable judgements of student learning.

4, 5, 10
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Professional Knowledge Standards Chapters

5.4 Interpret student data 
Demonstrate the capacity to interpret student assessment data to evaluate student learning and 
modify teaching practice .

4, 5, 6, 8, 10, 
11, 12, 13

5.5 Report on student achievement 
Demonstrate understanding of a range of strategies for reporting to students and parents/
carers and the purpose of keeping accurate and reliable records of student achievement. 

4, 5, 6, 11, 
12

6. Engage in professional learning

6.1 Identify and plan professional learning needs 
Demonstrate an understanding of the role of the National Professional Standards for Teachers 
in identifying professional learning needs .

4, 6, 12

6.2 Engage in professional learning and improve practice 
Understand the relevant and appropriate sources of professional learning for teachers .

3, 4, 6, 8, 12

6.3 Engage with colleagues and improve practice 
Seek and apply constructive feedback from supervisors and teachers to improve teaching 
practices .

3, 4, 6, 12

6.4 Apply professional learning and improve student learning 
Demonstrate an understanding of the rationale for continued professional learning and the 
implications for improved student learning .

3, 4, 5, 6, 
8,12

7. Engage professionally with colleagues, parents/carers and the community

7.1 Meet professional ethics and responsibilities 
Understand and apply the key principles described in codes of ethics and conduct for the 
teaching profession .

1, 2, 4, 6

7.2 Comply with legislative, administrative and organisational requirements 
Understand the relevant legislative, administrative and organisational policies and processes 
required for teachers according to school stage.

2, 3, 4, 6, 13

7.3 Engage with the parents/carers 
Understand strategies for working effectively, sensitively and confidentially with parents/carers.

3, 4, 5, 6, 7, 
8, 10, 11, 12, 
13

7.4 Engage	with	professional	teaching	networks	and	broader	communities	
Understand the role of external professionals and community representatives in broadening 
teachers’ professional knowledge and practice.

3, 4, 6, 7, 8, 
10, 11, 12, 
13
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1 Introducing inclusion in education

2 Legislation and policies supporting inclusive 
practice

3 Practising inclusion in diverse school 
communities

PART A
INCLUSIVE ENVIRONMENTS
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diversity
Reflects the 
wide variation 
in educational 
needs of students 
in contemporary 
classrooms and the 
need to be aware 
of factors related 
to their ethnic, 
cultural and social 
backgrounds, their 
special abilities and, 
if relevant, their 
disabilities.

disability
The functional 
consequence of an 
impairment. For 
example, because 
of the impairment 
of spina bifida, the 
disability may be that 
a person is unable 
to walk without 
the assistance of 
crutches.
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Introducing inclusion 
in education

Iva Strnadová and Phil Foreman

This chapter aims to:
1.1 Provide an overview of principles that underlie inclusive practices
1.2 Explain the concept of disability
1.3 Identify other forms of diversity
1.4 Explain terminology and concepts related to inclusive practice
1.5 Explain the impact of the use of language about disability and diversity
1.6 Locate inclusion as part of a range of educational responses
1.7 Provide an overview of approaches to teaching students with a disability  

in regular classes
1.8 Explore diversity across the lifespan
1.9 Myths and facts about disability and diversity
1.10 Explore the future of inclusion

Introduction
Teachers in the twenty-first century expect to have a diversity of students in their classes. 
The term ‘diversity’ may refer to students’ cultural backgrounds, their social and family 
backgrounds, their ethnic origins, their ability level or their functional level. For classrooms to 
be optimal learning environments, teachers need to understand the diversity of their students, 
and to provide appropriate programs and learning conditions. In the past, many classes in 
Australia and New Zealand were not very diverse, often containing students from similar 
backgrounds and only rarely having a student with a significant disability. However, teachers 
are now likely to have students from many different countries, from varying religious and 
ethnic backgrounds, and from a variety of family arrangements including nuclear families, 
single parent families, shared parenting families, and same-sex parent families. They are 
also likely to, at some stage, teach students with a diagnosed disability. It is the successful 
inclusion of a diversity of students, including in particular those who have a disability, that is 
the primary focus of this book.

Most contemporary classrooms will include one or more students with a diagnosed 
intellectual, physical, sensory or learning disability. The recent Nationally Consistent 
Collection of Data on School Students with Disability (NCCD, 2020) in Australia has also 
highlighted areas of focus such as cognitive, sensory and social/emotional domains, and 
the fact that students may not have a diagnosis and yet have real and important learning 
needs (NCCD uses the term ‘imputed disability’). This inclusion of students with a range of 
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needs that happens in regular classrooms reflects the widespread agreement that people with 
a disability have a right to participate fully in the community. Consequently, many parents of 
students with a disability choose to send their child to their local school rather than to a special 
school or unit. The prospect of having students with a disability in their classes may cause 
concern for some teachers, but these concerns are often misplaced. Good teaching provides 
for the individual needs of all students (see Figure 1.1), and challenges can come from many 
students, including those with or without a disability.

sensory disability
Impairment of vision 
or hearing, including 
deafness and 
blindness.

learning disability 
(or difficulty)
An impairment 
in one or more 
of the processes 
involved in using 
spoken or written 
language. This may 
particularly show 
itself in problems 
with reading, 
writing, spelling, 
speaking, listening 
and mathematical 
calculations. (In 
the UK, intellectual 
disability is referred 
to as ‘learning 
disability’, which is a 
different concept.)

FIGURE 1.1 Good teaching provides for individual needs

Some teachers will find that a child with a diagnosed disability is less challenging than other 
students in the class. The example of Mia, in Narrative 1.1, illustrates this.

NARRATIVE 
1.1

Mia’s considerations
Mia is a 12-year-old girl who is paralysed from the waist down as a result of a car accident  
when she was 7 years old.

She is about to commence at her local high school in a large country town. She uses an 
electric wheelchair. Her academic work is above average. She would like to work on web 
design when she leaves school.

Some planning is needed before Mia arrives. Perhaps a learning support team will be 
established, with Mia, her family, the year teacher and a learning support consultant from 
the school or region. Among the questions the team will consider are: 

• How will Mia deal with the problem of stairs? 
• Are there any obstructions to her wheelchair? 

Students with 
physical disability

3

CHAPTER 1 IntroducIng IncluSIon In educatIon



• Is there a wheelchair-accessible toilet? 
• Does Mia need assistance in using the toilet or accessing other school facilities? 
• Are there special transport needs? 
These considerations will be done with Mia (her active input) and not just about Mia.

DISCUSSION QUESTIONS
1. What are some other questions that Mia and her learning support team will need to 

give consideration to before Mia begins high school?

Most education systems will provide support for the issues raised in Narrative 1.1, and will 
have a procedure for assessing each student’s support needs. However, once these questions 
have been answered and appropriate supports have been put into place, it is likely that Mia will 
cause her teachers fewer problems than many other students in the class, such as those who 
resist teacher authority. Yet there was a time when Mia would have spent all of her school career 
mixing only with other students with a physical disability, simply because the problems she 
has were regarded as insurmountable in a regular school. No-one would suggest that it would be 
reasonable for students to be grouped educationally according to their weight, ethnicity or skin 
colour, so why would it be reasonable for Mia to be grouped according to one specific aspect of her 
humanity (her physical disability)? The same comments apply to Christopher, whose parents’ 
voice is heard in Narrative 1.2, later in this chapter.

In the last 35–40 years, attitudes to disability have changed considerably. Since the 
International Year of Disabled Persons (IYDP) in 1981, it has become more likely that people 
with a disability will have the same choices as people without a disability. Until the later part of 
the twentieth century, many students with a disability either did not attend school or attended 
a separate ‘special’ school. This was part of a general policy of keeping people with a disability 
separate from the so-called ‘normal’ community. As a result, most teachers, other than those who 
had chosen to be ‘special education’ teachers, were unlikely to have much contact with students 
with a disability.

In earlier times, segregation was even more pervasive. It affected all aspects of living. In the 
nineteenth and early twentieth centuries, a range of institutions was developed, some of them 
very large. This was done with good intent, to protect vulnerable people from possible harm or 
abuse in the wider community. This separation was also believed to benefit their families and 
society generally by allowing them to ‘get on with their lives’ without having to worry about 
the child with a disability. It was common for the institutions to be physically isolated from the 
rest of the community, and the treatment of residents was not always kind. Even people who 
remained at home with their families were sometimes hidden away, or expected to mix only with 
other people with a similar disability.

Although some institutions still operate, despite the de-institutionalisation movement that 
focused on closing down all institutions, we now recognise the right of people with a disability to 
make choices in the way they live their lives. It is accepted that most people wish to choose where 
they live, who they mix with, where they work, and how they spend their leisure time. In the past, 
many adults with a disability were separated from the general community in environments that 
gave them little opportunity to make any choices in their lives, even in such routine matters as 
who they would talk to, what they were going to eat or when they would go to bed.
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Changes that have occurred over the last 35–40 years have meant that children and young 
people with a disability generally live at home with their parents, or elsewhere in the community, 
rather than in a large institution. They may also attend the local school. As a result, classroom 
teachers are now likely to have some students with a disability enrolled in their schools and 
classes.

1.1 Principles underlying inclusion
A number of principles have formed the basis of policy and practice for the inclusion of students 
with a disability and other forms of diversity. School systems have used these principles to 
develop system-wide policies; school leaders have used them as a basis for school policy and 
practice, and classroom teachers have used them in the preparation and implementation of 
programs. Five underlying principles are outlined below.

Principles of social justice and human rights
It is now much less likely than it was in the past that people will have their lives restricted 
or determined by their gender, religion, race, ethnicity, sexuality or disability. The changing 
attitudes to disability that have produced changes in education have been part of a broader 
social justice movement, which has led to changes for several minority or disadvantaged groups, 
including women and indigenous peoples. It is now recognised that people with a disability want 
to be regarded as people first; they want to make decisions about their own lives, and they do not 
want these decisions to be solely or primarily based on their disability. Inclusion in education is 
often as much a rights issue as it is an issue of what works best in all circumstances.

These changes in social attitudes have been supported, and sometimes instigated, by 
legislation such as the Disability Discrimination Act 1992 and its related education standards in 
Australia; and the Education Act 1989 and the Human 
Rights Act 1994 in New Zealand. In Australia there are 
five federal anti-discrimination Acts as well as state-
based legislation. Current legislation is discussed in 
more detail in Chapter 2.

Parents, students and policy makers have 
all supported the view that attendance at the 
neighbourhood school is a valued option that, while 
not necessarily mandated, should be available to 
all. This means that all teachers can expect their 
classes to contain students with diverse abilities, 
backgrounds and experiences (see Figure 1.2). As 
a result, teachers need to be able to adapt their 
classroom organisation, teaching methods and 
approaches to provide for a wide range of individual, 
social and cultural differences in students.

All children can learn
Until about 30 or 40 years ago, it was thought that some children were incapable of learning. As 
a result, public school systems in Australia and New Zealand, as elsewhere in the world, provided 
programs only for students who were deemed to be ‘able to learn’.

social justice
A belief system that 
is based on equity, 
human rights and 
fairness for all.

FIGURE 1.2 All classes contain students with diverse abilities, 
backgrounds and experiences
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Students with an intellectual disability were classified, using deterministic labelling, as 
‘educable’, ‘trainable’ or ‘custodial’, depending on their IQ scores (Foreman, 2009). The public 
systems provided programs for those who were ‘educable’ and possibly for those who were judged 
to be ‘trainable’. Other students were regarded as medical ‘cases’ and were not usually accepted 
in the public education system. Until 1972, principals in some Australian states could refuse to 
enrol Indigenous students if there was ‘community objection’ to their enrolment.

However, since the 1970s there has been widespread acceptance that all children have 
capacity to learn, and that all children are entitled to an appropriate publicly funded education 
program. For students with a disability, these programs were initially provided in separate 
schools, especially for students with more severe disabilities. More recently, much education 
has occurred in more inclusive settings, including in regular classes, although separate special 
schools remain an option in some areas.

This is not to say that the learning that takes place is the same for all students. For some 
students with a severe disability, learning to indicate when they are hungry, thirsty or tired, or 
to show a preference for one activity over another will have a significant positive effect on the 
quality of their lives. It is not typical school learning, but it is still learning, and it can be nurtured 
and developed by teachers and other staff in school settings.

Normalisation
Normalisation has formed the basis of the special education policies of most school systems. It 
is a social justice concept based largely on the writings of Bank-Mikkelsen (1969), Wolfensberger 
(1972, 1980) and Nirje (1970, 1985) and has impacted primarily on the lives of people with a 
disability. The concept of normalisation embraces the belief that people are entitled to live as 
‘normal’ as possible a lifestyle in their community. Normal is taken to mean what most other 
people in that culture would prefer to do. It can easily be shown that it is not ‘normal’ for most 
people in Western cultures to live in a dormitory and eat in a communal dining room. It is not 
‘normal’ for adults to have little choice about their daily activities or to be prevented from 
intimate sexual contact. Thus, a residential institution that was influenced by the concept 
of normalisation might change its dormitories into one- or two-person bedrooms, provide 
opportunities for residents to choose and perhaps cook their own food, select their own clothes 
and activities, and interact freely with people of both sexes.

In relation to education, the principle of normalisation suggests that all students should be 
able to attend the neighbourhood school, or perhaps attend an independent school, as preferred 
by students and their families. Wolfensberger later stated that he considered normalisation 
theory to have been ‘subsumed by the broader theory of social role valorisation’ (1995, p. 164), 
which looks at the various ‘social roles’ that people perform; for example, husband, wife, partner, 
friend, teacher, colleague, leader. Some social roles are obviously much more highly valued than 
others. The way others respond to our social roles affects the way we perceive ourselves.

Wolfensberger pointed out that the social roles of people with a disability tend to be poorly 
valued. If people with a disability are to be genuinely included in the community, it is important 
that their social roles are ‘valorised’. This means they need to be given roles and opportunities 
that are valued by the rest of the community. For example, street begging is a very poorly 
regarded activity in almost every culture, with very low status. As such, it would be contrary 
to social role valorisation to have people with a disability raising money for charity by holding 
donation boxes in the street.

Intellectual disability

aboriginal and 
Torres Strait Islander 
students

normalisation
The concept that all 
people, regardless 
of disability, should 
be able to live a life 
that is as normal as 
possible for their 
culture. In education, 
the principle of 
normalisation 
suggests that all 
children should have 
the opportunity 
to attend the local 
school.

social role 
valorisation
A reconceptualisation 
of normalisation by 
Wolf Wolfensberger 
that is based on the 
social role assumed 
by individuals, and the 
value placed on that 
role by society.
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The least restrictive environment
Another principle underlying the movement into regular schools is that of the least restrictive 
environment. This is based on the principle that some environments are intrinsically more 
restrictive than others, and that people’s lives should be restricted to the minimum extent 
possible. Probably the most restrictive environment that we can imagine is a jail, yet for many 
years, large residential institutions for people with a disability have been even more restrictive 
than some jails. Because of the social changes referred to earlier in this chapter, many people 
with a disability in Western countries who previously lived in an institution now either live 
with their families, in group homes, other alternative residential situations or independently in 
the community. The institutions that continue to operate have generally made a large effort to 
provide more choice for their residents, a more normalised lifestyle, and fewer restrictions. Most 
people prefer to live in non-restrictive environments.

School systems usually provide a range of classes and schools to cater for students with 
additional needs resulting from a disability; and in the past some of these have provided very 
restrictive environments. School systems have moved towards improved levels of personal 
participation and control for students, and fewer restrictions. Whereas 30 years ago students 
with a disability were likely to have been placed in one of the first three settings listed below, 
they are now more likely to be in one of the other four settings (Dempsey, 2011). Residential 
special schools are now rare, and fewer new separate day schools are being built. The main 
growth area for separate special schools is for students with emotional or behavioural disorders 
(Dempsey, 2007).

The range of educational settings provided by school systems, from most restrictive (1) to 
least restrictive (7) is as follows:
1 residential school for students with a disability
2 separate special day school
3 separate special school on regular campus
4 special unit located in regular school
5 single special class in regular school
6 single special class in regular school, with part-time regular placement
7 regular class.

There are many variations in the way students use these settings. Some students attend a 
regular class with minimal adjustments by the school, while others need to be provided with 
extensive support including building alterations, equipment, full-time or part-time teacher 
assistants, or specialist advisory services. Other students enrol part-time in a special class and 
part-time in a regular class. The process of deciding the best educational placement for a student 
is often complex. Most schools and school systems see this is ultimately as a parental decision, 
based on advice from educational and health-care professionals. Some parents prefer their child 
to be in a specialised unit which focuses on their special abilities or disability. They believe that 
the child will receive more individual attention in a specialised unit, and that the child’s social 
acceptance will be easier in a separate setting. This is a perfectly legitimate view and, as will be 
shown later in this chapter, there is mixed evidence on what is ‘best’ for the student. However, 
many parents have a very clear view that they want their child to be in the neighbourhood school 
with siblings and other children from the community. Many factors impact on parental choice 
(Byrne, 2013) (see Narrative 1.2, below).

A regular class may not always be less restrictive than a special class. For example, if Mia 
(see Narrative 1.1, above) was in a school that had very limited wheelchair access, she would 

least restrictive 
environment
The opportunity 
for people with a 
disability to live 
in environments 
that give them the 
greatest range of 
choices; that is, the 
fewest restrictions.

residential school
A school that 
includes living or 
boarding facilities.

special unit
A group of two or 
more special classes 
within a regular 
school.

teacher assistant
Person employed 
to assist a teacher 
in the classroom. 
This position is also 
known as a teacher’s 
aide, school learning 
support assistant/
officer, or education 
assistant, but in this 
book the position is 
generally referred to 
as ‘teacher assistant’.
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be in a more restrictive environment than if she attended a school designed to accommodate 
wheelchairs. However, this does not mean that the ideal solution is for Mia to attend a school for 
students with physical disabilities, which would be fully wheelchair-accessible. This solution 
would impose other restrictions. A better solution is that all schools, like other parts of the 
community, should be wheelchair-accessible.

Making a school accessible can be an expensive process. Most school systems design new 
buildings to be as accessible as possible, and older school buildings are then adapted for access 
according to a timetable, or as the need arises. Often, minor adjustments are all that is needed. 
A change in room timetable can mean that a class need not go upstairs or across the playground 
after each lesson period. Most students who use wheelchairs are willing to accept some 
inconvenience while they wait for ramps to be built or for equipment to be purchased. What 
matters most is that there is a welcoming and inclusive atmosphere, and an effort to make things 
work for them. They realise that it takes time for ramps to be installed, or for a piece of chair-
lifting equipment to be ordered or transferred from another school. Narrative 1.2 gives a clear 
picture of the joys and difficulties of educating a child with disability, even when all are well-
meaning and cooperative.

Christopher’s educational journey
Our son Christopher was born in 1987, the youngest of three 
boys. He has Down syndrome, his main difficulty being very 
poor speech. He has a lot to say though, and talks confidently 
to a large range of people, including on the phone to friends 
and family. He loves to speak at public events like weddings 
or birthdays. Chris moves in a lot of social and work spheres 
and even with limited language skills he knows people by 
name, has friendly conversations with them, and is a popular 
member of any group. It is not that hard to keep up with the 
many topics of his conversation, using a mix of guesswork, 
context and knowledge of his life. We have also seen a 
society-wide shift in people’s willingness and openness to 
engage with communicators like Chris. Communication at all 
levels in his life has been a keystone to good outcomes.

We knew when he was born that we would try to give 
him a life and an education as much like his brothers’ 
as possible. Now that he is 29, we can look back on the 
milestones and bumps along the road. Chris was well 

catered for by school and post-school training and education programs because segregated 
and isolationist practices were being phased out, and he had mostly happy and socially 
inclusive experiences during his education. We were, however, motivated to join advocacy 
groups and political campaigns in the ‘90s because change in educational practices and 
funding was slow. It was immensely satisfying to see Australia introduce the National Disability 
Insurance Scheme (NDIS) in 2012. Chris is now part of this, with his own planner and the means 
for us and him to negotiate his future.

NARRATIVE 
1.2

FIGURE 1.3 Christopher at high school
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Chris’ education and pathway through life can be seen in the context 
of his family, school, and societal context, because it is the people 
around him who worked together effectively, who helped him achieve 
what he has. We can highlight many excellent strategies, initiatives and 
programs that have led to his present good adjustment and happy life. 
There are clear guidelines here for good educational practice, but some 
cautionary tales as well.

Long day care
The staff here modelled good play, cooperation and age-appropriate 
expectations for Chris – attitudes that we reminded ourselves and 
others about, as it would have been easy to ‘do too much’ for him and 
delay his learning. At this stage, the staff made adjustments for him 
as needed, and were able to use his desire to join in and belong as a 
motivator. They also actively helped other children to understand and 
accommodate Chris’ unusual speech and behaviours. We found early 
childhood educators, in general, to be open to an inclusive approach, 
and we appreciated the staff’s perseverance in working to achieve a 
cohesive atmosphere. They always took time to tell us something about 
his day that had gone well, so we could talk to him on the way home. We needed to share all we 
knew about his learning for our mutual benefit. Chris was very happy at long day care.

Regular preschool
Before he started school, Chris attended a local preschool two days a week, with funding 
assistance provided for some of those hours. The staff focused on ready-for-school skills, 
particularly writing and drawing and small group work. They used sequenced learning and task 
analysis to work with Chris. Belonging to a group of peers without a disability was great modelling 
for him, and he looked forward to going each day. Staff here also believed in the benefits of 
inclusion. We talked with staff about his progress, and believed he had the basis for fitting into an 
inclusive school setting.

Starting school
Based on the psychometric tests that were part of the enrolment procedure in 1992, we were 
offered a special school for Chris, but asked for, and were allocated, a special class in a regular 
school in another suburb. We were disappointed all the same, because we hoped for – and Chris 
and our middle son expected – that he could attend our local school. Communication between 
preschool, school and placement personnel was nil.

Transition-to-school guidelines were not formalised until 1997 in New South Wales, and 
they are still in development. A NSW Government Standing Committee on Transition in 2012 
recognised the importance of good planning and practices for all times of change in the lives of 
people with a disability. Yet, there is still no legislation in Australia which would clarify transitions-
related responsibilities of all relevant stakeholders, including development of individual transition 
plans (ITPs).

We can vouch for the very different journey that parents embark on when they have a 
child with a disability. Starting school is one of the early major hurdles to get through, and the 
experience can be traumatic. Having older children may only serve to highlight what a different 
world you have entered.

Funding and practice at the time Chris started school was not to the liking of many parents, and 
in 1996 we campaigned for change in an election year under the banner ‘Kids Belong Together’.

psychometric 
tests
Assessments 
that measure 
mental 
states and 
processes. 
Examples are 
intelligence 
and 
personality 
tests.

FIGURE 1.4 Christopher as an adult
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