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How teachers might best be prepared to work in schools with an increasingly 
diverse pupil population is of concern to educational academics, professionals 
and governments around the world. Changes that have taken place in legislation 
and practice often fail to take into account how practitioners can ensure that all 
children and young people are able to achieve. 

The focus of this international text is on innovative practices for preparing 
teachers to work in inclusive classrooms and schools. Drawing on both pre- and 
in-service training methods, the expert contributors to this book follow three 
major themes:

•	 Social and political challenges regarding teacher education – providing a 
historical perspective on the training of teachers, tensions in preparing 
teachers for inclusion, cultural issues, the relationship between educational 
funding and practices and collaborative measures to support a whole-
school approach.

•	 Innovative approaches in pre-service teacher preparation – discussing a 
range of innovative models and approaches used in pre-service teacher 
education courses.

•	 Engaging professional development for in-service teachers – reviewing 
a range of innovative approaches employed to engage working teachers 
and help them establish curricula and pedagogy that meet the needs of all 
students in their classes.

Each chapter includes a list of proposed learning outcomes, a theoretical 
or conceptual framework to help readers develop the proposed innovation, 
an overview of recent research, a review of the research data available and 
a discussion of the international implications and challenges, summarising 
suggestions for a positive way forward.

Teacher Education for Inclusion: Changing paradigms and innovative approaches 
is essential reading for practising teacher educators, school leaders, university 
lecturers in education and postgraduate students.

Chris Forlin is Professor of Special and Inclusive Education at the Hong Kong 
Institute of Education. She has also edited Reform, Inclusion and Teacher 
Education: Towards a new era of special education in the Asia-Pacific region 
(Routledge, 2008).
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Foreword

Throughout the world, inclusive education is increasingly seen as a strategy 
for achieving ‘Education for all’ (EFa) in both rich and poor countries. EFa 
is the united nations initiative calling for the provision of basic education 
for all, which resulted from the World Conference on Education for all 
attended by 150 governments in Jomtien, Thailand in 1990. basic education 
is considered that which is essential for an individual to participate in society 
(unESCo, 2007). although it is often defined by that which is compulsory 
within a country, it is not restricted to age. nor should it be confused, as it 
often is, with universal access to primary education, one of the six united 
nations Millennium Development goals aimed at eradicating poverty. 
basic education may consist of primary education but it also goes beyond 
it by requiring access to a minimum standard of, for example, literacy and 
numeracy for everyone. This is important because not everyone receives a 
basic education even if they have been to primary school. Many millions 
of children and young people in both rich and poor countries do not have 
the opportunity to attend any school, and there are many more millions 
of adults worldwide who are illiterate. among these groups, people with 
disabilities and others who are socially disenfranchised within a society are 
particularly vulnerable.

While EFa is widely associated with universal access to education and 
international concern about the millions of children not in school, equity 
within schooling is equally important. This is because even in countries with 
well-developed compulsory education systems, some children are excluded 
from school, and even when all children are included, some will not have 
positive experiences of education, or much to show for their time in school. 
Thus, EFa is also about equity in education. It is about the creation of forms 
of provision in which all learners are enabled to participate in a full range 
of educational experiences. This increasing awareness of the dual meaning 
of EFa as access to, and equity in education, is further underpinned by the 
conviction that equitable education systems improve social cohesion and 
create inclusive societies. a good quality basic education remains the key 
international policy under which it is believed that disparities between what 
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people have and are able to do, can be reduced in the service of improved 
social cohesion and equality of opportunity. 

The 48th International Conference on Education, Inclusive Education: 
The Way of the Future (unESCo, 2008), called upon the international 
community ‘to adopt an inclusive education approach in the design, 
implementation, monitoring and assessment of educational policies as a way 
to further accelerate the attainment of EFa goals as well as to contribute to 
building more inclusive societies’ (p. 3). Here there is an acknowledgement 
that education is of universal importance because of the role that it is 
thought to play in both achieving a good quality of life for individuals, and 
in achieving economic, human and social development goals for countries. 
The right to education (access) as well as opportunities in education (equity) 
are seen as both a human right and as an important means to achieving other 
human rights, such as development rights. Here again, the ideas of EFa and 
inclusive education as great levellers of opportunity are widely accepted; 
but little attention has been paid to the implications of these ideas for initial 
teacher training and further professional learning of teachers.

yet teachers are arguably the essential ingredients in a quality education 
because schools cannot do without them. other than to note the important 
disparities in teacher qualifications, supply and deployment, however, 
the broader issues of the quality and content of teacher preparation and 
development are not well articulated as part of the EFa agenda. Issues 
pertaining to how well teachers are prepared, and the role they can play 
in reducing inequalities, by virtue of the way in which they undertake 
their work, have remained largely unexplored. It is, therefore, fitting that 
this timely book focuses on the concept of inclusive education in teacher 
education.

Inclusive education is based on the principle that local schools should 
provide for all children, regardless of any perceived difference, disability, or 
other social, emotional, cultural or linguistic difference. Historically this has 
been achieved by different forms of provision for different types of learners, 
based on the idea that some learners need something different from or 
additional to that which is provided to others of similar age, as many country 
definitions of special needs education make clear. Subsequent standards of 
teacher qualification and teacher education have followed this pattern by 
establishing standards for the preparation of teachers by categorical types of 
learners such as primary, secondary, bilingual and special education etc. Such 
qualifications, in turn, reinforce the idea of different types of teachers for 
different groups of learners: for example, primary or secondary, general or 
special education teachers. The problem is that separate teacher education 
programs have been identified as a barrier to inclusion, suggesting problems 
of equity in educational opportunity may be structurally linked to teacher 
education and teacher professional learning.
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The challenge of inclusive education for teachers’ professional learning 
is to develop programs of teacher education that respect and respond to 
human differences in ways that include rather than exclude learners in what 
is ordinarily available in mainstream schools and classrooms. Extending 
what is ordinarily available as opposed to doing something additional to or 
different from is a complex endeavour that requires sensitivity to differences 
between learners without perpetuating the stigmatising effects of marking 
some students as different. at a fundamental level this means shifting our gaze 
from most and some learners to all learners. Teachers who are able to do this 
have changed the way they think about the concept of inclusive education. 
Rather than defend the need to accommodate learner differences, they focus 
on extending what is not otherwise available. Their work is informed by the 
knowledge that it is possible to support the learning of all students. They 
know effective decisions about how to teach are as likely to be informed by 
what is being taught as much as by who is being taught. 

global disparities in educational provision and the differences in teacher 
qualifications and teacher education that exist within and between countries 
and different regions of the world clearly have particular implications in 
different contexts. The problem of teacher shortage in some parts of the 
world, particularly in parts of South asia and sub-Saharan africa where 
it is estimated that millions of new teachers are needed to meet basic 
EFa requirements, put different pressures on national systems of teacher 
education than those of countries where teaching is a high-status occupation 
with good salaries that match the university-level professional credentials 
that are required. For example, a model of teacher education that works well 
in Finland is not what is needed in Kenya. yet, in the global society there 
are also unprecedented opportunities for teacher educators to engage with 
the dual meanings of EFa and inclusive education and to consider common 
themes. a green Paper on Teacher Education in Europe (buchberger et 
al., 2000) found many common patterns and trends across universities in 
different countries that prepare teachers. Even in countries that do not 
require that teachers be prepared at university level, there are common 
trends and patterns in training. For example, the preparation of primary 
teachers is often more focused on practical training and less influenced by an 
academic tradition than that required for teachers who work at secondary 
levels. While the form and structure of teacher education varies both within 
and between countries, there are many common issues and challenges of 
providing a good quality basic education for everyone. one of the greatest 
challenges for teacher education is posed by the demands of inclusive 
education. 

This book grew out of a set of invited papers that were initially presented 
in november 2008 at an international colloquium on teacher education for 
inclusive education hosted in Hong Kong by the Division of Special Education 
within the Department of Educational Psychology, Counselling and learning 
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needs at the Hong Kong Institute of Education. The colloquium focused on 
innovative approaches for preparing teachers to work in inclusive classrooms 
and schools and included papers on both programs of initial teacher 
education and life-long teacher professional learning. The book argues for a 
paradigm shift in both forms of training and calls upon teacher educators to 
ensure that theory and research on inclusive education is more clearly linked 
to the practice of teachers. While this is easier said than done, the book takes 
an important step forward in exploring how teacher education can and is 
being reformed in support of the EFa agenda and in what this means for 
preparing teachers for inclusive education. 

lani Florian
university of aberdeen, Scotland
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Preface

While the movement towards establishing more inclusive schools has been 
along a fairly distinctive trajectory, teacher education for inclusion has not 
always been as clear-cut. To ensure that teachers are appropriately prepared 
for working in diverse classrooms there needs to be a paradigm change in 
the focus of their training. both initial teacher education (ITE) and ongoing 
professional learning (Pl) must become more innovative and ensure that 
theory and research are better linked to actual practice. This book addresses 
this need in profound ways. The book has three distinct parts. The first part 
focuses on the broad issues associated with teacher education for inclusion and 
considers four inclusion contexts of curriculum, politics, cultural diversity, 
and training. The second part discusses a range of innovative practices during 
ITE for preparing new graduates to become productive inclusive teachers. 
The final part reviews a collection of innovative Pl activities that support a 
teacher’s life-long learning needs.

The first part commences with a discussion about why and how ITE 
should be reformed in order to better prepare teachers for inclusion. a 
“whole-faculty approach” is posited by Chris Forlin to facilitate the way in 
which an inclusive curriculum can be embedded across all discipline areas. 
Roger Slee then provides a critical review of the complex political economy 
of inclusive education and how exclusion continues to rampage though the 
schooling system. He subsequently invites those engaged in ITE to consider 
the nature and form of the environment in which they work and what kinds 
of knowledge, skills, and dispositions should be taught to prepare teachers 
for inclusion. 

The issues of cultural difference are addressed by Richard Rose and Philip 
garner as they explore how their university has adopted an international 
perspective for postgraduate courses in education. This confirms the 
importance of learning about inclusion from both a theoretical and practical 
stance which allows opportunities for in depth analysis of teachers’ diverse 
cultural contexts. The final chapter in this first part by Chris Forlin and Dinh 
Thi nguyet explores how a country with limited experience in inclusion set 
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out to train teacher educators so that they can provide appropriate ITE in 
inclusive education to all new graduates.

Each chapter in the second part of the book is unique in its attempt to 
address a different aspect of preparing teachers for inclusion. Together 
these programs provide a large and eclectic collection of tried and tested 
innovative approaches that can be employed by teacher educators during 
ITE programs. all innovations have been implemented and trialled by the 
authors who provide realistic evaluations of their successes and the challenges 
they face in supporting the preparation of teachers for inclusion. Many of 
the authors have endeavored to personalize their writing by discussing their 
own experiences. This brings an incredible depth of realism to the proposed 
learning experiences. 

Martyn Rouse commences Part II by reviewing the task for ITE and what 
it means to provide inclusive education. He suggests that in order to prepare 
teachers, inclusion must be conceptualized in such a way that all teachers see 
it as their responsibility. Thus ITE must equip them in all aspects of knowing, 
doing, and believing; by focusing on learning opportunities that reflect a 
sociocultural perspective. Tim loreman similarly focuses on the need to 
ensure new graduates have the appropriate attitudes, skills, and knowledge 
to become inclusive teachers. He proffers the use of a content-infused 
model that aligns inclusion within all disciplines, demonstrating that this 
should be part of the everyday life of a teacher. While acknowledging that 
skill development is important, Federico Waitoller and Elizabeth Kozleski 
suggest that this alone is not sufficient to prepare teachers for diversity. They 
discuss an initiative that involves the partnering of university and schools. 
This enables pre-service teachers to address the key questions of identity, 
culture, learning, and assessment through school-based experiences that are 
moderated and mediated by both faculty and school staff. 

It is interesting to note that a number of these innovations had their origin 
in the medical profession. The use of collaborative decision making, real case 
studies, and reflective practices were all born from medical practices and have 
subsequently been adopted by education. Developing a sense of empathy 
and a better understanding of the special educational needs of learners is one 
aspect of ITE that has not always been highlighted. The next four chapters 
all consider practical and authentic approaches for embedding these ideals 
within initial programs. a triad of inclusive experiences is presented firstly 
by Dianne Chambers and Chris Forlin as a model for providing sufficient 
and varied opportunities for pre-service teachers to engage with people 
with diverse learning needs, and to explore and develop positive personal 
beliefs and attitudes about inclusion. a program for fostering empathy and 
understanding towards parents of learners with a disability is provided 
next by Kate Scorgie. This innovative program involves using genuine case 
studies whereby pre-service teachers are invited to enter empathetically 
with a parent of a child with a disability using a participative pedagogical 
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approach. Each participant becomes the parent of a virtual child and over 
their course of study is involved in the child’s development from before birth 
to adolescence. garry Hornby further explores how pre-service teachers can 
be prepared to work collaboratively with parents. He proposes a theoretical 
model for enhancing empathy and outlines the attitudes, knowledge, and 
skills needed by teachers during their training to achieve this. based on 
the premise that positive beliefs and attitudes of teachers are critical to the 
success of inclusive education, umesh Sharma proposes the use of reflective 
practice during ITE. He argues that using reflective practice allows teachers 
to become more open-minded, responsible, and committed to an inclusive 
philosophy. He suggests a number of components that could be employed by 
teacher educators. 

The need for teachers to work more collaboratively has become a major 
feature for the 21st century. as teachers increasingly need to be able to work 
productively with other staff in inclusive classrooms, Mian Wang and Paul 
Fitch discuss a distinctive five-year ITE program that focuses on collaboration 
and co-teaching. The creation of collaborative learning communities is 
similarly the focus of the development of an e-learning program shared 
by Paul bartolo. The model he describes is particularly useful as it was 
developed and employed across seven different countries, with all materials 
being produced in seven different languages; thus the intercultural context 
was visible and inclusive, providing opportunities for dynamic interactions. 

The final chapter in this part provides an excellent conclusion by 
offering a flexible framework for evaluating ITE programs. Spencer 
Salend has considered seven critical aspects of inclusive ITE and provided 
a comprehensive evaluative outline that includes sample questions and 
potential data sources to examine and improve the effectiveness of such 
programs. 

Part III has its focus on groundbreaking practices for the Pl of practising 
teachers. Many of these report on models for supporting system-wide Pl 
of teachers and provide approaches that link this to formalizing it though 
postgraduate studies. 

organizing Pl to meet the diverse needs of teachers undertaking further 
study can be quite challenging. Doing so in an online environment while 
endeavoring to apply in practice the theory being espoused, poses even 
greater challenges. The first three chapters in this part discuss the use of online 
Pl programs to upskill teachers for inclusion. adrian ashman commences 
this part with an open and honest discussion about how he attempted (and 
succeeded!) in employing key elements in his own teaching that guide and 
promote inclusive practice in schools. The online course discussed by Phyllis 
Jones is designed to engage teachers in learning about including students 
with intellectual and developmental disabilities. She employs a blackboard 
environment to provide substantive content and utilizes Elluminate to 
allow virtual meeting and dialogues between teachers and their faculty. 
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Ismael garcía Cedillo and Todd Fletcher also discuss a national project that 
was developed in Mexico from an analysis of teacher needs and offered 
as a modular approach using online learning. Their model trained many 
teachers over an extended period of time. using online technology demands 
considerable commitment and these authors all provide words of wisdom to 
those who wish to engage in this type of Pl.

State-wide Pl is similarly a challenge for education systems especially 
when large numbers of teachers are involved. The next four chapters discuss 
how universities can link with schools and other stakeholders to achieve this. 
bob Conway commences by presenting two Pl models that he has developed 
and implemented that focus on the needs of individuals and schools as they 
aim to support students with challenging behavior. Joanne Deppeler then 
outlines an alternative way for engaging teachers in postgraduate study by 
involving them in a project aligned with values of social justice and the goal 
of improving outcomes for students. Her lInC project responds to inclusive 
education reform by employing a collaborative inquiry approach to support 
teachers to understand, articulate, and change their practices. a similar 
philosophy was adopted by Elizabeth o’gorman in the intensive year-
long project she discusses. The process involved a full-time four-ply model 
that interwove the strengths of a collaborative approach between teachers, 
the school community, tertiary institutions, and the local department of 
education to promote inclusive education.

another form of collaboration is that of involving students with SEn 
in decision-making. leena Kaikkonen explores how students with SEn 
were involved in decisions regarding their first opportunity to participate 
in a vocational education course. This experience not only enabled their 
inclusion, but also the Pl of teachers was enhanced as their attitudes become 
more positive and their pedagogical skills were improved. 

In the move towards inclusion, teachers find they are invariably working 
with students who are culturally and linguistically diverse. Thus, Pl must 
instill not only an increased understanding of multiculturalism, but also 
respect for cultural diversity. The last four chapters consider approaches 
that adopt culturally responsive practices to diversity. The initial chapter by 
Elizabeth West explores how by listening to the voice of teachers Pl courses 
can be developed to support them in becoming culturally responsive in 
inclusive environments. Three country examples then discuss how different 
educators have aimed to do this. Huan Song provides an example of how 
inclusion in China is facilitated though the “learning in Regular Classrooms” 
approach and how this aims to address the cultural difficulties they face in 
catering for diversity. Pennee Kantavong and Suwaree Sivabhaedya similarly 
review cultural challenges in Thailand when implementing Pl for teachers, 
administrators, and parents to support the development of inclusion. Kuen-
Fung Sin and his team finally consider the programs they have initiated for 
government teachers in Hong Kong.
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While educators have espoused the need to better prepare teachers for 
inclusion there has been a general tardiness about providing good examples 
of such practice. This book admirably fills this void. Within its pages there is 
to be found a wealth of practical and realistic approaches that can be adopted, 
customized and further developed to meet the diverse sociocultural needs 
found across different tertiary and education systems. These ideas are all 
firmly grounded in theory, yet provide well-researched practical approaches 
for educators to embrace.

as the editor of this collection of chapters, I am both humbled by the 
incredible work that is being done by these educators in their support for 
inclusion and exhilarated by the possibilities that are laid before me. I hope 
that this eclectic array of programs for preparing teachers for inclusive 
practices will similarly impress and excite you and leave you eager to embrace 
some of these ideas. The authors invite your reflections, thoughts and further 
suggestions and encourage you to dialogue with them in changing training 
paradigms to better prepare teachers for embracing inclusive education.

Chris Forlin
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Chapter  1

reframing teacher 
education for inclusion

Chr is  For l in

Learning outcomes

•	 understand the inclusion movement and the need for appropriate 
teacher education.

•	 Knowledge about training programs for preparing teachers for 
inclusion.

•	 Information about how initial teacher education (ITE) can be reframed 
to address the changed training needs of teachers for inclusion. 

Introduction

This chapter will focus on the major changes in teacher education that have 
occurred regarding preparing teachers for inclusion. It will consider how 
programs at universities, teacher training institutions and colleges can be 
reframed to prepare teachers to provide appropriate education provision 
for students with disabilities and other diverse learning needs as education 
transitions towards a more inclusive approach to schooling. The degree to 
which teacher education has kept pace with societal changes and community 
expectations in the new knowledge-based paradigm will be considered and 
insights will be provided into what might be required to ensure a better 
match between teacher education and the needs of students in today’s world. 

teacher education

Teacher education has been in the frame for considerably longer than the 
last century; yet how much has this frame changed during this time? Societal 
and political changes have been vast and far reaching, as have advancements 
in technology, science, medicine and the humanities. Major changes 
have occurred in the movement towards more democratic and equitable 
educational opportunities and in the clientele group for mainstream schools; 
but what has changed in teacher education? While there is enormous 
diversity across the world in the needs of students and in the way they 
respond to their teachers and there is a general acceptance that these needs 
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have become more intense, demanding, and more difficult to respond to 
placing considerable demands on teachers; there has been relatively little by 
way of radical changes to teacher preparation and professional development 
to facilitate this.

In many western countries, student expectations have made teaching 
very challenging, resulting in a teaching profession that is disillusioned and 
despondent with students becoming disenfranchized with schooling, either 
dropping out or making life extremely unpleasant for their teachers (Rose 
and Jones, 2007). In less-developed countries, many learners are receiving 
free education for the first time, resulting in the need to provide education 
for large numbers; frequently without a strongly developed infrastructure 
and with teachers who are poorly trained and ill equipped to deal with their 
diverse needs (Du Toit and Forlin, 2009). 

Coupled with these changes has been a far-reaching paradigm shift in 
the education of students with disabilities and other special needs (ainscow, 
2003). In recent years enormous transitions in thinking, expectations and 
opportunities have occurred. Traditionally, students with specialized needs 
were educated in segregated facilities, often categorically aligned so that they 
could be educated with their own kind. over the past 40 years there has been 
an evolution from segregated to inclusive placements, which has resulted in 
complex and often difficult changes in the way schools operate and in the 
expectations for teachers (Forlin, 2006). Inclusive education, while initially 
focusing on providing for students with disabilities in mainstream schools, 
now encompasses a much broader definition that refers to all children who 
may have been historically marginalized from meaningful education, who 
come from varied multicultural and multi-diverse backgrounds, or who are 
at risk of not achieving to their potential. 

Even though teacher education has also exhibited changes, have these 
really kept up with the pace of change that is occurring and in particular 
in preparing teachers for the diversity of student populations to be found 
in mainstream schools? In preparing teachers for inclusion there are many 
tensions that need to be surmounted as institutions grapple with how they 
can allocate sufficient time to all aspects of teacher education and as they 
decide to which areas they will place most resources (Chong et al., 2007). 
one of the major time barriers would seem to be the expectation that in 
order to learn about inclusion this must occur in a segregated course, rather 
than being embedded within the regular curriculum. not only does this 
involve extra time but it continues the myth that inclusion is different from 
regular education and that it can only be taught by specialists. How can 
teacher education be reframed to overcome these challenges? 
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the transit ion to inclusion

The inappropriateness of special classes for students with mild mental 
retardation and the efficacy of self-contained classrooms were first challenged 
by Dunn in 1968. Dunn proposed that the resource teacher whose role was to 
withdraw children with special needs for separate work should be retrained 
to support general educators. He proffered that their new role would be 
to “… develop instructional materials and lessons for implementing the 
prescription found to be effective for the child and to consult and work 
with the other educators who serve the child” (Dunn, 1968, p. 14). Dunn 
also noted that many of the children found in special education were from 
low-status backgrounds including over-representation of ethnic minorities 
and poor families. a clear transition in role was posited with the special 
education teacher functioning as part of and support for general education 
rather than perpetrating a segregated form of education. 

Dunn’s proposal was followed rapidly by another influence. In 1970 Deno 
was one of the first to raise the question as to whether special education 
needed to exist at all as a separate administrative system. His work saw the 
emphasis on a medical model of disability begin to shift towards a social 
model when he proposed that:

The viewpoint must switch from the present fix on pathology, which 
points the accusing finger of cause at the child, to approaches which 
emphasize the fact that the problem is not in the child but in the 
mismatch which exists between the child’s needs and the opportunities 
we make available to nurture his self-realization. 

(Deno, 1970, p. 229) 

both of these writers (Deno, 1970; Dunn, 1968) together with the 
civil rights movements out of the uSa and the start of the normalization 
movement from the Scandinavian countries had an enormous impact on the 
development of the inclusive movement. There would seem little doubt now 
that inclusive education has become the catch-phrase of the 21st century. The 
philosophy of educating all students regardless of SEn within the mainstream 
environment is now firmly established as the education of choice for many 
jurisdictions (Winter, 2006). With such a change in philosophy regarding the 
education of students it follows that a traditional homogeneous approach 
to teaching is no longer viable. as classrooms become more heterogeneous 
teachers require different skills and pedagogies if they are to ensure that all 
students are able to access the curriculum.
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teachers’  perceptions about inclusion

It would seem generally accepted that for inclusion to be effectively 
implemented, policy promoting inclusive schooling must be supported by 
teachers who have the knowledge, skills and competencies (Winter, 2006) and 
an appropriate positive attitude (avramidis and norwich, 2002) to sustain 
this paradigm shift. With the majority of students who were historically 
excluded from mainstream schooling now being able to access their local 
schools in most western jurisdictions and increasingly across the asia-Pacific 
region and throughout developing countries, teachers are indisputably key 
players in enabling this, therefore their feelings, attitudes and apprehensions 
about inclusion must be appropriately addressed.

In 1996, a large meta-analysis of 28 studies investigating teachers’ 
perceptions of inclusion by Scruggs and Mastropieri (1996), reported that 
while 65 per cent of the more than 10,000 teachers they surveyed supported 
the concept of inclusion only approximately 30 per cent believed they 
had appropriate training or skills or sufficient resources to enable them to 
implement it. according to a later extensive review of literature on inclusion 
undertaken by avramidis and norwich (2002), resistance to inclusion is 
noticeably less when teachers have obtained special education qualifications. 
yet while most teacher education has changed in recent years to incorporate 
some content knowledge about diversity and inclusion, newly qualified 
teachers in many jurisdictions still suggest that they are unprepared for 
working in inclusive schools (Winter, 2006) and many teachers enter the 
profession with little understanding of inclusion (booth et al., 2003).

teacher att itudes

The attitude of teachers towards including students with disabilities in their 
mainstream classes is steadfastly established in the literature as a key element 
in furthering inclusive practices (Sharma et al., 2008). The training of teachers 
in preparation for inclusion is, for that reason, recognized as a critical factor 
in addressing attitudes and in promoting a greater commitment to inclusion. 
Indeed, many have argued that initial teacher preparation is the decisive 
factor in developing efficacious teachers who are confident in their own 
ability to teach all students; willing participants in the inclusive movement; 
and prepared to be engaged in education reform towards inclusion (Forlin, 
2008).

opportunities to engage with people with disabilities and their advocates 
during initial teacher training has provided an avenue for addressing 
negative attitudes towards people with disabilities and for encouraging a 
more positive position towards inclusion. Providing innovative programs 
that encourage and support pre-service teachers working with students 
with disabilities and providing opportunities for them to engage with self-
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advocates within the community are approaches that have been adopted 
successfully (Forlin, 2003). Similarly, increasing social contact with children 
with special needs during training has resulted in a positive influence on 
attitudes towards inclusion and a greater willingness to become involved 
with inclusion (Sharma et al., 2008). While developing more positive 
attitudes towards inclusion though, this also has the potential to heighten 
pre-service teachers’ concerns (Chong et al., 2007). 

teacher preparation programs for inclusive 
education

Teacher preparation for inclusive education is usually offered either as 
part of initial training or as ongoing professional learning for teachers. In 
most jurisdictions initial training consists of either a three- or four-year 
undergraduate degree; a four- or five-year double degree; or a one- or two-
year postgraduate degree in education. In some instances, for example in 
England, it may alternatively be provided within a school in collaboration 
with a registered training institution, as participants take an active role within 
a school (booth et al., 2003). Traditional teacher preparation programs 
entail both course work and teaching practice, whereas alternative teaching 
courses typically target post-degree students who seek a faster pathway into 
teaching; which may offer only limited on-site practice (boe et al., 2007). 
There are of course still some countries where teachers receive no formal 
training. 

This difference in preparing teachers will impact significantly on the 
amount of time that can be dedicated to strategies for supporting students 
with diverse learning needs (Winter, 2006). a review of provision for special 
education in initial training courses in Ireland identified three models that 
would seem to reflect other systemic approaches; a single unit of study 
delivered by specialists; infused study across all curricula areas; and a 
combination of both. When teachers are asked about their most preferred 
methods for preparing them for inclusion they suggest that direct teaching 
experiences with children with special needs, in-service training and 
attending university courses are mainly favoured (avramidis and norwich, 
2002). It is nevertheless acknowledged that while teachers may receive some 
formal training in preparing them for inclusion, “[m]ost teacher education 
is informal and unplanned, as teachers learn through experience with and 
from colleagues, students and others, in settings that may be both literally 
and metaphorically far removed from lecture rooms or classrooms” (booth 
et al., 2003, p. 3). This strongly supports the argument that there must be 
a greater link between teacher training institutions and schools themselves 
and greater cross-pollination between special education and other disciplines 
during initial training in order to better prepare teachers for the reality of 
the inclusive classroom.
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reframing teacher education

booth argued in 2003 that organizations that train teachers need to reflect 
upon their own views and begin a “… more structured representation of 
what inclusion might mean for the development of a complex institution of 
higher education” (p. 55). at that time he considered the barriers to inclusion 
within teacher education institutions to be formidable and in conflict with 
the accountability culture and managerialism. He further proposed that 
this “… requires that we replace a discourse fuelled by power with rational 
argument and explicit discussion of values, so that the development of the 
institution can be based on principled action” (booth, 2003, p. 56). There 
is little evidence to suggest that six years later much has changed for most 
institutions where disciplines continue to exist in isolation and where special 
education is still an additional unit of study (if available), taught in segregated 
classes by so-called specialists. 

In order to ensure that inclusion becomes an acceptable philosophy for 
teacher preparation institutions, teacher education needs to be reframed. 
This can be done by offering a parallel to the Whole School approach 
(WSa) that leads the inclusive movement in schools, by developing a Whole 
Faculty approach (WFa) that mirrors, in teacher education institutions, 
the inter-curricular collaborations to be found within effective inclusive 
schools. While faculties continue to be organized into departments, divisions 
and narrowly defined discipline areas, and special education is taught as a 
separate curriculum, there is no common understanding of what constitutes 
an inclusive curriculum or what the aims should be in furthering this. In 
1995, Hargreaves referred to this as “balkanizing”. Today, the relentless 
fragmenting of training into disciplines perpetuates this balkanized focus 
on narrow and discrete curricula which continues to endorse and promote 
autonomy that does not allow for the development of a common inclusive 
agenda. 

Employing a WFa would encourage a deeper questioning of normative 
assumptions in relation to the purpose of education in each curriculum area. 
It would also allow the new demands for knowledge to be articulated within 
a wider debate about societal and political commitments to education in 
order to provide more equitable educational opportunities for traditionally 
disadvantaged groups. The new knowledge required by teachers in the 21st 
century to enable them to foster inclusive schools must be grounded by 
a stronger understanding of the need to provide multiple outcomes from 
education that respond to the diverse range of intelligences to be found 
within the new school structures. To be successful this approach must be 
adopted by all discipline areas and not left to traditional special education 
courses to implement. 

To expect to prepare teachers for inclusive practices while training 
institutions persist in offering a segregated curriculum-based course that 
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sees inclusion or special education as being outside of the core syllabus is 
fraught with erroneous arguments and likely to maintain the exclusion of 
disadvantaged groups. If courses on inclusion continue to be presented in 
isolation then how can teachers be equipped for developing an inclusive 
curriculum which by its very nature is multi-diverse? While acknowledging 
that withdrawing all specialized units of study in special and inclusive 
education has the potential to lose sight of the need for some focused 
learning, inclusion cannot be taught in isolation and such programs must be 
supported by corresponding work within and across all curriculum areas. 
This clearly requires a WFa if it is to be successful. 

While teacher preparation courses must have an appropriate curriculum it 
is also critical to ensure that they utilize appropriate pedagogy that wherever 
possible reflects the type of pedagogies to be employed in an inclusive school 
(Forlin, 2008). based on an analysis of a very large data set of teachers with 
one to five years teaching experience (N = 10,952), boe et al. (2007) set out 
to investigate to what extent preparation in pedagogy and practice teaching 
as compared with only content knowledge contributed to a highly qualified 
teacher status. Their results unequivocally demonstrated that teachers 
with extensive preparation in pedagogy (e.g. selecting curricular materials, 
planning effective lessons, employing a range of instructional strategies and 
assessing students) and practice teaching (taken within a school environment) 
received significantly higher levels on their full certification than those with 
little or no preparation in these areas. Such practice regarding learning 
inclusive techniques cannot occur in isolated study but must be infused 
within and across all discipline areas.

In addition, how can an inclusive philosophy be promoted when many 
universities and colleges themselves adopt an exclusive attitude towards 
whom they will select to train to become a teacher? as suggested by Ware 
(2003):

… if we refuse to examine the workings of privilege, entitlement, 
elitism and exclusion embedded in teacher education programs then it 
is doubtful that teacher educators can meaningfully inform the curricula 
and pedagogies necessary to support inclusion … as more inclusion 
proponents attempt the challenge of institutional reform in their own 
departments and programs the cluster of attributes that contribute to 
the locus of exclusion embedded in society will become more readily 
transparent and with any luck more swiftly extinguished. 

 (Ware, 2003, p. 161)

Policies and documents that regulate or dictate teacher education 
appear to embrace the concept of inclusion; although deconstruction of 
such documents, while confirming that they generally provide positive 
attempts to ensure quality of training, usually results in rhetoric of practice 
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that enables ethical but not genuine inclusive preparation (booth et al., 
2003). The development of an inclusive pedagogy within teacher training 
organizations requires a dual policy focus. one aspect is to ensure that 
curricula taught within initial teacher education courses address the needs of 
teachers to prepare them to cater for multicultural and multi-diverse school 
populations. The other requires them to adopt an inclusive stance that 
encourages and enables equitable systems of teacher education by enrolling 
pre-service teachers from minority groups and by providing appropriate 
accommodations for them. according to ballard (2003) the latter would 
require much more than local changes as “[t]o challenge cultural ideology 
that created poverty and sustains institutional racism requires … political 
action” (p. 74).

Conclusion

To reframe teacher education and to ensure a better match between courses 
at universities and colleges and the reality of teaching in multicultural and 
multi-diverse schools in the 21st century requires extensive dialogue around 
inclusion employing a WFa. Teacher education needs to be more forward 
thinking and focus on preparing teachers for potential challenges, rather 
than providing rhetorical and homogeneous curricula that perpetuate the 
status quo of teacher training within narrowly focused specific disciplines. 

Teacher preparation for inclusion requires a more open and collaborative 
approach by faculty engaging amongst themselves in dialogue about the new 
knowledge required by teachers and how an inclusive curriculum can be 
offered within each discipline that will address previous disadvantage and 
ensure more equitable opportunities for all students. Special education must 
become infused within all curriculum areas and diversity accepted as the 
norm for preparing teachers to work in classrooms of the future. 

It also requires greater collaboration with schools to make sure 
that training courses are actually meeting the real needs of teachers in 
heterogeneous classrooms. Teaching in inclusive schools is complex and 
multilayered. It requires teachers to be able to address cultural issues 
(attitudes, values, beliefs) and systemic factors (time, resources, support). In 
addition to having sufficient discipline knowledge it requires them to make 
suitable accommodations, modify curricula to meet the multiple needs of 
diverse learners and utilize different pedagogies to enable effective learning 
outcomes for all students. These must all be addressed if teacher education 
is to be appropriately reframed to facilitate preparation that is inclusive, 
contemporary, innovative, realistic and manageable for teachers in today’s 
schools while accommodating the diverse learning needs of all students.
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Chapter  2

Polit ical  economy, 
inclusive education and 
teacher education

Roger  S lee

Learning outcomes

•	 appreciate the ubiquity and complexity of exclusion and disadvantage.
•	 understand the way in which funding models for special education 

needs (SEn) or inclusive education reinforce deficit notions of students 
and frame approaches to teaching and learning in schools.

•	 an awareness of the practical value of contextualizing exclusion.
•	 Formulate an agenda that assists in thinking of teacher education 

beyond special and regular education.

Introduction

It may seem a stretch to offer a discussion of political economy in a book 
on inclusive schooling and teacher education. after all are not inclusive 
education and the professional education of a teacher workforce simply a 
technical matter of equipping people to work with and benefit from the 
differences that children bring with them to the classroom? Should not our 
concern be with ways of adding to and organizing resources to make schools 
more effective for students with SEn? Therefore, should not the purpose 
of the book be further development of skills to enhance the performance of 
teachers in classrooms? 

My questions are of course tactical. This chapter contends that a number 
of assumptions precede this predictable set of questions that ought to be 
identified and interrogated. This line of interrogation will undoubtedly 
distress those looking for off-the-shelf solutions. The conundrums presented 
by the aspiration for an inclusive education are, in the first instance, political 
and cultural. Thereafter come the more contingent set of technical questions 
including: how do we prepare a professional workforce (teachers, education 
administrators, classroom assistants, school support workers) for the changed 
order of schooling? 

organized into three sections, this chapter forms an invitation for 
those engaged in initial and continuing teacher education, and indeed 
the professional learning of all those involved in the education sector, to 



14 Roger Slee

consider the nature and form of the environment that they work in and 
subsequently what kinds of knowledge, skills and dispositions ought to be 
cultivated through teacher education.

The first section of this chapter will briefly consider the complex political 
economy of inclusive education. This is followed by some stipulations to 
impose order on the conceptual minefield of inclusive education. Here I will 
take my cues from the work of george orwell (1984), basil bernstein (1996) 
and alain Touraine (2000) to argue two propositions: 

•	 The language of ‘inclusive education’ has been dulled and become 
deliberately vague through popular, overreaching application.

•	 Exclusion is ubiquitous and it is anti-democratic. Inclusion is an 
element of a democratic education or as Tony Knight (1985) suggested 
‘an apprenticeship in democracy’.

Preparing teachers for inclusive education is not achieved by grafting 
courses of special education onto the teacher education program. The 
concluding part of the chapter forms no real conclusion at all. Rather it 
suggests some principles and frameworks for our collective consideration 
as we apply civil sensibilities to rebuilding teacher education to a world we 
inhabit rather than one that has passed and is served by the language of 
special education, regular education and sadly inclusive education.

Market meltdowns,  redistr ibution and 
resources of  hope

Researching the political economy of inclusive education may refer to a 
number of different kinds of studies. Commonly they have a functionalist 
hue comprising examinations of the way in which additional resources are 
allocated to support the education of students with SEn. There have been a 
number of studies examining the fiscal arrangements across local education 
authorities (Dyson et al., 2002). others contrast the funding models of 
different countries (Pijl et al., 1997). This research tends to describe the 
history and context of the system under scrutiny and the features of the fiscal 
arrangements and structures of decision-making. Rarely does such work 
extend to considerations of impacts on curriculum and pedagogy. Moreover, 
the legitimacy of SEn goes unchallenged. The focus narrows to identify 
different ways school systems strike balances between the scarcity of public 
education funds and the escalating growth in the diagnosis of additional 
student needs.

This research is useful as it points to the perverse side effects and 
limitations of government decision-making and fiscal technologies and 
provides important baseline data to guide system efficiency. Examples 
include the work of bourke et al. (2000) in new zealand who reviewed the 
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structure of special education and inclusive education policy and practice to 
demonstrate that the attempt to ease resource demand by splitting funding 
between a general grant for all schools and a reserve fund for additional 
requests broke down in a number of ways. First was the assumption that 
schools would deploy targeted resources to inclusive education initiatives. 
Second was the fact that although the gatekeepers on the reserve fund 
demonstrated unassailable tenacity (Wills, 2006) the general effect was a 
growth in both community and school-based dissatisfaction.

Research in Queensland, australia revealed similar distortions and conflict 
(Slee, 2005). The funding allocation system was called ascertainment. Driven 
by the hunt for the level of a child’s defects, the model established a gravity 
that pulled the range and rate of diagnosis to unmanageable levels. given 
that the allocation of funds did not accrue until a child was deemed to be 
at the higher level of diagnosis, the overwhelming majority of diagnoses 
required the production of more seriously disabled Queensland children. 
a lack of quality assurance resulted in local distortions: individual schools 
or a district having significantly higher levels of a particular impairment or 
disorder that defied natural distribution. In a perverse undermining of policy 
intent, the model of distribution produced an increasing level of teacher 
intolerance of difference, as the demand for ascertainment became part 
of the disciplinary armoury for dealing with children with inattentive and 
behaviour difficulties. 

graham and Slee (2008) have demonstrated the unremitting escalation 
of special needs referrals in the normative areas of behaviour and attention 
disorders in the state of new South Wales. 

There are a number of important points to make about this pattern of 
funding. First is the fact that limiting the pathological gaze to individual 
children produces greater levels of diagnosis and more categories for 
describing SEn. Tomlinson (1982) demonstrated the steady expansion of 
categories for special education and suggested that since students’ education 
opportunities and outcomes did not improve as a result of interventions, 
professional interest may be at play. 

Second, sensitivities to defectiveness are heightened and teacher tolerance 
of difference diminishes. It is also worth considering whether this kind of 
funding model builds educational capacity. given that each new ‘disabled’ 
child in school already receiving funds results in a further resource claim 
may suggest that there is not a general improvement in teacher professional 
knowledge and skills. Certainly a disposition that positively favours inclusion 
is jeopardized. The way that funds are utilized is central to questions of 
effect. Most often the resource equates with an additional teacher aide who 
is enlisted as a minder and de facto teacher. There is a growing body of 
literature that registers concern about this drift towards residual schooling 
and exclusion of students with teacher aides world-wide (Keeffe and 
Carrington, 2007). 
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This kind of research is useful as it exposes distortions and faults with 
funding mechanisms. More importantly it reflects a narrow conception of 
inclusion, exclusion and of teachers’ professional roles. Educating teachers 
to become the transmitters of a culture of inclusion is a formidable request 
in a climate of exclusion. 

Exclus ive i s  pervas ive 

We look away as we pass the excluded on our sidewalks, many of them 
suffering their mental illness within what has been callously spun by 
governments as ‘care in the community’. We are relieved that the Cnn 
images of horror from conflicts in the Congo, afghanistan or of the 
unremitting suffering from the aIDS pandemic across africa, which Stephen 
lewis (2005) correctly says ‘shames us all’, are but fleeting intrusions on a 
life of plenty. There are an estimated 79 million children who do not attend 
school on any day worldwide (unESCo, 2007) for whom talk of inclusion 
has no meaning. This is the pervasive, if distanced global backdrop that 
ought to register in our thinking about the project of an inclusive education. 

The relationship between class and schools and the persistence of unequal 
educational outcomes has been a constant feature of schooling. according 
to australian researchers Teese and Polesel (2003, p. 7) ‘The fact that more 
young people rely on school for jobs or further training does not mean that 
school is an equally effective path for all’. 

ball (2008) considers the impact of relentless policy reforms in education 
in England and Wales through the late twentieth and early twenty-first 
centuries. Class, he argues, remains a constant feature throughout periods 
of great policy, demographic and infrastructural changes in education. The 
neoconservative policy reform agenda from Thatcher through new labour 
has not resulted in an equalization of ‘educational outcomes in terms of 
labour market access or income’, he asserts, ‘… by many indicators they are 
more unequal’ (ball, 2008, p. 1). like bernstein before him, ball argues that 
if we want to intervene in ‘the persistence of educational inequality’ then the 
school in isolation from the complex matrix of social relations is not the sole 
source for effecting positive and enduring reforms. He returns to bernstein, 
bourdieu and to his extensive empirical work to demonstrate how privilege, 
advantage and disadvantage assert themselves through the mixed markets of 
schooling (ball, 2007). ‘In effect class and policy and class and educational 
practices are being realigned’ (ball, 2003, p. 170).

accordingly, in the now ‘ambiguous nature of class reproduction’ (ball, 
2003, p. 178) his research examines a cohort of English middle-class 
parents, displaying a mix of confidence and fear, assert their capitals to 
secure a purchase on their children’s futures in and through the education 
marketplace. The now pervasive ideology of ‘good parenting’ (vincent, 
2000) places strain on the family to bring additional resources to assist first 
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in the selection of better schools and second in the purchase of education 
accoutrements such as tutors, technology, after-school programs, cramming 
schools (ball, 2008). If necessary they may secure the diagnosis of syndromes 
and defects to attract additional support or leverage (Slee, 2008). ‘Most 
families on low incomes or living in poverty are by definition excluded from 
these possibilities’ (ball, 2003, p. 177).

Schools are not passive agents in the education marketplace; there exists 
a perverse reciprocity, a juggling of positional disadvantage and advantage. 
They reflect and refract social inequalities. not only is choice the prerogative 
of some parents, schools too attempt to exert choices. The instruments 
of testing, inspection and league tables interplay with the intervention of 
private entrepreneurial interest and divisions between types of schools (e.g. 
city academies, student referral units) to form a hierarchy of schools and 
students. 

as schools attempt to improve their profile to attract a suitable clientele, 
students with poor education prognoses present a serious risk of failure at 
inspection (Slee et al., 1998; gillborn and youdell, 2000). This is illustrated 
in an interview with Dave gillborn and Deborah youdell, who: 

… discovered the extent of the reach of the standards agenda, and the 
way in which schools were focussing on the ‘D’ students and trying to 
convert them into Cs. They realized the significance of their ‘D to C 
conversion’ and its link with the process of ‘educational triage’ which 
was going on, a means of apportioning scarce resources to greatest areas 
of need: ‘it was naming what lots of people were living’ and it was clear 
to them that the strategies for triage being operated in schools were 
producing exclusion for those deemed ‘hopeless cases’ by concentrating 
on candidates who could be targeted for upward conversion.

(allan and Slee 2008, p. 38)

The ‘third way’ discourse that calls for the building of community, 
inclusion and social capital, the fiscal architecture of schools increasingly apes 
the marketplace (ball, 2007). behind the language of inclusion lurks an ethos 
of competitive individualism. In this context the redress of disadvantage, 
the building of communities and the inclusion of others becomes a threat. 
The now voluminous literature on inclusive education seldom hints at such 
issues that when all is said and done are the foundations for exclusion. 
Inclusive education is first a political issue about the structure of opportunity, 
inequality and exclusions in education. It is therefore a large reform agenda 
for the recognition of different student identities and the redistribution of 
resources to increase access, participation and success for all comers. given 
that schools were never meant for all comers and are certainly not structured 
for the successful inclusion of diverse populations, the agenda is broad and 
the need for leadership great.
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Hope? Inclusive education:  reclaiming purpose

This has certainly been a period of political, social and economic upheaval. 
lessons from the general Theory (Keynes, 1936) have been resurrected to 
demonstrate the possibility of redistribution. not that redistribution has 
been absent from policy agendas. In australia the public purse supports 
what is euphemistically called private education. because of the structure of 
Federal and State responsibilities in education funding, state governments 
are not altogether perturbed by the ‘drift’ from public to private schools as 
it represents an easing of pressure on their budgets. 

The history of special education is by no means a simple text about the 
struggle for rights to an education for a disenfranchised group. While it 
was a brave and welcome protest against the exclusion of children with 
disabilities from education and ultimately citizenship, it was also tainted by 
its links to eugenics. It would seem that inclusive education too, is not an 
uncomplicated call for rights of access and participation. a lack of stipulation 
about the aspirations of those who gather under its banner together with 
its popularization in government discourse has dragged or drugged it (for 
those operating in the behaviour and attention disorders field) towards 
conservative ends.

For the purpose of this essay I will seek my definitions through reference to 
alain Touraine’s (2000) provocation: Can we live together? He says that the 
measure of a society’s spirit is found in its juridical and educational systems. 
Disability discrimination legislation shows that there is a generous spirit of 
juridical progress. It also suggests that this is compromised by caveats and 
exclusions. For example the Immigration Department is excused from the 
requirements of disability discrimination legislation in australia. We also 
know that the Purvis case in new South Wales demonstrates that no matter 
how enlightened the legislation is, the struggle for a heroic complainant 
is heavy with anguish and costly. an education that is democratic, argues 
Touraine, is the vehicle for social improvement and for the valuing of 
difference and diversity. So too for bernstein (1996) who established inclusion 
as a precondition for democratic education. Inclusion, he suggested, could 
never mean absorption.

Tony Knight (1985) sees inclusion as a means to an end, a part of ‘an 
apprenticeship in democracy’. Here we return to our lessons from political 
economy. If as Parrish (2002) demonstrates in the uSa and gillborn (2008) 
parallels in the uK special education services have been deployed to channel 
children of colour into an alternative educational track that attenuates 
opportunity, our aspirations for inclusion, for democracy are shattered. The 
job of inclusive education is to identify and dismantle exclusion.

In this respect I am not arguing for the elimination of special education 
in preference to placement of those deemed disabled, disordered, difficult 
or defective in the regular school. Rather I am suggesting that both, special 
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and regular, have lost historical specificity and utility. We are constantly 
regaled by education futurists whose quest is the placement of young 
people, creative new learned problem solvers in the global knowledge 
economy in jobs we cannot yet imagine. Schools tied to backward-looking 
national curriculums that dance to the choreography of high stakes tests to 
achieve reductive targets have found that in doing so there are groups of 
students who need to be jettisoned. This is not a source for hope. We ask: 
Inclusion into what? Just as normalization was rejected by many disabled 
people as a form of assimilation that invited them to deny difference, 
inclusive education is compromised by holding the extant regular school as 
the model for reform.

Educating an education workforce

Inclusive teacher education is not a special education for teachers in regular 
schools. It demands a critical thinking about identity and difference, about 
privilege and disadvantage, about inclusion and exclusion that is not achieved 
by either the ‘regular’ or ‘special’ teacher education programs. To be sure, 
children will have unique needs requiring interventions and assistance in 
order that they achieve at levels that were once thought impossible. This 
presupposes some specific knowledge that ought to be a part of a teacher’s 
education. Those who have prized and guarded this knowledge within the 
church of SEn must open it to challenge and reconsideration as we determine 
the optimal conditions (place, pedagogy and curriculum) for all children to 
learn in.

let me suggest four organizing themes for inclusive teacher education.

•	 understanding and dismantling exclusion – the role of the cultural 
vigilante.

•	 Reclaiming curriculum and pedagogy for teachers.
•	 Teachers as communitarian workers.
•	 Thinking about archers as well as targets.

Understanding and dismantl ing exclus ion – the role of 
the cultural  v ig i lante

If teachers are to interrupt the constancy of exclusion they ought to be 
acquainted with its character and operation. In this respect becoming an 
inclusive educator requires that they not only acquire disciplinary knowledge, 
pedagogic skills and inclusive dispositions, but that they know how to 
identify the manifest and insidious ways in which exclusion is established 
through and in schooling. In this respect we are all complicit and need to be 
able to apply the humility to subject ourselves to the practice and not just the 
rhetoric of reflexiveness.
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The program may well assist people to acquire knowledge about different 
kinds of syndromes and impairments. It ought to invite the interrogation of 
this knowledge as aspects of today’s science will ultimately be the subject 
of tomorrow’s mirth. There may also be studies in political economy, 
postcolonialism, disability studies, critical race theory and so the list extends. 
This is the project of becoming both learned and critical: a cultural vigilante.

Reclaiming curr iculum and pedagogy for teachers

It may seem redundant, but at a time when teachers are increasingly estranged 
from decisions about curriculum, pedagogy and assessment (Stobart, 2008) 
teacher education needs to enter the debate about curriculum rather than 
training teachers to install it. The existing curriculum for an education in 
pedagogy and assessment is radically incomplete. Encouraging the neophyte 
as well as the experienced teacher to think about the differential impacts 
of pedagogic choices for diverse school populations is important. Having 
the new breed of teachers (for many of whom Starbucks is their preferred 
classroom) think about space, place and pedagogy is useful. Critical learning 
in the area of assessment is urgently required in the age of the high-stakes 
test and the international educational horse-race. 

Teachers as communitarian workers

Schools that are inclusive are not well served by the classroom as fortress. 
How do we form a disposition of co-working to build community? Extended 
schools have more chance of addressing the multiple complex needs of the 
postmodern child and teacher. a connected teacher needs to think about 
the architecture of their craft and workplace. How do we encourage people 
to form alliances of parents and professionals? How do we form teachers 
guided by expertise rather than expertism? What place is there for notions 
of special in a community?

Thinking about archers as wel l  as  targets

Sadly the policy opticians have fitted target-driven lenses that occlude a clear 
view of the archer. Driven by outcome measures that are all too frequently 
reductive and no yardstick for creativity, learnedness or problem solving, we 
have lost sight of the needs, broader capacities and potential of the diverse 
range of students who inhabit our classrooms. Perhaps the education of the 
inclusive teacher provides opportunity to insert a less-restrictive vision?



Political economy, inclusive education and teacher education 21

Conclusion?

Such is the nature of educating for more inclusive communities – there 
cannot be one. Inclusive education is a strategy for dismantling barriers, for 
exposing exclusion and for educating educators who aspire to democratic 
schooling. This chapter advocates for teacher educators to dedicate courses 
in inclusive education to building the critical capacities of their students in 
order that they are equipped to identify, expose and dismantle barriers to 
education for all students.
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Chapter  3

the professional  learning of 
teachers through experience 
in an international  and 
intercultural  context

Richard Rose and Ph i l ip  Garner

Learning outcomes

•	 understand the challenges which face many schools in providing for 
learners of diverse needs.

•	 appreciate how one university has responded to the needs of an 
international group of students in respect of understanding and 
interpreting inclusion.

•	 understand the challenges of transferability of learning across countries 
and cultures.

Introduction

In recent years the numbers of international students entering uK universities 
has increased. Figures from the uK Higher Education International unit 
indicate that in 2006 international students comprised 13 per cent of all 
higher education students studying in the uK. This figure puts the uK third 
behind new zealand and australia in terms of the proportion of international 
students attending universities and other higher education establishments. 
When isolating figures for those undertaking advanced research degrees the 
figure rises to 40 per cent. The number of new applicants for study in the uK 
from international students in 2007 was 68,500, an increase of 7.8 per cent 
on the previous year. During the same period applications from potential 
students living in European union (Eu) countries increased by 33 per cent 
(Eu students are not regarded as international students in the uK under 
agreement with European directives). The uK government statistics indicate 
that international students boost the economy of the country by almost £8.5 
billion a year.

Many of these international students come to the uK in order to gain 
qualifications in the field of education, often bringing with them a wealth 
of expertise from teaching in their home countries. They enter an education 
system which in many instances will have significant differences from those in 
which they have both received their own schooling and worked as teachers. 
yet they arrive in the uK anticipating that they will have opportunities 
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to acquire new skills and knowledge which will benefit their professional 
development on return to their homes. This immediately raises questions 
about their expectations on entering courses outside of their home countries 
and with regards to the ability of host universities to afford them the learning 
opportunities which will enhance their professional skills and enable them to 
apply new learning when they return home. It raises further issues about the 
transferability of learning across countries and cultures. not least it provokes 
questions about the interpretation and development of inclusive schooling, 
which has become an international focus of debate over the past 25 years. 
In this chapter, consideration is given to the ways in which international 
students have been encouraged to consider the development of inclusive 
schooling and an examination of whether this approach has relevance to 
practice in their home countries.

Education at a t ime of  increased global ization

In western countries the composition of school populations has changed 
significantly throughout the latter half of the 20th century and into the 
21st. Transnational migration has had a significant impact upon many 
schools and this is likely to continue for the foreseeable future (adams and 
Kirova, 2006). Sharma (2000) suggests that the English education system has 
struggled to come to terms with meeting the needs of particular groups of 
learners, including those from different ethnic backgrounds. He believes that 
teachers, the majority of whom come from well-established white English 
communities, have a critical role to play in educating the majority towards 
a knowledge, understanding and acceptance of those who come from 
minority groups. His views echo those expressed by bourdieu (1984) who 
described how failure in school can be masked by the suggestion that it is due 
to individual cognitive deficit or that it is characteristic of specific student 
groups. Teacher expectations of students who are perceived as ‘different’, 
whether as a result of special education needs (SEn) or because of cultural 
or linguistic factors are often, he suggests, lower than for those who are seen 
as representing the ‘norm’. This belief is reinforced by studies of schools 
and attitudes towards students described as having SEn or disabilities. yet 
within current debates about inclusive schooling there is a growing corpus 
of evidence which suggests that in England there are schools where teachers 
recognize the benefits of classroom diversity and the positive impact which 
this may have upon the achievement of learners (black-Hawkins et al., 2007; 
Farrell et al., 2007).

Teachers and student teachers in today’s schools need to embrace teaching 
approaches which not only acknowledge the changing population in schools 
but which also create learning environments which are inclusive and 
welcoming to students of diverse needs and abilities. nussbaum (1997) has 
emphasized the responsibility which teachers have in shaping future citizens 
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in an inescapably plural society. She recognizes that these responsibilities will 
only be met if those who manage the professional development of teachers 
adopt curricula and teaching approaches that encourage engagement with the 
issues which face people living within diverse and multicultural communities. 
She calls for an increased emphasis upon teaching in universities which 
challenges stereotypes and promotes greater understanding of diversity 
in order “to produce adults who can function as citizens not just as some 
local region or group but also, more importantly, as citizens of a complex 
interlocking world” (nussbaum, 1997, p. 6).

The recognition of diversity is an essential element of achieving the more 
equitable society that nussbaum advocates. Cheung and Hui (2007) have 
emphasized that philosophical ideas around inclusion have been debated 
for many years within western societies but have only more recently begun 
to attract similar levels of attention in asia. They suggest that there is a 
necessity to acknowledge that children and teachers in many parts of asia 
face socio-economic and political challenges such as poor access to basic 
medical care, malnutrition and inadequately trained education professionals 
which present a barrier to progress not common in the west. 

There is clearly a danger here of imposing western cultural approaches 
upon an education system which is confronting major challenges and 
where teachers and education policy makers may perceive that these are 
an additional burden. a history of cultural imperialism, not least through 
the advocacy of western education models has been a cause of tension in 
the past. Said (1994) stresses the importance of acknowledging and indeed 
celebrating the experiences of individuals within their own countries when 
discussing the transfer of knowledge. He suggests that it is essential that we 
recognize notions of a broader human community in which certain principles 
transcend nationality or culture as being immutable and essential for the 
welfare of all individuals. yet in so doing, Said sees the necessity to recognize 
and respect the individual interpretation and application of ideas according 
to the internal cultural needs of a country. a similar view is expressed by Sen 
(2006) who writes:

The presence of cultural divides raises many interesting problems. The 
possibility of communication is only one of them. There is the more 
basic issue of the individuality of each culture, and questions about 
whether and how this individuality can be respected and valued even 
though the world grows steadily smaller and more uniform.

 (Sen, 2006, p. 122) 

both of these writers acknowledge the necessity to reform institutions in 
order to provide a society which is both equitable and just. 

being located in a multicultural country in which aspects of inclusion 
have been debated over many years, it might be argued that universities in 



26 Richard Rose and Philip Garner

the uK are well placed to support international students in learning about 
inclusive practice. We would, however, contend that this is only likely 
to be true where attention is given to ensuring that a balanced approach 
which links practice to theory is contextualized and related to the personal 
experiences of students.

When students from other countries enter English universities to study 
education it is right that they should engage fully in a debate which pervades 
much of the changes taking place in schools today. Inclusion continues to be 
high on the agenda of education reform and development in most societies 
and it is, therefore, appropriate that students should have an opportunity 
to participate fully in discussions and access to teaching that considers 
issues central to the promotion of inclusive practice. It is equally important 
that in providing international students with opportunities to study and to 
experience the development of inclusive schools tutors are committed to a 
dialogue which may better inform how they support such students and build 
upon their own experiences and expertise.

International  students experiencing Engl ish 
schools

In common with most English universities, the university of northampton 
welcomes a number of international students onto its postgraduate 
education courses each year. In recent years these students have come from 
a wide range of countries, including India, China, Tanzania, Israel, brazil, 
Philippines, Cameroon and gambia as well as European countries such as 
Cyprus and greece. The students undertake studies for a higher degree 
in education, which comprises a number of compulsory modules such as 
research methodology, investigating personal professional practice and 
dissertation preparation. They also choose from a range of optional modules 
which include those with a focus on early years education, education policy 
development and special and inclusive education. 

all students are required to undertake a small-scale research project to 
inform the writing of a dissertation completed at the end of their studies. 
During the course of their studies the students have an opportunity to attend 
modules alongside teachers from English schools. They also participate in an 
intensive week of activities with teachers from Ireland on a program during 
which they complete a study of the Irish education system.

 as a compulsory part of the course leading to the award of an Ma in 
Education, international students are required to attend an English school 
for one day a week over a period of sixteen weeks. all of the students are 
qualified teachers and are allocated to secondary, primary or special schools 
which match their professional interests and expertise. Prior to the school 
placement the students complete a thirty-hour non-assessed module called 
Introduction to the English Education System. 



Learning in an international and intercultural context 27

This module provides them with an overview of the structure of schooling 
in England and introduces them to education legislation and policies which 
have shaped English schooling. opportunities are afforded to examine and 
critique national Curriculum documentation, along with national strategies 
for literacy and numeracy and procedures for assessment. The standards, 
which have to be attained by trainee teachers, are examined in some detail 
and discussed alongside a range of literature, which debates the nature of 
effective teaching. 

Whilst undertaking this module the students make half-day visits to 
primary (5–10 years), secondary (11–16 years) and special schools and 
a local further education college (students aged 16+). These visits are 
designed to assist students in contextualizing those issues addressed through 
lectures, seminars and workshops during the Introduction to the English 
Education System module. The head teachers or other senior staff within 
the schools visited are briefed prior to the visit about the focus of prior 
taught sessions and are encouraged to provide opportunities for students 
to see in practice those education policies and procedures discussed during 
these sessions.

Students also undertake a module which focuses upon current debates 
surrounding inclusive education. During taught sessions they consider the 
ways in which the assessment of students who have difficulties with learning 
is conducted and debate issues such as the impact of labelling. They further 
consider the role of special schools and the practices adopted by teachers to 
ensure learning by those students described as having SEn, others for whom 
English is an additional language and those who have experienced personal 
trauma through displacement from their countries of origin. Examples of 
provision and practice are provided from a broad range of international 
contexts and students are encouraged to investigate how schooling for 
students with additional needs is organized in their own countries.

Students enter schools for their weekly placement only after completing 
the Introduction module. Their role during school placement is to work 
alongside and under the direction of teachers in a supportive role. They are 
not expected to assume responsibility for teaching a whole class. as they 
gain in confidence and as teachers recognize the skills which students have, 
however, it is often the case that students manage groups of students during 
lessons and in some instances do take classes. During the course of the sixteen-
week school placement students are required to undertake a series of tasks. 
These include an analysis of school curriculum documents, observations of 
lessons and other school activities and interviews with key members of the 
school staff including the SEn coordinator to gain an impression of their 
role and how they operate. School-based sessions are followed by structured 
activities in the university during which students analyse their experiences 
and consider the implications of these for their own development as teachers. 
Throughout their school placement the students maintain a reflective diary 



28 Richard Rose and Philip Garner

and gather a portfolio of documents, which assists them in contextualizing 
their school-based experiences. 

amongst the tasks required of the Ma students, a consideration of the 
ways in which teachers adapt their teaching to ensure the participation of 
students who experience difficulties with learning is given some priority. 
They undertake observations of individual students, interview teachers 
and talk with teaching assistants who support learning. They also examine 
teachers’ planning and assessment procedures and individual education 
plans, which are provided for students with the most complex needs. 

Following each day in school the students come together to discuss 
their experiences amongst themselves and with course tutors. These 
sessions provide an opportunity to consider what they have seen and to 
debate the effectiveness of various teaching practices and procedures and 
the underpinning theories behind the approaches adopted in schools. The 
students are also encouraged to consider what they have learned during the 
school placement in the context of their home teaching situations. Issues of 
transferability are discussed and the merits of various teaching approaches 
from their personal experiences in their own countries considered alongside 
their observation of English classrooms. 

reflections on school-based learning

Students who undertake this course report that the school placement is a 
positive learning experience. They often describe the early stages of the 
school placement as being challenging because of the nature of the schools 
and the significant difference from those in which they work in their 
home countries. The first few days in school are often seen as a period 
of acclimatization during which they slowly find their way amongst the 
complex range of school customs and procedures, which they find alien, and 
at times intimidating. as they adjust to this new environment they gain in 
confidence and having weekly tasks to complete enables them to maintain 
a focus and begin to examine what they see in a critical and questioning 
manner. For many, particularly those who have come from countries with 
poor socio-economic indicators, they are initially overwhelmed by the wealth 
of resources that they find in English schools. However, when they focus on 
aspects of pedagogy and classroom management, they begin to question how 
classrooms are organized, the ways teachers teach and the engagement of 
students.

Following their school placement, students are asked to share their 
impressions of the experience and are questioned about their understanding 
of inclusion and the transferability of what they may have learned in schools 
to their home teaching situation. This process of debriefing is conducted 
through individual interviews and through the completion of reflective 
writing, which is focused upon the school placement. 
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Their reflections suggest that the development of an understanding of 
inclusive schooling is considerably enhanced through their experiences 
in school. Whilst they participate in university-based lectures, seminars 
and workshops focused upon the development of inclusive approaches to 
teaching and the theories around whole-school approaches to inclusion, 
their appreciation of inclusive practice remains at an abstract level. For many, 
their reading of the theories surrounding inclusion and their participation 
in taught sessions leaves them sceptical of the application of principles in 
practice. It is only after they see the implementation of classroom practices 
and school procedures aimed at addressing the diversity of the student 
population within schools that their appreciation of what inclusion might 
mean for teachers and learners becomes clear.

Through interviews and reflective diaries, students indicate that prior 
to their studies in England both their appreciation of special and inclusive 
education and their engagement with learners who experienced challenges in 
their learning is limited. Furthermore, there is an indication that opportunities 
to learn about issues of special needs or learning diversity through initial 
teacher education or continuing professional development are rare.

In China I learned nothing about special education in my four years 
teacher training program. although I have long years of teaching 
experience in a university in China and a couple of years in-service 
continuing professional development at home and abroad, none of 
my teaching, learning or research was related to special and inclusive 
education. When I was teaching there were students with learning 
difficulties in my class, but I never identified them as having difficulties. 
like many other teachers with little knowledge and understanding about 
special and inclusive education, I regarded them as either being slow or 
not trying hard enough.

(Chinese student)

I had no experience with children with special needs during my teaching 
years in my home country (India). I had a view that children with special 
needs were physically disabled and, therefore, they should be placed in 
a special school with special teachers.

(Indian student)

Many writers (garner, 2001) have suggested that insufficient attention 
to special and inclusive education at both initial teacher education (ITE) 
and continuing professional learning (Pl) levels is a major obstacle to the 
promotion of inclusive practice. This view has been endorsed internationally 
with some authors discussing the difficulties of establishing the importance 
of issues associated with the education of students with SEn or disabilities 
in an educational climate where other education demands may take priority. 
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Wang (2008) has demonstrated how teachers provided with focused 
training in relation to interventions for learners with SEn in the early years 
in the asia-Pacific region has had a significant impact upon both attitudes 
and expectations of such students. The fact that for many of the students 
participating in the Ma program discussed in this chapter provides a first 
critical examination of special and inclusive education, indicates the challenges 
ahead for the provision of more equitable schooling internationally.

Participation on the degree can be seen to have had an impact upon both 
attitudes and learning with students articulating personal change as a feature 
of their learning in England.

(Prior to this course) I was not convinced that in China inclusive 
education should be advocated or promoted. I held attitudes, which are 
still shared by many Chinese (even some Chinese educators), that there 
are too many issues and challenges in our education system and society 
as a whole. 

(Chinese student)

I have learned more about children as learners. I have learned to 
appreciate that children are different and have varied and complex needs. 
as school is like a representation of society where people with different 
contexts and backgrounds interact, it is important that children with 
varied needs and abilities or disabilities are put together. It is beneficial 
to everyone who is involved in the process of education. I believe that 
inclusive education is a process towards achieving a quality education 
for all which may be difficult to measure in a short period of time.

(Indian student)

attitudes and expectations are a regular feature of discussion amongst 
international students on the course. as the excerpts above demonstrate, 
many students believe that negative attitudes are one of the greatest obstacles 
to the development of equitable education systems. It is, however, worth 
noting that students often recognize that this remains a challenge within 
English schools:

Theory and practice are very different. Despite the efforts of some people 
at the school I was in towards the development of inclusive practice, I 
was shocked to see the use of public humiliation as a disciplinary tool 
and the lack of compromise for some pupils with SEn, using the excuse 
of a lack of resources.

(brazilian student)

The instilling of positive attitudes towards learners who are seen to present 
challenges to the teacher has been the subject of considerable discussion 
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(Ellins and Porter, 2005; Ferguson, 2008). International students from the 
Ma course are often able to reflect how they personally have reviewed 
their own previous conceptions of teaching and have begun to challenge 
previously experienced stereotypes.

I need to look at how much I can make possible a quality education for 
all. I have developed a strong positive attitude towards those children 
with SEn. Each individual child is valuable and can make a worthwhile 
contribution. In our context, we have been told that children from 
poor or lower caste backgrounds cannot achieve much in learning. It 
is also the case for children with special needs. I know I must be more 
empathetic and patient towards all learners to achieve their maximum 
potential with local resources.

(Indian student)

It is clear from discussions with international students that in considering 
the place of learners from marginalized groups they deconstruct their personal 
schooling experiences and discuss what they see in English classrooms in 
relation to their own cultural contexts. This inevitably leads to discussions of 
what has been seen and how much of this may be transferable to classrooms 
in their own countries. 

I believe that I could use all that I have learned here in brazil. It is just 
a case of adjusting to a different reality but the theories are pretty much 
universal.

(brazilian student)

My studies have set me thinking about the current education provision 
for Chinese learners. The possible contribution I could make in initial 
teacher education and professional development in my home context 
… I understand that not all policies, theories and practices of inclusive 
education are transferable from one country to another. Each country 
has its own multidimensional factors influencing their educational 
priorities, which will further impact on the advancement of inclusive 
processes. However, my knowledge of identification, recognition and 
celebration of the diverse learning needs of children can be transferred.

(Chinese student)

Learning from international  students for reform 
of course provis ion

The testaments of students from this course give a powerful indicator of the 
importance of learning about inclusion through both theoretical discussions 
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and practical school experiences. The theoretical models and philosophical 
debates which have dominated discourses of inclusion in western countries, 
have provided a useful foundation for addressing a global concern. Progress 
towards a more equitable education system in which young people from 
marginalized communities are respected and take their rightful place is most 
likely to be achieved when policy makers and teachers gain the ability to 
interpret needs within their own context. Many of those students arriving 
in the uK today to study for higher degrees in education will return to their 
countries to become the policy shapers of tomorrow. The experiences that 
they gain during their studies may well have a significant bearing upon how 
they effect change within their own communities. Encouraging them to 
participate in a debate that is informed not only by the ideas which they discuss 
in seminars and hear in lectures, but also through an active engagement in 
classrooms could have a bearing upon how they address issues in the future. 
The reflections of students on their school-based experiences indicate that 
a synthesis between theory and practice can be achieved and that this may 
have long-term benefits. not least of these is an encouragement of students 
to reflect upon their own experiences and to interpret these on the basis of 
an understanding of their own culture – surely a more appropriate approach 
to the promotion of educational ideas than that which has been imposed in 
the past.
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ChapterChapter  4

a national  strategy 
for supporting teacher 
educators to prepare 
teachers for inclusion

Chr is  For l in  and Dinh Thi  Nguyet

Learning outcomes

•	 understand how a developing country with limited experience in 
inclusive and special education can prepare for inclusion.

•	 Knowledge about upskilling teacher educators to prepare pre-service 
teachers for inclusion.

•	 Information on how to implement a national approach to prepare 
teacher educators for inclusion.

Introduction

as most education systems throughout the world embrace inclusion or 
transition towards it, preparing teachers for this role has become a key 
issue. It is readily acknowledged that teachers require appropriate skills, 
knowledge and dispositions if they are to successfully offer an inclusive 
curriculum and systems have taken a variety of approaches to support them 
in gaining these (Forlin, 2008). Teacher training institutions, therefore, have 
had to review the courses they offer to ensure that teachers are prepared to 
work with students from increasingly diverse backgrounds (Rose, 2007). In 
many instances institutions have been slow to respond to this need and newly 
qualified teachers continue to suggest that they are insufficiently prepared to 
support the needs of all students within inclusive classrooms (Forlin, 2007). 
one of the key issues which hinder a more inclusive curriculum approach 
for institutions, especially in countries which are embracing inclusion for the 
first time, is that teacher educators themselves are poorly equipped to take 
on the role of educating pre- and inservice teachers about inclusion; and that 
the existing curriculum is still very much focused on academic objectives 
rather than on a children’s needs perspective. 

The need to upskill teacher educators to offer an appropriate curriculum 
and to employ suitable pedagogies to prepare teachers for inclusion 
poses quite a challenge in countries where there are few academics who 
are themselves trained in inclusive education and who lack the necessary 
skills, knowledge and sentiments to undertake such a role. This chapter 
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will outline how one country, vietnam, took this challenge and prepared an 
alternative model for promoting inclusion within teacher training programs. 
The approach employed developing a national core curriculum framework 
at a system level for all training institutions to infuse into their initial teacher 
education (ITE) programs by utilizing an intensive country wide train-the-
trainer model to support this. The chapter will commence with background 
information about the development of inclusive education in vietnam so 
that the approach can be contextualized and readers can appreciate the 
philosophy behind the development of the initiative.

Educating chi ldren with disabi l it ies in Vietnam

Education for children with disabilities in vietnam began with the first 
special school for deaf children being opened in 1886, and then expanded 
with special schools for children with other types of disabilities during the 
1970s. These schools were mainly situated in the larger cities such as Hanoi, 
Danang and Ho Chi Minh City and provided a segregated education for 
children identified with specific disabilities. In more recent years, though, 
there has been a strong movement towards an inclusive approach to the 
education of these students. Indeed, vietnam has been considered the most 
inclusive country across the asia-Pacific region in terms of the education of 
children and youth with disabilities (villa et al., 2003). 

a move towards inclusive education

The government of vietnam has shown its commitment to a more inclusive 
education approach by clearly indicating its desire to provide educational 
opportunities for children with disabilities in its Education law (national 
assembly, 2005) and particularly in the development and approval of the 
Education For all national action Plan 2003–2015. The vietnam education 
system is still very much centralized in management, therefore, any national 
human resource development strategy in inclusive education relies on the 
direction of the Ministry of Education and Training (MoET). Even though the 
government of vietnam has a commitment to providing equal opportunities 
in education for children with disabilities (van Tac, 2000), setting a target of 
75 per cent of children with disabilities in school by 2010 and 90 per cent 
by 2015 (MoET, 2001; 2006) and is promoting inclusive education as the 
main approach for achieving these targets, preparation of skilled teachers 
and other necessary resources for inclusion are still very limited. vietnam 
has not adopted the model of support teachers or co-teaching, thus the 
task of implementing inclusive education in the classroom depends entirely 
on regular teachers who have received little or no training in inclusive 
education due to the design of existing curricula for ITE programs. This 
is compounded by the fact that there is no policy framework for teachers 



36 Chris Forlin and Dinh Thi Nguyet

working in inclusive schools, thus it is difficult to promote programs in 
inclusive education in teacher training courses as they are not valued.

teacher education in special  and inclusive 
education in Vietnam

Teacher training in special education has been limited to date by the capacity 
and size of the institutions which can deliver appropriate programs. only 
a few teacher training colleges and universities provide special training 
programs while almost none of them provide inclusive education courses 
either through an infusion mode or as a separate course.

by 2004, vietnam only had four national universities (Hanoi, Ho Chi 
Minh, Danang, Quynhon) and three national teacher training colleges (Hanoi, 
Ho Chi Minh, nhatrang) providing ITE in special education (bergsma and 
nguyen, 2004). For instance, Hanoi university offered four formal pre-
service training courses with an initial total of 134 graduates and a further 
117 by 2004. These were available only in special education within a four-
year program either in visual impairment, hearing impairment or intellectual 
disability. by 2004, across the whole of vietnam, approximately 329 teachers 
under the four-year program (ba level) and around 263 graduates from a 
three-year program (Diploma level) had been trained in special education. 
noticeably there remains a huge gap in providing regular teachers with training 
in inclusive education either during their ITE or through latter Pl programs.

Upski l l ing teacher educators for teaching 
inclusive education 

With the current limitation in formal ITE programs in inclusive education, 
many stakeholders (either private organizations supporting inclusive 
education or local education agencies) have chosen the approach of Pl (either 
through degree or certificate) for providing teachers and managers with at 
least some basic training about inclusion. Short professional learning courses 
have occurred through activities organized by the MoET, the national 
Institute of Education Sciences, local education agencies and international 
ngos (e.g. Catholic Relief Services, 2001; Catholic Relief Services and 
national Institute for Education Strategy and Curriculum, 2006). This has 
meant that from the late 1990s until 2004, approximately 29,000 preschool 
and primary teachers received training for either one week or more in special 
and inclusive education, representing approximately 2.8 per cent of primary 
teachers (bergsma and nguyen, 2004). While this is a positive move forward 
in training teachers these numbers are still too small in comparison to the 
current need for expanding inclusive education into all preschool, primary 
and secondary schools in vietnam where an estimated 944,410 teachers 
require upskilling (Statistical Source office, 2008).
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a curriculum framework for training 
inst itutions

Recently, the MoET in collaboration with Catholic Relief Services initiated 
an innovative development to support inclusion. Together they produced a 
national core curriculum and pedagogical framework on inclusive education 
for ensuring quality and equitable training programs for teacher educators at 
all universities and training colleges. 

This was a most important initiative to ensure that all teachers in training 
received at least some basic knowledge about inclusion. There was, however, 
a major challenge in implementing this due to the relatively short supply of 
faculty who themselves had sufficient knowledge to provide the training. 
Thus measures had to be taken to initially provide appropriate training for the 
teacher educators in the universities and colleges which are considered key 
institutions for delivering and disseminating inclusive education approaches 
throughout the country. 

Consequently, an implementation model was employed that utilized a 
train-the-trainer approach to prepare teacher educators from national and 
provincial universities and colleges across vietnam. The training course in 
inclusive education had two major objectives: upskill the teacher educators 
themselves, and engage them in appropriate pedagogies they could then 
employ to embed the core curriculum framework on inclusive education 
into their own ITE programs. 

the training course

The participants were all teacher educators from across vietnam, representing 
six universities (Ho Chi Minh, Dong Thap, Quy nhon, Da nang, Quang 
nam, and Hanoi Pedagogy university), three colleges (Hanoi Pedagogy 
College, Ho Chi Minh Pedagogy College, nha Trang Pedagogy College), and 
one centre (bac Can Centre for education of disadvantage children). a total 
of 47 teacher educators from eight cities and provinces participated in a five-
day intensive 40-hour course. of the participants, 29 held an undergraduate 
degree, 14 held a masters degree and two had a PhD, holding a variety of 
different background specializations (Table 4.1). Their experience working 
as a special education lecturer ranged from less than one year to only one 
person having more than five years’ experience. The mean number of years 
of teaching in a training institution was 2.2 years. 

Outcomes of  the training model

Throughout the week all aspects of the new core curriculum framework were 
discussed (see Forlin, 2008, for a detailed explanation of the curriculum 
framework). In order to engage with the curriculum, multiple opportunities 
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Table 4.1 Teacher educators participating in the course

Specialty N %

Biology 1 2

Education for Children with Development Delay 5 11

Education for Vision Impaired Children 6 14

Educational Psychology 6 13

Foreign Language 1  2

Hearing Impaired 2  5

Literature 1  2

Mathematics 1  2

Pedagogy 5 11

Preschool Education 4  9

Psychological Education for Preschool 1  2

Special Education 10 23

Primary Education 1  2

Table 4.2 Pedagogies employed to explore inclusive education and teach the new 
curriculum

Monday Tuesday Wednesday Thursday Friday

Discussion Discussion Discussion Discussion Discussion

Cooperative 
learning

Stories Worksheet 
activity

Guest speaker Case studies – 
books

Problem-based 
learning

Cooperative 
learning

Group sharing Games (barrier 
games)

Think aloud

Videos Videos Panel Quiz Jigsaw

Audio Analogies Games Videos Brainstorming

Role playing Newspapers Videos PowerPoints Snow ball

Being“Disabled” 
(blind, PI, HI)

Being deaf PowerPoints Worksheet 
activity

Cooperative 
learning

PPs PowerPoints Role playing Brainstorming Fish Tank

Newspapers Posters Analogies Cooperative 
learning

Journaling

Singing de Bono’s 
thinking hats

Cooperative 
learning

Videos Model 
development

Analogies Feedback Think pair 
share

Oral 
presentations

Posters Review 
& reflection

Feedback Peer tutoring Summarizing
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were provided to learn, identify and practice the pedagogical skills needed for 
teaching an inclusive curriculum. Table 4.2 outlines the range of pedagogies 
employed. 

at the commencement of the course 85 per cent of participants did not 
seem to understand the concept of inclusion and all but two of them did not 
believe that inclusive education is the most effective educational approach 
in meeting demands of diversity in society. although they all agreed that 
children with disabilities do not learn like their non-disabled peers, a very 
large number of participants (88 per cent) suggested that assessment of a 
child’s abilities and needs is not a prerequisite for teachers to plan lessons 
for whole-class teaching. Clearly, the participants on the course were starting 
from a less than supportive foundation for inclusion with very limited 
understanding of the concept.

on completion of the course they commented on four specific areas they 
had learned that they would apply in their teaching, namely, theory and 
knowledge; instructions and skills; inclusive education practices; and a much 
greater awareness about inclusion. While they had a better understanding 
of the concept of inclusion and a willingness to provide opportunities for 
their students to reflect upon and improve their attitudes using some specific 
strategies, they were still concerned that they needed a lot more information 
about inclusion and best practices for supporting children with disabilities. 
Table 4.3 summarizes these issues.

During the course participants discussed the way forward for vietnam 
from the perspectives of whether they considered vietnam was ready for 
inclusion; what foundations were already in place; what else needed to be 
done; and the attitudes of the community towards inclusive education. 

Key outcomes from group discussions (translated from 
Vietnamese) 

1 Is vietnam ready for inclusive education? 
•	 There are many differences between the provinces.
•	 It requires a centrally developed synchronized theory and practice 

approach, policy and appropriate strategy with a clear definition 
of inclusion and integration.

•	 Professional training courses are needed for all teachers.
•	 needs to move from a charity approach to a rights-based one.
•	 More preparation needed before commencing inclusive education.

2 Foundations already in place:
•	 vietnamese love people, support them.
•	 There are good inclusive education models in some provinces.
•	 Children with disabilities (CWDs) are included in some regular 

classes.
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Table 4.3 Summary of key issues relating to post-assessment of the training course for 
teacher educators in inclusive education

Areas Key issues they will apply Key issues they remain concerned 
about

Theory and 
knowledge

• Attitudes, beliefs and values 
are very important

• Updated knowledge and 
information of IE (i.e. 
diversified groups)

• Different methods of 
student evaluation

• Special knowledge of certain 
disability groups e.g. visual 
impairment or learning 
disability

• Profound understanding of 
developmental delays and its 
causes

Instructions and 
Skills

• Activity-based methodology
• Problem-based teaching 
• Group work and 

collaborative learning
• Using teaching aids

• Appropriate communication 
methods used for children 
with disabilities

• Management of challenging 
bahaviours

• Different methods applied 
to diversified groups

• Need assessment of CWDs
• Effective teaching or 

instructions

Inclusive 
education 
practices

• Change attitudes and beliefs 
towards PWD

• Organize diversified class 
activities and self-learning 
for students

• Use materials and media 
products for student 
learning

• Increase exposure 
opportunities for students

• Increase community 
cooperation

• Promote academic sharing 
among training staff

• Develop IEP
• Identification of CWD
• Organize activities for CWD 

in regular class
• Organizing early 

intervention activities in 
regular pre-school settings

Awareness 
promotion

• Build beliefs for students
• Increase opportunities for 

students to access become 
PWD and involved in 
activities for PWD

• Engage PWD in training 
programs

• Comprehensive support 
from government policies

• Community attitudes 
towards CWDs

Note. C/PWD = children/people with disabilities
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•	 Some universities and colleges have started inclusive education 
courses.

•	 Some teachers have received inclusive education training.
•	 Community support and awareness is being raised.
•	 Special schools are operating.
•	 Inclusive education is the preference of parents.

3 What is needed?
  Full preparation of all human resources including:

•	 all teachers teaching preschool and primary need to be trained 
on basic inclusive education.

•	 benefit package for inclusive education teachers needed.
•	 Infrastructure needs to be in place for supporting teachers in 

schools.
•	 Teaching and learning materials need to be developed.
•	 greater awareness needs to be raised through the media.
•	 Cooperation between health and education needed.
•	 Managers need to be trained on inclusive education.
•	 belief systems need to be changed to support inclusive education.

4 attitudes towards inclusion
  Positives: 

•	 Teachers willing to include CWDs.
•	 Teachers need to be enthusiastic, flexible, creative, hard working.

  Negatives: 
•	 Teachers express fear and are worried.
•	 Some do not believe in or support inclusive education.
•	 Some still prefer traditional approaches such as didactic teaching 

and passive learning.

Forward planning for inclusive education in Vietnam

a two-level action plan to further inclusive education in vietnam involving 
changes at the college and university level and across all systems was 
proffered. 

Changes at the col lege and univers ity  level 

•	 Inclusive education content should be included into all ITE curricula 
with immediate priority being given to preschool and primary teacher 
training.

•	 The new core curriculum framework should be applied to all courses 
using a range of interactive pedagogies and involving latest best-
practice knowledge about teaching.

•	 appropriate training materials should be developed by each training 
institute.
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Changes at the system level

•	 Inclusive education training courses should be organized for upskilling 
all teachers.

•	 an awareness-raising campaign should be enacted for managers, 
teachers, students and the community regarding inclusive education.

•	 opportunities should be made available to discuss and share experiences 
with other schools, centres, local and international agencies.

•	 Closer cooperation between all government systems is needed in order 
to have good implementation of inclusive education; e.g. Education, 
Health, Social Services and other agencies and organizations.

•	 Teaching practice in inclusive education needs to be strengthened and 
inclusive education support centres need to be developed.

•	 Policy requires amendment in order to support inclusion.
•	 The government should lead the development of a clear and transparent 

strategy which is comprehensive, synchronized and long lasting on 
inclusive education.

Conclusion

The initiative discussed in this chapter was developed in order to meet the 
urgent need to ensure all new teachers received some training in inclusive 
education, as this was being promoted by the MoET for mainstream 
schools. a new core curriculum framework for inclusion was developed by a 
collaborative process between MoET, training institutions and ngo agencies 
that was to be introduced nationally to all teacher training institutions. The 
biggest challenge was how to prepare teacher educators to implement this 
as they did not have the knowledge, skills and dispositions to be able to 
teach the proposed curriculum in a timely and effective way. Consequently, 
an intensive 40-hour course was provided in order to address the large task 
of preparing teacher educators from the many training institutions across 
vietnam. These trained educators will be the resource experts for delivering 
inclusive education in their ITE programs and for disseminating information 
to other training institutions nationwide. During training the participants 
gained the knowledge and appropriate dispositions towards inclusion and 
had sufficient practice to be able to feel more confident in becoming inclusive 
teacher educators. However, the course went far beyond dissemination of 
content knowledge as it allowed for profoundly deep reflection about their 
own beliefs and constructive dialogue as the teacher educators grappled 
with an understanding of the philosophy of inclusive education; the needs 
of children from diverse backgrounds; the challenges faced by teachers; and 
their own role in furthering inclusion. 

The example discussed here of how one developing country took the 
initiative to establish a nationwide movement towards preparing all teachers 
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for inclusive education provides an alternative model for other jurisdictions 
to consider. Taking a country context such as vietnam, the model of providing 
a national core curriculum for initial training programs and then training key 
educators with essential inclusive education knowledge and skills in order to 
prepare their own students, could be a useful innovation for other countries 
with similar management systems and at similar stages in launching inclusive 
education to consider. While the train-the-trainer model has received some 
negative response in more developed countries (orfaly et al., 2005), this 
approach seems to have been pertinent to the urgent needs of a developing 
country that is faced with the challenge of ensuring that all new teachers 
have some training in inclusion and that the teacher educators at universities 
and colleges have the capacity to provide this. This is especially pertinent in 
a country where training systems and programs are based on the direction of 
the management agency. 

It was reiterated by the MoET representative that vietnam was very 
concerned about people with disabilities in both society and education; 
that there were many children with SEn in vietnam and that they were 
just one of the agencies helping the government in supporting them. It 
was reaffirmed that inclusion is growing in vietnam and there are now 
many programs and developing policies to assist in this movement. Future 
direction regarding expanding inclusion in vietnam includes the promotion 
of the training of all teachers; the development of policy and guidelines; 
increased cooperation between the ministries of health and education; 
enhanced support networks; and increased awareness training across the 
community. 

one of the seven groups which the participants had formed during 
the week for in-depth dialogue about the curriculum framework and the 
application of the pedagogies, wrote a poem to summarize their involvement 
in the course. They used the name of each group to produce an inventive 
piece of work on what inclusive education meant to these teacher educators. 
It is clear from this the importance they were now allocating to their roles 
and their commitment in furthering inclusive education in vietnam. Note. 
The capital words represent the names of their groups during the week-long 
training session.

TogETHER we smile
HanD-In-HanD build a house
FuTuRE shines on our life
bElIEF flows from the achievement of the “grower”
FoRlIn sows the seed
SHaRIng the pain of people with a disability
HoPE brightens our FuTuRE
vietnam believes in the success of our people-growing course.

(translated from Vietnamese)
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Chapter  5

reforming init ia l 
teacher education
A necessary but  not  suf f ic ient  condit ion 
for  developing inc lus ive pract ice

Martyn Rouse

Learning outcomes

•	 understand the arguments for having a wide definition of inclusion 
and the reasons for underachievement and lack of participation for 
certain students.

•	 Knowledge about the reasons why some teachers think that students 
who have difficulties in learning should not be their responsibility.

•	 appreciate how initial teacher education (ITE) can respond to these 
concerns.

the current international  context

Extending access to quality education is part of a worldwide agenda 
because schooling is seen as being crucial to human, economic and social 
development goals and because so many children do not have access to 
schooling (unESCo, 2005). There are many reasons why children do not 
attend school, including high levels of mobility and migration, social conflict, 
child labour and exploitation, poverty, gender and disability. 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 do not send children to school because 
of fears about safety and security, especially of girls, or because of the cost. 
Such costs include fees, uniforms, transport, books and materials, and the 
so-called “opportunity costs” that arise when children are not economically 
active because they are in school. Children are more likely to attend school 
if they receive a high-quality education. Therefore, increasing participation 
in schooling is not only about increasing school places and training more 
teachers, it also depends on improving the quality of teaching. Central to 
this task is the development of ITE programs so that teachers are prepared 
to respond to diversity and can support inclusion.

Problems with the quality and availability of educational opportunities 
are not confined to the developing world. In well-schooled countries such 
as Scotland, with its long history of compulsory school attendance, such 
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concerns may seem irrelevant, but even here, not all children have positive 
experiences of education, nor do many have much to show for their time in 
school when they leave. as in some other countries, the so-called “achievement 
gap” between those who achieve most and those who achieve least, is a 
major concern (oECD, 2007). The task then, is not only to improve access 
to schooling, but also to ensure that meaningful participation, achievement 
and success is available to all, not just to some (black-Hawkins et al., 2007). 

This is a complex and difficult task for many reasons. one relates to 
deeply embedded attitudes and beliefs about human differences, how such 
differences are defined and about who should be responsible for responding 
to them. Dealing with exclusion, marginalization and underachievement is 
not only the right thing to do; it makes sound economic and social sense. 
When schools fail in their responsibility to educate all children, it leads to 
an education underclass and also to a social and economic underclass, which 
has serious economic and social consequences for society today and in the 
future (belfield and levin, 2007). The task of inclusion, therefore, is not 
only about children with disabilities and special education needs (SEn), it 
must also address broader issues of marginalization and underachievement. 
The development of successful inclusive schools, or schools for all, in which 
the learning and participation of all children is valued, is an essential task 
for all countries. 

In response, many countries have enacted policies designed to develop 
their special education systems or to encourage greater inclusion of children 
with disabilities or difficulties. In spite of pro-inclusion policies in many 
countries, achieving inclusion is a daunting task and dealing with differences 
and diversity continues to be one of the biggest problems faced by schools 
today. Such problems are associated with low expectations and aspirations, 
intergenerational poverty and underachievement. In addition, barriers 
arise from inflexible or irrelevant curricula, didactic teaching methods, 
inappropriate systems of assessment and examinations, and inadequate 
preparation of, and support for, teachers. 

There is a growing recognition by researchers, governments and teachers 
themselves, that ITE may not be preparing beginning teachers sufficiently 
well to meet the needs of all children in schools that are increasingly diverse 
(ofsted, 2008). Whilst there are many success stories to be told about 
inclusion (e.g. ainscow, 1997; black-Hawkins et al., 2007), international 
research suggests that one of the greatest barriers to inclusion is that many 
teachers feel that they are not trained to deal with inclusion, diversity, 
behaviour and SEn (e.g. Forlin, 2008). Teacher education, therefore, has to 
be reformed so that teachers are better prepared to work in inclusive ways. 
This has to apply to all teachers, not just some.
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reforming teacher education for inclusion: 
some teachers or al l  teachers?

It could be argued that there are two main strands to the debate about the 
reform of teacher education for inclusion. on the one hand, there are those 
who suggest that there is insufficient content knowledge about different 
types of difficulty in most programs. It is claimed that inclusion is difficult 
to achieve because new teachers do not know enough about issues such as 
dyslexia, autism, aD/HD or about the teaching strategies thought to be 
associated with these types of difficulties. The classic special education view 
assumes that it is not possible to include children with learning difficulties 
in mainstream settings because their needs are different and that it is more 
efficient to group children according to the nature of their disabilities 
or difficulties so that special pedagogical approaches can be deployed 
by specially trained teachers (Kauffman et al., 2005). as a result, many 
mainstream teachers believe that they do not have these skills to do this 
work because there are other so-called experts to deal with these students 
on a one-to-one basis or in smaller more manageable groups. When special 
education support is conceptualized in this manner, it is a barrier to the 
development of inclusion because it absolves the rest of the education system 
from taking responsibility for all children’s learning. 

on the other hand, there are those (e.g. booth and ainscow, 2002; Slee, 
2001), who argue that inclusion cannot be created through the extension 
of special education, which they see as part of the problem. They call for 
a radical approach to teaching and learning that does not depend on the 
identification of particular forms of disability or difficulty (allan, 2006). In 
essence they propose that the barriers to learning and participation should 
be removed and an inclusive pedagogy be developed. This approach requires 
new thinking about teacher education for inclusion (booth et al., 2003; 
Florian and Rouse, 2009). I have suggested elsewhere (Rouse, 2008) that 
developing effective inclusive practice is not only about extending teachers’ 
skills and knowledge, but it is also about doing things differently and 
reconsidering assumptions, attitudes and beliefs about human differences. 
In other words, the development of inclusion should be about “knowing”, 
“doing”, and “believing”.

In many universities, the core courses in ITE only make passing reference 
to inclusion and students who find learning difficult in school. There may also 
be optional courses concentrating on the characteristics of different kinds of 
learners, how they should be identified and the current policy context. These 
courses typically focus on knowing about:

•	 teaching strategies related to particular types of difficulty
•	 particular disabilities and special needs
•	 how children learn



50 Martyn Rouse

•	 what children need to learn
•	 classroom organisation and management
•	 where to get help when necessary
•	 identifying and assessing difficulties
•	 assessing and monitoring children’s learning
•	 the legislative and policy context.

Such content knowledge is important, but it is insufficient to improve 
practice in schools, because it is not located in the broader issues of the 
curriculum, teaching and learning and is not available during all ITE courses. 
Even for those who have undertaken optional courses there may be a big gap 
between what they know and what they do in their classrooms. In part this 
is a result of the tension between what is learned in the university and what 
is learned in school (Hagger and McIntyre, 2006). In an attempt to bridge 
this gap, professional learning (Pl) initiatives have been designed to link the 
learning of individuals with the institutional development of their schools. 
In other words “doing” has become an essential element of professional 
learning and institutional development, especially during the induction 
years. This may involve action research or reflective practice initiatives built 
around school- or classroom-based development projects and new ways of 
doing by:

•	 turning knowledge into action
•	 moving beyond reflective practice
•	 using evidence to improve practice
•	 learning how to work with colleagues as well as children
•	 becoming an “activist” professional.

Sometimes negative and deterministic attitudes held by colleagues about 
children’s abilities and worth prevent new ways of thinking about pedagogy 
(Hart et al., 2004). It is nonetheless also important to consider how it might 
be possible for teachers to develop new ways of believing that:

•	 all children are worth educating
•	 all children can learn
•	 they have the capacity to make a difference to children’s lives
•	 such work is their responsibility and not only a task for specialists.

of course, provision varies from school to school and, therefore, any 
exploration of the roles and responsibilities of teachers has to acknowledge 
the complexity of the task. Such complexity arises from many factors 
including the institutional barriers to learning in the current system; the type 
of needs that are encountered; the professional knowledge, qualifications, 
status and identity of the teachers themselves (Rouse, 2008). Some special 
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needs teachers see themselves as experts in dealing with difficulties in 
learning and as the only ones willing undertake this task. It is an identity 
built upon beliefs about specialist knowledge. In this view, their colleagues 
do not know how to do it, and they wouldn’t want to do it even if they did 
know how. Inclusion involves redefining roles and can threaten teachers’ 
identities. If responsibilities are to be shared and teachers are to take on new 
roles, then there have to be changes to the way inclusion is conceptualized 
and a realization that it can only be achieved if all teachers are supported 
in the development of all aspects of knowing, doing and believing. one 
way of understanding this task is to take the lead from Shulman (2004) 
who talks about the need to ensure that ITE and professional learning in 
all the professions should have three essential elements. He refers to these 
elements as the “three apprenticeships”. The first is the “apprenticeship of 
the head”, by this he means the cognitive knowledge and theoretical basis of 
the profession; the second is the “apprenticeship of the hand”, this includes 
the technical and practical skills that are required to carry out the essential 
tasks of the role; and finally the “apprenticeship of the heart”, the ethical and 
moral dimensions, the attitudes and beliefs, that are crucial to the particular 
profession and its ways of working. Thus the reform of ITE needs to be built 
upon the foundation of Shulman’s three apprenticeships.

Background: the Scottish context

The four countries of the united Kingdom have different education systems 
and whilst England and Wales have many similarities, Scotland has a long 
history of having its own distinct system. In Scotland the government 
and other agencies have recognized that certain groups are particularly 
vulnerable to exclusion and underachievement, see for example recent 
reports and initiatives on autism (HMIE, 2007), dyslexia (HMIE, 2008), 
“looked after” children and young people (SEED, 2007), young people from 
Scottish travelling communities and children who do not have English as 
their first language. In a broad review of equality and equity in Scotland’s 
schools, the organisation of Economic Cooperation and Development 
(oECD, 2007) highlighted the chronic underachievement of a significant 
number of young people in spite of praising many aspects of the system and 
pointing out the very high levels of attainment for the highest performing 
20 per cent. The report went on to claim that many attempts to improve 
achievement of the bottom 20 per cent have been largely unsuccessful in 
spite of pro-inclusion policies and anti-discrimination legislation. a series of 
other policy developments such as Getting it Right for Every Child (SEED, 
2006), highlights the growing need for teachers to be better prepared to 
work with other adults as well as with children, not only because of the 
demand for better community links, but also the expectation for enhanced 
multi-agency collaboration and integrated children’s services. 
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the inclusive practice project

It is in this context that the Scottish government has funded the Inclusive 
Practice Project (IPP) at the university of aberdeen. The Project reflects an 
ongoing interest in the School of Education to reform ITE to ensure that it 
is more responsive to the demands facing teachers and schools today. The 
reforms have involved staff in the School together with consultation of 
teachers, local authorities, teacher unions and former program graduates, in 
developing new approaches to ensure that new teachers:

1 Have a greater awareness and understanding of the education and 
social problems and issues that can affect students’ learning.

2 Have developed strategies that can be used to support and deal with 
the difficulties students experience in learning.

In addition, it is expected that newly qualified teachers will have a 
willingness to accept the professional responsibility for developing greater 
participation and inclusion for all the students they teach, together with 
knowledge about where and how to get help, advice and support if necessary 
in order to develop inclusive practice.

The reformed Professional graduate Diploma of Education (PgDE) 
program, which started in 2007–08 (for more details see Florian and Rouse, 
2009), is informed by the Scottish Standards for ITE (gTCS, 2006) and 
by the importance of partnership; the idea that students become teachers 
by working in schools (Hagger and McIntyre, 2006). The university-
based curriculum incorporates professional and theoretical knowledge as 
well as skills in research and refection. Eighteen weeks is spent in school 
experience placements supported by 18 weeks of university-based learning. 
The program is made up of a number of distinct but integrated elements 
(Professional Studies, Further Professional Studies, learning through the 
Curriculum and School Experience) that cohere around a set of program 
aims. These aims are designed to: prepare teachers for making a contribution 
to the development of students within an inclusive school; to enable them to 
become effective teachers of the curriculum; and to attain high standards of 
professional practice. 

as in many countries, ITE courses in Scotland involve a partnership 
between schools and universities and the one-year PgDE course in particular 
is already overloaded with content. any reform of university-based courses 
must recognize the learning that occurs during students’ school placement 
and their experiences during the induction years. Therefore, the reform of 
ITE has to be seen as a necessary but not sufficient condition if schools are 
to become more inclusive. Sustained, progressive Pl that is linked to the 
institutional development of schools will also be required.
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Major changes have been made to the structure and content of the program 
in which primary and secondary trainee teachers have been brought together 
on the professional studies element of the program. Social and educational 
inclusion is addressed at the heart of the program from the outset, not just an 
elective selected by some. It has involved significant numbers of mainstream 
staff. Florian (2007) identified three areas of particular attention in such 
reform: clearer thinking about the right to education; the need to challenge 
deterministic views about ability and a shift in focus from differences between 
learners, to learning for all. Florian’s three areas (educational rights, anti-
determinism and learning for all) have been embedded in the course, which 
is informed by the principles of learning, participation, collaboration and 
activism in the changing context of education. This includes the multiple 
overlapping layers of teaching and learning, the community of a school, 
and the school in the broader social and political context (Sachs, 2003). 
The overriding aim is to help new teachers accept the responsibility for the 
learning of all students and to know where to turn for help when required. 

Primary and secondary teachers have much to offer and learn from each 
other. The program is, therefore, structured such that prospective primary 
and secondary teachers are taught professional studies courses together, 
while curriculum courses are organized by sector and subject. by combining 
prospective primary and secondary teachers for lectures, workshops and 
tutor group activities, learning opportunities can focus on the general 
insights of education in the practical context of classroom teaching. The 
emphasis is on implications for action in the classroom, such as inclusive 
practice. one of the most important of these is learning. While this can be 
conceptualized in a number of different ways, a sociocultural perspective 
on learning underpins the course. This is important as “sociocultural theory 
offers a productive way of thinking about how to understand and respond to 
the complexities inherent in educating diverse groups of students in different 
contexts” (Florian and Kershner, 2009, p.175). Florian (2007) points out 
that this involves understanding the interaction of a range of factors (the 
child, the school and broader cultural and societal factors) that produce 
individual differences rather than explanations that stress a single cause. 
Such an approach involves understanding how the relative contribution of 
these factors informs the responses of teachers when children experience 
difficulties in learning. It enables individual differences to be seen as 
something to be expected as a result of interactions between many different 
variables rather than fixed states within individuals that can be classified and 
categorized. Therefore, the task for teacher education is to help teachers to 
think about the difficulties children experience in learning as opportunities 
for thinking about teaching (e.g. Hart, 2000). This aspect of the task is about 
building confidence and broadening their repertoire of skills and strategies. 
It recognizes that ITE cannot produce the “finished article” and it can only 
prepare teachers to enter the profession. In addition, there is a need for new 
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teachers to learn strategies for working with and through others, in part 
because of the changing nature of schools and because of the increase in the 
numbers and range of other adults working to support students in schools.

This chapter has outlined the early stages of reform to a program of 
initial teacher education. Whilst this is an essential precondition for the 
development of greater inclusion, it is not sufficient. If schools really are to 
be better at educating all children, then it will also be necessary to reform 
continuing professional learning of teachers, together with the institutional 
development of schools. Such an undertaking requires a massive commitment 
from all levels of the education system. In spite of these challenges there are 
sufficient examples of good practice across the world and particularly here 
in Scotland for us to be optimistic that we can create successful inclusive 
schools for all. If the Inclusive Practice Project can support new teachers 
in the “knowing”, “being” and “doing” of inclusive education, it will be an 
important step in this vital task.
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ChapterChapter  6

a content- infused 
approach to pre-service 
teacher preparation for 
inclusive education

Tim Loreman

Learning outcomes

•	 understand the philosophy and principles behind a content-infused 
approach to pre-service teacher education.

•	 Develop awareness of some of the inherent challenges associated with 
the approach.

•	 become familiar with practices that can contribute to the success of 
this approach.

Introduction

as school authorities throughout the world place increased emphasis on 
providing inclusive environments, they have looked to teacher preparation 
institutions to provide them with staff with the attitudes, skills, and 
knowledge required for success. The challenge this presents is to determine 
how best to modify teacher preparation curriculum and pedagogy to 
address this reality; with the associated opportunity being to operate in 
ways that are creative. a content-infused approach is one non-traditional 
way of working that initial teacher education (ITE) courses can adopt. 
The term ‘content-infused’ is understood as meaning that the attitudes, 
skills, and knowledge normally taught in a single unit on inclusive or 
special education are spread throughout a number of units in a program, 
or perhaps an entire program.

rationale for content- infusion

Research on self-contained units of study in inclusive pedagogy has 
demonstrated that this approach can be effective in providing pre-service 
teachers with the skills, knowledge, and attitudes they need in order to 
be successful when they enter the field (see for example lancaster and 
bain, 2007; Sharma et al., 2006). In many contexts, though, educating 
pre-service teachers in this way may not be the most effective, efficient, 
or desirable option (loreman and Earle, 2007). The units of study that 
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universities can offer, and which students can complete, is finite. In some 
institutions, including a separate course in inclusive education would 
require the removal of some other important area of study. Further, 
the prevailing philosophical views of the teaching faculty and cultural 
environments might preclude the introduction of a separate unit of study 
on inclusive education. This was the case at the university where I work, 
where faculty wanted inclusion to be viewed as part of a teacher’s regular 
duties and so for this and other pragmatic reasons inclusive content was 
infused throughout the ITE program.

Research on the efficacy of a content-infused approach to teaching about 
inclusive education in ITE programs is sparse, but nevertheless generally 
positive. It highlights both the potential for the approach to succeed, along 
with some areas of concern. International research by Sharma et al. (2008) 
concluded that “… both infusion and single-subject models are effective [in 
improving attitudes, sentiments, and concerns about inclusive education]” 
(p. 783). This research included data from my own university and echoed 
additional research by this team and others. yerian and grossman (1997), 
for example, examined pre-service teacher responses to a statement that 
they could easily include special education students into regular classes. 
Their research supported the notion that a content-infused approach can 
be effective in as much as this statement to some degree conveys pre-service 
teacher attitudes and also feelings of self-efficacy in implementing inclusive 
education.

The content-infused approach has also been supported by voltz (2003) 
who reviewed 252 ITE institutions in the uSa, finding that a ‘collaborative 
infusion’ model, similar to the content-infused approach was, in the view 
of department chairs, beneficial to both students and faculty. others, such 
as Stayton and McCollum (2002) have argued that single-course inclusive 
teacher preparation models are inadequate and that models more in line 
with the content-infused approach should be more widely adopted. Indeed, 
this approach is gaining in popularity as approximately 25 per cent of all 
ITE institutions in the united States have adopted this model (voltz, 2003). 

Research results, however, are not all positive. Even advocates of a 
content-infused approach admit that there are some inherent difficulties 
in implementing the approach; difficulties which institutions must be 
cognizant of if they are to be avoided. avramidis et al. (2000) argued that 
content-infused models are of concern because they are difficult to monitor, 
especially in larger ITE institutes. The department heads in voltz’s (2003) 
study expressed similar concerns, pointing out various areas of incongruence 
with university structures such as schedules, faculty expertise, and time 
pressures. Stayton and McCollum (2002), while supportive of a content-
infused model, agreed that the approach is under-researched. as practice 
needs to be research-based if its continued use is to be justified in the field of 
education, this dearth of research needs to be addressed.
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Lessons learned from a Canadian case

Two key Canadian studies of the content-infused approach have helped 
to inform practice and research at my university. Woloshyn and bennett 
(2003) conducted a qualitative study involving 91 pre-service teachers 
attending a variety of teacher preparation institutions in ontario. This 
study examined the beliefs and perceptions of these pre-service teachers 
and came to the conclusion that a content-infused approach might be the 
best means of allaying and addressing concerns the pre-service teachers had 
about their capacities to identify, assess, and program for students who have 
exceptionalities. 

of greater relevance is a study that examined survey responses of pre-
service teachers (loreman and Earle, 2007). This study found that while 
the content-infused approach to preparing pre-service teachers for inclusive 
education was indeed effective in terms of improving attitudes, there were 
some areas in which no statistically significant improvements were found, 
including sentiments about disability, and concerns about inclusive education. 
Demographic variables such as prior teaching experience and gender also 
had an impact. 

The context:  teacher education

as described in other work (see loreman and Earle, 2007; Sharma et al., 
2006), my university is relatively small (approximately 1700 students) and 
is located in alberta. The education program currently comprises a two-year 
bachelor of Education after-degree in elementary education. The program 
has a positive reputation in alberta, with graduates being highly sought-after 
by school jurisdictions throughout the province. using this as a measure, the 
efficacy of the program in providing the field with desirable teachers would 
appear to be high. 

Intake each year is competitive and is limited to 72, for a total of 
approximately 140 pre-service teachers in the program over the two years. 
Each intake of 72 pre-service teachers is divided equally into two cohorts of 
36 with whom they take their classes, that are virtually all mandatory. The 
Faculty of Education is small, limited to five permanent full-time faculty 
members, and a number of casual instructors. 

Implementing a content- infused approach

Preparing the pre-service teachers for inclusive education occurred from the 
inception of the program in the 1990s, however, a deliberate, coordinated 
approach to this was not followed until 2003 with the addition of a faculty 
member (myself) with a specific interest and research background in 
inclusive education. at this time I was asked to coordinate inclusion in the 
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Faculty for a two-year period, a role for which I was provided time through 
a reduced teaching load. During these two years I worked with faculty and 
casual instructors to ensure that inclusive education content was infused 
throughout the program, and to offer advice about pedagogy, research, and 
other issues. This, it was hoped, would ameliorate the need for a stand-alone 
subject in inclusive education. 

This was possible because many of the areas of concern about a content-
infused approach outlined in the literature, included difficulties in monitoring, 
incongruence with university structures, and pressures on time to collaborate 
(see avramidis et al., 2000; Stayton and McCollum, 2002; voltz, 2003) had 
been addressed. In a small faculty working with a limited number of pre-
service teachers, many of the issues concerning scheduling and monitoring 
of the approach which might be more evident in larger institutions were 
ameliorated. The small, collegial atmosphere combined with formal and 
informal leadership from a colleague with appropriate expertise resulted in 
an environment where all members of faculty were focused on common 
goals, and in addition to this were generally aware of the content, teaching 
methods, and assessment modes each other were engaged in. It was this 
smaller context, combined with a deliberate approach to ensuring inclusive 
content was taught throughout the program, and the conduct of research 
examining practice, that likely contributed to our success. 

Success and change

Since the loreman and Earle (2007) study, which demonstrated that the 
model was having a positive impact on attitudes, a number of changes were 
implemented with respect to the program. Some of these changes were 
enacted because our research showed that we were having little impact 
on sentiments towards people with disabilities, and in reducing concerns 
about inclusive education. other changes were simply a function of time 
and professional growth. For example, teaching faculty over time developed 
greater expertise and became more comfortable in their roles as teachers 
of inclusive content, while new instructors commenced work with the 
understanding that they would include diversity content in their classes. 
Secondly, a further assignment was added to one of the mandatory subjects, 
and other assignments (such as writing an individual program during the 
technology course using school jurisdiction software) were refined. The 
additional assignment (modified from an idea from umesh Sharma; see 
loreman and Earle, 2007) required students to examine an area of personal 
concern about inclusion, and to construct a plan of action for addressing 
that concern which was then implemented over the course of their final 
practicum experience. 

In addition to these assignments, a key subject which students took on 
Friday afternoons during their practicum, and which was facilitated by me, 
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had been gradually modified to include a greater range of guest speakers 
from the field addressing topics of diversity. These included parents of 
children with disabilities, principals supportive of the approach, teachers, 
and representatives of various cultural groups. This was not, however, 
anything like a stand-alone subject on inclusion, but rather one aimed mainly 
at assisting students to reflect on many important issues and elements of their 
practicum experience.

Promising practices

Sharma et al. (2008) have suggested that perhaps rather than the mode 
of delivery being the most significant issue, it is more likely the content 
and pedagogy of a program that seems to have a greater impact on student 
attitudes, sentiments, and concerns about inclusive education. The following 
promising practices relevant to a content-infused approach can be found in 
the literature, and were also evident in my experience outlined above. 

Leadership for content infus ion

The appointment of a faculty member with appropriate expertise to 
coordinate the effort of infusing inclusive content is essential. Without 
adequate coordination, such an initiative is likely to lose momentum, 
direction, and impact. The coordinating faculty member needs to be someone 
who is capable of engaging in productive, collegial relationships with a 
variety of other faculty members, following a style of leadership consistent 
with building a professional learning community (leadbeater, 2004). Cowley 
(2007), in his examination of leadership for change in the corporate world, 
found that the success of change initiatives was largely determined by the 
leaders’ ability to utilize both formal and informal leadership mechanisms 
that were culturally appropriate to the organization. 

While my position was for a two-year, finite period, it might be more 
helpful to appoint an inclusion coordinator as an ongoing position, 
consistent with a model of sustainable leadership. Sustainable leadership 
exercises vigilance through monitoring so that there is no decline in the 
environment or initiative over time (Mulford, 2008). With the abolition of 
the formal inclusion coordinator position, the initiative to some extent lost 
the deliberate, methodical tone it once had.

Smal l  profess ional  learning communit ies

one concern voiced in the literature was that larger institutions would find 
a content-infused approach to be unwieldy (avramidis et al., 2000). While 
smaller institutions have an advantage here, there are possibilities for larger 
universities. Faculty members in a particular program could be divided into 
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small groups who work with an inclusion coordinator. In this instance, 
faculties would need to appoint multiple inclusion coordinators to work with 
the different groups, and schedule common and individual meeting times 
with those coordinators. Calkavur (2006) recommends the use of multiple 
small teams in implementing a change initiative, and suggests a coordinated 
approach for doing so which takes into account the predominant culture 
and issues of sustainability. It may be easier for smaller groups to become 
professional learning communities, sharing expertise in informal and less 
threatening environments (Mulford, 2008). 

Regular meetings specific to the content-infusion initiative during 
which progress is shared with the group are necessary, and perhaps could 
be combined with professional development opportunities for members 
of faculty. Individual meetings for faculty members with the inclusion 
coordinator are also necessary, and should be structured in terms of reviewing 
the subject being taught and finding points of contact into which inclusive 
content can be inserted. at my university we went through our syllabi at 
such meetings and discussed what content could be inserted at what points 
in the teaching.

Curriculum decis ions

The ‘content’ of the content-infused approach is central to success. The 
question needs to be asked: “What do our pre-service teachers need to know 
in order to be successful in an inclusive classroom?” The answer to that 
question will differ according to context. This task was made considerably 
easier for us because the alberta government provides all teacher preparation 
institutions with a list of general outcomes that teachers must meet in order 
to gain certification to teach in schools. In addition to that, faculty members’ 
own knowledge of what was required to competently implement inclusion 
was taken into account. The exact nature of the inclusive curriculum is 
beyond the scope of this text, however, elaboration on these specifics can be 
found in the companion paper to this chapter (see loreman, in press).

Respecting academic freedom

In a university environment it is not desirable to demand that specific content 
be delivered. This is another reason why the choice of the ‘right person’ to 
fill the inclusion coordinator role is so important. The inclusion coordinator, 
in respecting the academic freedom of the faculty member, should view their 
role of helping and negotiating, never as dictating. Most faculty members 
will want to find ways to help improve pre-service teachers’ capacity to work 
in diverse classrooms, and in the vast majority of cases the infusion of this 
content will be welcome, especially where it comes with support from a 
coordinator with appropriate expertise. 
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Address ing essential  areas

although the goal of a content-infused approach is ultimately to infuse all 
content, the reality is that expertise in specific areas relative to inclusive 
education may be lacking, at least in the short-term. In this instance it might 
be desirable for the inclusion coordinator to address specific topics in the 
context of other faculty members’ classes. This was a feature of our work, 
however, it was only short-term. In observing the inclusion coordinator, the 
relevant expertise was quickly developed by other faculty members, making 
the ongoing explicit involvement of the inclusion coordinator in this respect 
unnecessary. 

Practical  experiences

guest speakers were one aspect of the program that were important. Pre-
service teachers had the opportunity to hear about inclusion from points of 
view other than their professors and were able to view inclusion as a broader 
phenomenon. It was important to provide speakers who were positive about 
inclusion and who also had credibility, such as school principals, government 
representatives, teachers, and parents. For the same reasons, it was important 
to involve students in practicum experiences that were ‘inclusion friendly’. 
new teachers tend to adopt the prevailing attitudes they encounter in 
schools early in their careers, and negative attitudes are difficult to change in 
cultures that support them. Teacher preparation institutions might consider 
building elements of what constitutes an inclusive environment into their 
criteria for selecting a practicum school. Some institutions might argue 
that they barely have enough willing practicum schools to meet demand, 
and so such a requirement might be counterproductive. To simply accept 
practicum schools because a quota must be filled, regardless of the standard 
of practice in that school, does pre-service teachers (and ultimately children) 
a disservice.

Engineering face-to -face contact:  a di lemma

Face-to-face experiences with people with disabilities is important, and it 
is possible that the small amount of change evident in pre-service teachers 
responses on the ‘sentiments’ variable is the result of few opportunities to 
interact directly with people with disabilities (see loreman and Earle, 2007). 
Forlin et al. (2001) noted an improvement in sentiments towards people 
with disabilities when interaction with these people was made possible. How 
to achieve this, however, is more or less difficult depending on context. In 
Canada and many other western countries, addressing the issue is not as 
easy as class visits to the local special school. Promoting inclusive education, 
while at the same time using segregated education institutions to achieve 
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some goals, may send mixed messages to pre-service teachers. This is what 
we struggled with. Seemingly, the only meaningful solution relates back to 
practicum placements. a deliberate effort to place them in positive, inclusive 
environments is important, possibly in combination with increased guest 
speakers with disabilities throughout the program.

Making the impl ic it  expl ic it

Pre-service teachers should be made explicitly aware of the content-infused 
approach being used. When inclusive content is being addressed in various 
classes, instructors should take care to point out that this is the case. This 
may help to allay anxieties in pre-service teachers that they are not being 
adequately prepared for inclusion because their program lacks the visibility 
of a single subject in the area. Pointing out to them where and when this 
content is delivered, and the administrative processes behind how this 
approach has come about, sends the message that inclusion is important and 
is a part of the normal, everyday life of a teacher.

Research informs practice

any institution adopting a content-infused approach should consider 
conducting research on the efficacy of this approach. This was highly 
beneficial to our program and continues to inform practice. our 
research included investigations of attitudes, sentiments, and concerns  
about inclusive education, pre-service teacher perceptions of self-
efficacy, and identifying essential program outcomes for inclusion (see 
loreman and Earle, 2007; loreman, et al., 2007). our experience was 
that engaging in research helped to identify points of tension and areas 
for improvement. 

While the approach we followed was certainly imperfect, we found 
that a number of ingredients were germane to our success, including: 
leadership; engaging in small professional learning communities; deciding 
on appropriate curriculum; respecting academic freedom; specialist teaching 
of some content areas; robust practical experiences; explicit teaching of 
inclusive content; and researching practice. 

Conclusion

This chapter has outlined the rationale behind the use of a content-infused 
approach to pre-service teacher preparation for inclusion and has discussed 
some of the advantages and challenges inherent in this approach. Suggestions 
for practice based on the available literature and our experience have been 
provided. Content-infusion of inclusive content is an effective but largely 
value-driven exercise still in need of greater research in a variety of contexts 
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in order to further support the use of this promising model of teacher 
preparation.
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Chapter  7

Inclusive professional 
learning schools

Feder ico  R.  Waito l ler  and 
E l izabeth Koz lesk i

Learning outcomes

•	 understand the role of professional learning (Pl) schools and 
apprenticeship in preparing inclusive teachers.

•	 Know the importance of identity and culture in pre-service programs.

Introduction

She is weaver, she is a creator, this Spider Woman, and she creates a web 
of life. It’s ephemeral but enduring […] creating themselves out of past 
and present, I thought. In that web that Michelle drew, everything was 
linked: tradition and identity, self and dreams.

 (Rose, 1995, pp. 365, 409) 

Preparing teachers to address inclusive education has the potential to 
bring education equity not only for students identified with disabilities, but 
also for students who have been historically denied access to meaningful 
educational opportunities because their differences from the dominant 
norm are not valued. Preparing inclusive teachers, however, faces significant 
obstacles. Teacher education, for instance, has become an increasingly 
technical endeavor in which a skill-oriented curriculum is anchored by student 
teaching experiences that focus on the performance of these skills. little 
attention is paid to the context in which teaching and learning occur so that 
teachers develop an understanding of the everyday cultural experiences of 
their students. Critical lenses are absent in most teacher education programs 
(Cochran-Smith et al., 2004). Thus, teachers rarely have the opportunity to 
develop social critiques of school practices that permit critical analyses of 
outcomes and potentially lead to transformative changes in curriculum and 
instruction.

Two other obstacles inhibit the preparation of inclusive teachers. on 
the one hand, pre-service education programs tend to compartmentalize 
special and general education, creating barriers between these two fields. 
on the other hand, special education focuses on students’ differences from 
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a remediation perspective, resulting in teacher preparation programs that 
focus on skills and technical content, which overwhelm new teachers at the 
expense of developing critical sensibilities that question what is being done, 
for the benefit of whom.

In this chapter, we describe an inclusive education teacher program in 
development at a State university. Called the Pl Initiative, it addresses the 
multiple issues raised in this introduction by defining inclusive education 
broadly, focusing on apprenticeship models of teacher learning, and 
addressing the identity and cultural issues that teachers must address within 
themselves in order to interpret and guide their students learning. In our 
program, pre-service teachers are placed in schools at the beginning of their 
program and stay in those schools throughout. Through a strong partnership, 
the urban professional learning schools described here offer placements 
to as many as 20 pre-service teachers at a time, building a community of 
practice around teacher learning and development that nurtures teachers 
and pre-service teachers simultaneously. by naming urban schools as sites for 
learning, the program takes the stance that it is in multicultural, multilingual 
schools that pre-service teachers can best take on identities as weavers of 
different cultures, identities, abilities, and curriculum.

In the following section, we describe Pl schools and their critical role 
in the socialization and development of teachers. Then, we outline the 
theoretical and practical elements of a four-semester program organized 
around four themes: (a) identity, (b) culture, (c) learning, and (d) assessment. 

Professional  learning schools

a Pl school brings together two current themes in teacher education: an 
apprenticeship approach to developing practitioners and professional 
learning communities. In an era of increased responsibility and accountability 
for results, all practitioners need to be socialized as career-long learners, 
honing their practice as students challenge them to understand more about 
the complex relationships between identity, culture, engagement, ability, 
content, context, and skill development and mastery. The best environments 
for realizing this are created in professional learning schools where families, 
children, practitioners, school leaders, and researchers work together to 
develop sophisticated multilayered, multidimensional approaches to learning 
that address and resolve some of the persistent challenges in urban schools. 

Professional development school (PDS) approaches to teacher education 
are not new. as early as the 1980s, a variety of initiatives were established 
that drew their inspiration from the concept of teaching hospitals for 
doctor and nurse preparation (Holmes group, 1995). From a first year 
of predominantly coursework and accompanying labs to multiple years of 
internship and residency with increasing levels of responsibility, teaching 
hospitals and the education of doctors holds great allure for the preparation 
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of teachers. The PDS model has been viewed as a transformative agent for 
teacher education (levine and Tachtman, 1997). Reynolds (2000) found 
that PDSs appear to provide a better preparation for teaching. at the end 
of one year of teaching, PDS graduates use more pedagogical methods and 
practices, are more reflective, feel better equipped to instruct ethnically and 
linguistically diverse student populations and are more likely to seek work 
in inner-city schools than their traditionally prepared peers (Cobb, 2001).

a key feature of sustaining professional development school models 
seems to be the reciprocal relationship that university- and school-based 
faculties enjoy. The faculties engage joint teacher action research as well as 
connecting pedagogical practices with units of study for pre-service teachers 
and teacher practitioners. The majority of research, though, is limited almost 
exclusively to general education teacher preparation programs. as a result, 
Kozleski et al. suggested the following: 

When school–university partnerships and professional development 
schools are created, both regular and special education stakeholders 
must be involved. at all points in the process, including during formal 
contract arrangements, partnerships should include and integrate regular 
and special education perspectives and create an agenda of shared goals. 
Partnerships that connect both parties deflect the tendency to think of 
general and special education as occurring in segregated settings. 

(Kozleski et al., 2003, pp. 8–9)

While PDS school approaches have proliferated, they have paralleled 
a similar development in the P-12 environment: schools as professional 
learning communities (giles and Hargreaves, 2006). The professional 
learning community agenda is built on a series of assumptions around the 
process of change and improvement within a community. First, the change 
and innovation mission must be distributed throughout the organization 
and held by individuals in positions of both organizational and informal 
authority. Second, since change within organizations that provide complex 
sets of services to students and their families is complex, the institutional, 
attitudinal, technical and critical features that need to be addressed are 
myriad. Therefore, the change work and the change processes must be 
simultaneously engaged by different groups of people who converge through 
communication and reciprocal action. 

Professional communities, then, have a culture, a shared language, a set 
of tools that engage data collection, analysis, interpretation and change, 
a process for apprenticeship, and local, specific contexts that must be 
navigated. When the PDS model for teacher preparation and professional 
learning community constructs are merged, the concept becomes a Pl school 
where practitioners at various levels of experience, expertise, and interests 
come together in a common mission to improve results for children and 
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youth. Encouraging pre-service teachers to move beyond an awareness of 
cultures in high needs schools to the development of habits of mind is the 
keystone to incorporating “an understanding of valuing of students’ cultures 
and recognition of the need to consider those cultures in teaching practices” 
(lenski et al., 2005, p. 86). With an inquiry stance and sense of community, 
pre-service teachers are likely to feel empowered to make decisions for their 
students and to change the traditional cultures of teaching (Mule, 2006). 

We selected three elementary schools in a local school district to work with 
us as Pl schools. The schools were selected because of the diversity of their 
school population, the willingness of their faculties and school leadership 
to partner with university faculty, and their interest in becoming more 
inclusive in their practices. For each Pl school, a university faculty member 
became a part-time member of the school. Each Thursday, university faculty 
work alongside the Pl school faculty in classrooms, working with students, 
discussing practice, and building a shared understanding of inclusive 
education. Pre-service teachers who have enrolled in a graduate program 
to earn their license and teaching credentials in both general and special 
education apprentice in these Pl schools from the first semester of their 
program. Each semester, the curriculum is organized around a key theme. The 
themes reflect the program’s core principles for teacher practice: (a) identity, 
(b) culture, (c) learning, and (d) assessment. as pre-service teachers move 
through the program they develop a set of portfolio products that reflect 
their development in each of these areas. because of the length limitations 
of this chapter, we will focus on teacher identity, describing briefly the three 
remaining themes. 

Identity and teaching

Pre-service teachers need to understand how to provide opportunities for all 
children to learn and develop in ways that are healthy, respectful, supportive 
and challenging. as educators, they must develop an appreciation of the 
cultural histories and traditions that they bring with them to teaching and 
become conscious of the values and beliefs that filter their understanding 
and inform their teaching. In our program, we expect pre-service teachers 
to engage in an ongoing enterprise that will reshape pre-service teachers’ 
normative assumptions about social, cultural, and intellectual capital. 
Through identity projects, pre-service teachers come to view themselves 
as actors in a reciprocal dance in which they influence and are influenced 
by the social reality found in urban settings. Conscious of ongoing identity 
development, pre-service teachers learn to scaffold instruction by webbing 
the everyday cultures of their students and families and the structures of 
formal curriculum. To do this requires understanding of developmentally 
effective approaches to teaching and learning that is informed by the 
structure of academic disciplines and the cultural contexts of their students.
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The Pl Initiative is interested in teacher identity as the “imagining 
of self in worlds of action, as social products; indeed, we begin with the 
premise that identity is constructed in and through activity” (Holland et 
al., 1998, p. 5). Thus, teacher identity must be conceptualized as the work 
of apprenticeship. Teacher identities are neither located in the teacher nor 
determined by the social context. Rather identity is constantly negotiated 
through the activities in which pre-service teachers participate with other 
community members (e.g. students, parents, other colleagues). How pre-
service teachers construct their identity is also shaped by what they bring to 
school, by how they interpret their role in the school, and what they see as 
the purpose of education and how they fit within this purpose. 

Most policy documents and most teacher programs describe teacher 
development as no more than acquiring a set of skills and technicalities. 
From an identity perspective, however, it means to transform oneself, 
mediating ideals to the realities of institutional contexts, and deciding how to 
participate in classroom activities (Carter and Doyle, 1996). learning skills 
is necessary but not sufficient to prepare teachers for developed learning 
environments where all differences are considered assets for learning. 

The importance of identity work is that pre-service teachers learn in 
the present by drawing from the past and by imagining the future, creating 
new tools for future situations (Stard and Prusak, 2005). Thus, teachers act 
according to their imaginary worlds (Holland et al., 1998). Teacher identities 
are revealed constantly in the positions and actions that teachers adopt in 
their daily life. Teachers’ histories of experiences in similar situations, that 
is, their biographies, inform their expectations and actions about what 
can be said, who can say it, and their engagement in particular contexts. 
These expectations are, however, negotiated in teachers’ daily practices. So, 
pre-service teachers’ engagement in activities and discourses shapes their 
expectations of what it means to be an expert, and mediates how they see 
themselves and others. 

Inclusive settings are complex contexts. Creating learning environments 
that provide robust education for students regardless of ability, ethnicity, 
gender, language, and socioeconomic status, demands a deep understanding 
of how teachers’ biographies inform practice. Through their own 
biographies teachers internalize normative assumptions about difference. 
These assumptions undergird how teachers facilitate and constrain learning 
for students based on their differences. bringing these assumptions about 
differences to the surface creates spaces where they can be contested and 
new inclusive assumptions can develop. 

learning implies becoming a different person and constructing a different 
identity. Teachers and students, in this way, will develop identities as learners 
together. When teacher identity is co-constructed with students, we may 
“consider teacher and student learning as two sides of the same coin” (Kelly, 
2006, p. 516). There is a distinction between learning to teach and becoming 
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a teacher (Kelly, 2006). We can understand becoming a teacher as an identity-
formation process where the individual and the context surrounding them 
writes another page of the subjects’ biography. Teachers must search out how 
multiple interpretations of social experience come to become part of one’s 
identity. This is a self-empowering enterprise.

This Pl school program provides experiences that support the 
development of robust, collaborative, and inclusive teacher identities. This 
is achieved by extensive and ongoing experience in inclusive classrooms and 
by collaborating with peers in communities of practice. Pre-service teachers 
focus on specific aspects of their own biographies in the first semester of 
their program as they concurrently build a biography of one of their 
students. They compare and contrast their biographies in weekly seminars, 
deepening their understanding of how action and reaction in the classroom 
is anchored by these biographies. as the semester develops, they learn to 
contest these identity constructions so that they can develop the concept 
maps and heuristics that they will need to continue to contest their own 
biases as they teach their students to do the same thing.

The Pl school program sees everyday experiences in the classroom as 
a part of teachers’ identity construction work; how they experience the 
world, how they interpret and give meaning to practice within the complex 
contexts of inclusive settings. In the same way that social contexts elicit 
certain kinds of knowledge, they also elicit certain kinds of identities (Kelly, 
2006). Extensive experience working in partnering inclusive schools will 
create spaces for developing inclusive identities in which pre-service teachers 
will develop a sense of responsibility and ownership for all the students in 
the school, and not only for a specific grade or ability level. 

The contrasting biographies are part of a series of Performance based 
assessments (Pba) that correspond to the urban Pl school outcome 
standards, content knowledge, and concurrent practice in the series of 
semester-long internships. These Pbas constitute an assessment system that 
assesses developing knowledge based on seminars, online learning, ongoing 
discussions as well as performance in schools. as pre-service teachers 
progress through the program, they engage specific Pbas and are guided and 
supported in accomplishing those assessments each semester. The Pbas are 
designed so that pre-service teachers can demonstrate learning around the 
four themes that ground the program.

Cultures in the classroom: in,  of,  and co-
constructed

Inclusive classrooms by nature are sites where multiple cultures merge. This 
involves many different ways of learning, participating, communicating, and 
many different cognitive and material tools to solve problems. The cultural 
work of classrooms, though, tends to be informed by the dominant culture of 
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the surrounding community. Thus, pre-service teachers need to understand 
the cultural work that occurs in schooling so that it can be transformed 
into an inclusive culture. The Pl school initiative prepares pre-service 
teachers to weave difference through designing cultural responsive learning 
environments and collaborating with diverse families. 

Therefore, Pl schools are constructed as sites of cultural confluence in 
which the cultures that students, families, teachers, and administrators bring 
with them to school interact with the culture of schooling. In this semester of 
their program, pre-service teachers explore the cultural work of teaching and 
learning through observation, lesson study, focus groups with students, and 
tutoring sessions with individual students. They become weavers of different 
cultures, identities and abilities, languages and school activities. They move 
beyond cultural transmission models into new frontiers of cultural modeling 
(lee, 2007) in which what students know and bring to school becomes the 
anchor for specific subject-matter learning. 

Learning in and for education practice

With the foundation provided in their first two semesters, pre-service teachers 
focus their attention on how learning is orchestrated in classrooms in their 
third semester. They learn to create and sustain a learning environment that 
fosters positive social interaction, active engagement in learning, and self-
motivation. as they accumulate experience teaching, they master the skills 
needed to link new concepts to a variety of prior experiences and cultural 
backgrounds.

The Pl school initiative works with clinical teachers to ensure that they 
teach their pre-service teachers why and how to teach. Pre-service teachers 
co-teach with their clinical teachers. When a lesson is completed, the teaching 
pair deconstructs the experience. The pair can select from a set of heuristics 
that guide them through discussions. For example, one heuristic requires 
each member of the pair to assess their own teaching pace. They connect 
pace to student engagement and must use evidence from the lesson to justify 
their rating. First, the co-teachers discuss their own assessments, and then 
they assess one another. In doing so, the pre-service teachers learn how to be 
mindful of their own teaching and its impact on how students participate in 
a lesson. a variety of these heuristics scaffold reflection and use of evidence. 

assessment

In the uSa, many assessment tools are built on the idea of a sequence of 
developmental skills. Knowledge structures are mapped based on specific 
cultural standards (Moss et al., 2006). We use that same set of norms to 
distinguish performances of children who may have been enculturated 
into patterns of behavior far different from the ones that are familiar to 
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mainstream uS educators and psychologists. In fundamental ways, then, we 
might say that assessment tools are proxies for cultural capital. They shape 
educators’ understanding about what learning is, what knowledge is valuable 
to have, and identify who is actively engaged in learning specific kinds of 
information (Moss et al., 2006). as Sternberg and grigorenko (2004) 
recently observed, “intelligence considered outside its cultural context, is in 
large measure a mythological construct” (p. 1428).

yet, it is almost impossible to work with students without assessing. because 
of the critical role that assessment plays in learning and the complexities 
associated with formative, summative, and diagnostic assessment, the 
program is structured to focus on assessment last, once pre-service teachers 
have found their grounding in the classroom and are better able to observe 
thoughtfully and use a variety of tools for assessing learner needs. given 
the complexity of the assessment arena, pre-service teachers must produce a 
variety of products that range from micro-assessments of students in action 
working on a specific classroom task to at least two comprehensive child 
studies that demonstrate their skill in using a variety of a tools, assembling 
a variety of evidence, interpreting that information in ways that can guide 
the organization of the classroom structures and learning approaches to 
accommodate individual student needs.

Conclusion

In this chapter we have described an initial teacher education (ITE) program 
that grounds teacher learning in an apprenticeship model, that scaffolds 
teacher development through identity, culture, learning, and assessment so 
that a graduate of the program is able to design learning environments that 
account for the development of a learning community while acknowledging 
the cultural histories, intellectual experiences and psychological characteris-
tics of each learner in that community. In doing so, we create the possibility 
that teachers can create inclusive education experiences that find common 
ground for each unique constellation of students and support their learning 
trajectories. 

The work is complex and difficult since our approach to learning conflicts 
with the rigid ways that schools create and deliver curriculum. Creating 
professional learning schools requires that university and school faculties 
learn together to transform common practice into inclusive approaches to 
teaching and learning. We remain a work in progress, collecting evidence 
from our experiences to match our vision with a new reality for teacher 
learning.
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ChapterChapter  8

Init ia l  teacher education 
and inclusion
A tr iad of  inc lus ive exper iences

Dianne Chambers  and Chr is  For l in

Learning outcomes

•	 Describe attitudinal theory as it relates to pre-service teachers and 
inclusive education.

•	 Discuss the importance of addressing beliefs and attitudes towards 
inclusive education in an initial teacher education (ITE) program.

•	 outline a range of experiences that can be undertaken to allow pre-
service teachers to examine beliefs and attitudes towards inclusive 
education.

•	 Integrate a Triad of Inclusive Experiences program into ITE.

Introduction

one of the barriers to inclusive education identified by many researchers is 
a negative attitude of teachers towards the inclusion of students with special 
education needs (SEn) in a regular classroom (Mintz, 2007). The attitudes of 
society have a great bearing on the opportunities and experiences of people 
with disabilities (bradshaw and Mundia, 2005). an appropriate time to 
address these attitudes for teachers is during their ITE course. This chapter 
reports the development of a Triad of Inclusive Experiences (TIE) program 
to promote positive attitudes and beliefs held by pre-service teachers about 
people with disabilities. 

attitudes towards inclusive education

attitudinal theory describes the interrelatedness between beliefs, attitudes, 
intentions and behaviours as they relate to an object (Fishbein and ajzen, 
1972). In the case of inclusive education, the attitude towards inclusion 
which involves students with disabilities being educated alongside peers 
in regular classrooms is often what is under investigation. an attitude is a 
learned, evaluative response about an object or an issue, and is a cumulative 
result of personal beliefs. beliefs are seen as influencing the attitudes that 
pre-service teachers hold in regards to inclusive education, which in turn 
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influences intentions and behaviour. It is, therefore, important that initial 
teacher educators address the beliefs of their students if they wish to ensure 
positive attitudes towards inclusion. 

The attitude theory most of interest in this case is that of expectancy-
value (Fishbein and ajzen, 1972). This theory contends that a person’s 
attitude towards an object (in this case inclusive education) is a function of 
their beliefs about it and the evaluative aspects of those beliefs (evaluation 
of the characteristics and qualities). This theory allows us to anticipate that a 
change can be brought about in attitude through examination and change of 
beliefs and the evaluative aspects of those beliefs and through this, a change 
in behaviour.

Pre-service teachers interact with their own belief system in order to form 
consistent attitudes towards inclusive education. attitudes are generally 
not ‘fixed’ and can be moderated through interaction with people with 
disabilities and further understanding of the factors surrounding inclusion, 
such as support of administration, attitude of teaching staff and parental 
interaction with the school (Richards and Clough, 2004). once firmly 
established, though, negative attitudes to inclusive education can be difficult 
to change. 

It is critical that pre-service teachers are exposed to a variety of learners 
with diverse learning needs to ensure that they have a full grasp of the scope 
of teaching requirements in the classroom (Forlin, 2008). Structured and 
unstructured opportunities, followed by opportunities to reflect upon these 
experiences, are noted as being worthwhile ways to address attitudes towards 
inclusion (brownlee and Carrington, 2000).

Developing posit ive att itudes towards inclusive 
education

one approach to strengthen existing positive beliefs and address negative 
and possibly erroneous beliefs about people with disabilities is to ensure that 
pre-service teachers have suitable experiences with people with disabilities 
(golder et al., 2005). It is posited that this in turn will lead to a change in 
attitude towards the concept of the inclusion of students with disabilities in 
regular classrooms. Many pre-service teachers have had little or no previous 
contact with learners with disabilities, yet they are training to teach in 
increasingly diverse, regular classrooms. Research has shown that this lack 
of direct contact and experience can create feelings of inadequacy (Forlin, 
2001). 

In 2002, a forum with 36 key stakeholders (parents, teachers, community 
members, advocacy groups, tertiary staff, and teachers) was held in Western 
australia to identify key competencies required for teachers to work in and 
foster inclusive school communities. one of the major outcomes of this 
forum was the suggestion that positive teacher attitudes and respect for 
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others facilitates inclusion and that these could be achieved through stronger 
links between universities and the community. 

the triad of  Inclusive Experiences program

To address the need for pre-service teachers to engage in authentic experiences 
with people with disabilities, the authors have, over several years, developed 
the TIE program (Figure 8.1). The TIE program consists of three approaches 
to enable pre-service teachers to gain invaluable experiences alongside people 
with disabilities. aspects of this program have been implemented successfully 
in three different universities and have been refined and enhanced following 
each offering.

The TIE program was originally inspired by the idea of having community 
members and tertiary educators working together to find better ways to 
educate pre-service teachers. The program aims to ‘tie’ together the theory 
learned at university with the practice gained in the field through positive 
interactions with people with a range of diverse needs. The program attends 
to the importance of attitude change as an outcome; to the adoption of 
personal interactions as a pedagogy to stimulate change; and to the active 
involvement of people with disabilities and their families and carers in 
leadership and advocacy roles in the provision of learning experiences in 
collaboration with the university.

Throughout the TIE program people with disabilities are involved with 
pre-service teachers in a range of mutually beneficial activities. This has had 
an extremely positive impact. The very large number of agencies engaged 
has affirmed the success of this program. Evidence demonstrates that the TIE 
program is achieving valuable outcomes. The project is a positive example 

Community
Involvement

Triad of
Inclusive 

Experiences

Incursion
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Figure 8.1 The interactive nature of the Triad of Inclusive Experience
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of a ‘win–win’ education initiative where all members of our ‘community’ 
benefit.

TIE 1:  Community involvement

The first of the TIE to be developed involved pre-service teachers undertaking 
a community placement to interact and work with people with disabilities. 
The placements took a number of different forms, being recreational 
and social in nature. This ensured that the pre-service teachers did not 
necessarily assume the role of caregiver or teacher, but rather the role of 
companion in a more equal relationship (Richards and Clough, 2004). The 
social focus allows pre-service teachers to view people with disabilities as 
people with their own interests and goals. It also promotes understanding of 
the difficulties faced by them and the means they have to overcome these on 
a daily basis. This can then be translated into potential classroom practice 
during feedback sessions held with the pre-service teachers.

For TIE 1 pre-service teachers must undertake a minimum of 12 hours of 
volunteer interactions with a person/people with a disability over a semester, 
which can be configured in a number of ways. For example, they may 
complete an hour a week for 12 weeks, two hours a week for 6 weeks, or a 
weekend camp. This amount of time was selected as it is sufficient to allow 
interaction with the person with a disability; is not overly taxing on the pre-
service teachers; and can be accommodated within the semester time period. 
Figure 8.2 details the process that is followed for the program.

Pre-service teachers are given links to possible community organisations. 
They then liaise independently with the organisations to secure a placement. 
Some of the placements include Riding for the Disabled; recreational 
activities, such as bowling, shopping, and going to the movies; support for 
people with disabilities who wish to become volunteers in the community 
(Take 2 Program, volunteering Wa); and KidsCamps, for children with 
disabilities. It is important that good collaborative partnerships be established 
with organisations in the local area.

In addition to in-class discussion, the pre-service teachers are required to 
construct a written report or poster based on their experiences. These consist 
of an examination of the environment of the placements, modifications within 
those settings to allow the person with a disability to access the setting, links 
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Figure 8.2 The process for the Community Involvement Program
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to literature on inclusion and a reflection on changes in their own beliefs and 
attitudes in regards to the inclusion of children with disabilities in regular 
school settings. 

TIE 2:  Incurs ion

The second of the TIE programs is an incursion which enables senior students 
(aged from 15 to 18 years) from local Education Support Centres or schools, 
which teach students with mild to moderate support needs, to experience a 
day in the life of a university student (see Figure 8.3). Each incursion usually 
involves 16–25 students from a centre and a complete year group of pre-
service teachers (numbers have ranged from 35 to 255). The students visit 
the university campus and spend a day alongside pre-service teachers.

For most of these young adults with disabilities it is their first visit to a 
university campus and it opens up a new world of potential opportunities 
for them. They improve their social and community access skills and receive 
formal recognition for their involvement in the program. Similarly, this is an 
excellent opportunity for pre-service teachers to meet with students requiring 
additional support, during a positive experience. This contributes enormously 
to breaking down potential barriers and gives a better understanding of the 
education, social and emotional needs of students with disabilities. It also 

Stage 1
Approach Secondary Education Support Centre and invite them to

participate in Incursion Program.

Stage 2
Arrange appropriate times for the Education Support Centre to visit the campus.

They may spend an entire day on campus, or a few hours.

Stage 3
Ask the pre-service teachers to prepare appropriate activities that are social and recreations,

e.g. cooking, craft, board games, card games, sports.

Stage 4
The students visit the campus and interact with the pre-service teachers. This includes

having lunch in the canteen and having a tour of campus. Teachers from the school also
address the preservice teachers and provide insights into the students.

Stage 5
Provide a facilitated discussion with the pre-service teachers on their feelings

about the incursion and what they have learnt as a result.

Figure 8.3 The process for an Incursion Program
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allows them an opportunity to gain confidence and to overcome feelings of 
discomfort when interacting with people with disabilities. This program can 
be instigated at the same time as the community involvement (TIE 1) as it 
offers a different experience.

TIE 3:  Authentic inquiry

The third of the TIE programs is the authentic inquiry activity. This program 
emerged as an outcome of the previous two aspects and as a result of the 
challenges being faced in implementing the community involvement program 
and incursion in culturally different contexts. This program provides a 
different experience that focuses on developing a more empathetic approach 
towards people with disabilities in order to foster a positive perspective 
about inclusive education. 

Pre-service teachers working in groups of five or six set out to investigate 
an issue that they identify for people with disabilities in the local community 
(see Figure 8.4). Such investigations involve a range of issues including access 
to public transport and community facilities such as libraries, swimming 
pools, cinemas, and shopping centres. Some pre-service teachers choose 
to explore what support is provided by community agencies such as the 
Dyslexia association, autism Society, or the Society for the blind. others 
investigate the school options available for students with different types of 
disabilities including physical, vision and hearing impairments. 

During their inquiry some groups choose to become ‘disabled’ for a day by 
being in a wheelchair, or blind or deaf; or to partner a person with a disability 
as they access the community. Throughout their investigation, while noting 
access and support issues, they also carefully monitor community attitudes 
towards people with a disability. The hidden-camera approach has enabled 
them to reflect in-depth on community responses to those with disabilities 
and to review their own values, beliefs and attitudes. a presentation to the 
tutorial group is given to share this information with peers.
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education core
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Figure 8.4 The process for an Authentic Enquiry
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Evaluation of  the tIE program

an integral part of the development of beliefs and attitudes towards people 
with disabilities is discussion of the positive and negative experiences of the 
TIE program participants (Turner, 2003). Changes in sentiments, attitudes and 
concerns about inclusion are recorded using the SaCIE scale (loreman et al., 
2007). Discussion that is facilitated by experienced lecturers within tutorial 
sessions assists in linking theory to practice (Fresko and Wertheim, 2006; 
Turner, 2003). Throughout engagement in any of the three elements of the 
TIE program, the pre-service teachers have the opportunity to describe and 
question their own feelings and understandings about people with disability. 
These sessions have resulted in some very emotive responses and personal 
revelations from the groups. ongoing review of the community involvement 
(TIE 1) and incursion programs (TIE 2) involves all pre-service teachers, 
university staff, community members and participating schools being invited 
to reflect on their participation. This review process has resulted in changes 
being made to the programs. 

Formal evaluation of the community involvement program is undertaken 
at the beginning and end of each unit of study. In addition, on completion 
of TIE 1, semi-structured small focus group interviews are held with 
participants. In 2008, pre-service teachers were overwhelmingly positive 
about their experiences with people with disabilities and the value of the 
inclusion experience for them personally. Some of their comments related 
to the relationships experienced: “[I learnt] a lot about getting over fear of 
what you might be asked to do, how to treat people with disabilities, not 
being afraid and understanding that you build a relationship with them”. 
Some interesting discussion was also evident in regards to inclusion:  

I could actually see the kids interact with each other, mainstream and 
people with special needs, they actually learn off each other. and I 
thought that was a great gain for both and so I think inclusion would be 
a good idea.

agencies taking part in the program are surveyed annually about their 
satisfaction with the volunteer assistance and overall experience of the 
program. as the program is constantly reviewed and changes made where 
appropriate, the nature of the placements also changes. For example, in the 
2008 round of the program, pre-service teachers were also able to attend 
schools with students with disabilities as an option to community placement 
and assist them in recreational and social activities. This change was made as 
a result of feedback from pre-service teachers in previous cohorts.

over the five years since this program was first offered in 2003, 
participants have provided many positive comments about their involvement. 
For example, “It was a real eye opener … We need even more chances to 
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put the theory into practice”. a particularly revealing comment came from 
a participant who said that this is “Something that should be continued 
and perhaps backed up with another visit, with more difficult to deal with 
students”.

The incursion program (TIE 2) was similarly reviewed on completion 
using written feedback and focus group interviews. While pre-service 
teachers were very anxious prior to the session, these anxieties were quickly 
alleviated when they realised that the students were more capable than 
they were expecting. In addition, pre-service teachers interviewed willing 
students from the schools who participated in the incursion. although their 
responses were very limited, it was clear they had thoroughly enjoyed being 
a university student for a day.

The authentic inquiry activity (TIE 3) is reviewed by a critical analysis of 
the class presentations undertaken by the pre-service groups, together with 
focus group interviews and written feedback. as part of the presentation on 
the inquiry they are asked to provide a reflection on their involvement in the 
program in consideration of changes in their beliefs, values and attitudes. 
These are also recorded on a brief handout distributed to the class following 
a group presentation on their experiences. 

Chal lenges and resolutions

While the TIE has proven to be a very exciting and motivating program, 
implementation of the different elements of the program have led to some 
challenges which the authors have had to resolve along their journey 
(Table 8.1). Taking on such an intensive program has not been easy, indeed 
it has been very time consuming, challenging and at times fraught with some 
very difficult issues to overcome. The rewards, though, have more than 
adequately compensated these efforts. With demonstrated positive attitude 
change and beliefs among pre-service teachers, which are unlikely to have 
been achieved through merely a lecture approach, they are considerably 
more focused and enthusiastic about inclusion as the way forward. 

Conclusion

People with disabilities face great challenges in engaging in the full range 
of life opportunities, in achieving their potential for active, independent 
and fulfilling lives, and in contributing positively to society through their 
skills, talents and many abilities. Much of the discrimination and prejudice 
they encounter comes from the broader community’s fear of the unknown, 
which arises from limited contact and a general lack of knowledge and 
understanding. The TIE program is underpinned by the belief that education 
plays a pivotal role in positively changing societal attitudes; that teachers are 
at the forefront of this process; and that teacher educators must, therefore, 
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ensure that they instill in pre-service teachers an appropriate inclusive 
attitude before they embark on their teaching careers.

The outcomes of the TIE program have been multifaceted for all concerned. 
Involvement in the TIE program has affirmed the rights, needs, potential 
and positive contribution of people with disabilities, their families, carers 
and supporting organisations. It has enriched life and education experiences 
and outcomes for people with disabilities, their families and carers, through 
engagement with the university community. as the pre-service teachers’ 
beliefs and attitudes are challenged and modified, their intentions and 
behaviours relating to inclusive education also change (ajzen, 2001). For 
our pre-service teachers it has led to dramatic improvements in their skills, 
knowledge and attitudes about inclusive education. They have learned to 
develop empathy with people with different needs and abilities and have 
demonstrated a more positive attitude towards inclusion and their role as 
new teachers in enabling this. For the universities involved there has been 
a noticeable increase in the presence of people with disabilities in the daily 
life of the university, helping to develop the university as a more inclusive 
environment. It has also raised the awareness of other teacher educators on 
campus about the need to consider their own discipline area and identify 
ways of modifying the curricula during ITE to prepare teachers for including 
students with a wide range of diverse learning needs in their classes. 

It is clear, from the pre-service teacher feedback that involvement in 
the TIE program has resulted in a change of philosophy about inclusion. 
This includes more positive beliefs and values regarding catering for diverse 
classrooms and in them being better prepared to teach in diverse classrooms. 

Table 8.1 Challenges and resolutions when implementing the TIE program.

Challenges faced implementing the TIE Resolutions and changes to the TIE

Ensuring that all pre-service teachers are 
adequately covered by insurance. 

A copy of the university insurance cover 
had to be provided to all community 
groups with whom pre-service teachers 
were participating.

To ensure the timing of the programs 
coincides with pre-service teachers’ 
timetables and study in other units.

Early planning and liaison with other 
faculty was essential when organising on 
campus whole-day incursions.

To make certain that all pre-service 
teachers have high and acceptable 
standards of ethics. 

Clear expectations have to be 
communicated to all pre-service teachers 
in both written and verbal form (e.g. 
confidentiality, punctuality, respecting 
privacy, behaviour, dress code, language, 
etc).

That pre-service teachers have sufficient 
knowledge of people with disabilities if 
starting the TIE in the beginning of their 
course of study.

This continues to be an issue which is yet 
to be resolved.
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Campbell et al. (2003) note that the most effective way of changing societal 
attitudes in a favourable direction is “to combine formal instruction with 
structured and direct contact with people with special needs” (p. 371). based 
on the feedback from the pre-service teachers and the community members 
who have been engaged in the TIE program it would seem to be heading in 
the right direction. 
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ChapterChapter  9

Fostering empathy 
and understanding
A long i tudina l  case study pedagogy

Kate Scorg ie

Learning outcomes

•	 Describe cognitive, affective and behavioral components of empathy 
and the importance of empathy training in initial teacher education 
(ITE) programs.

•	 Describe benefits of longitudinal participative case study pedagogy for 
fostering empathy in pre-service professionals.

•	 Implement a training exercise for pre-service teachers using participative 
case study pedagogy.

Introduction 

This chapter presents a course component designed to enhance pre-service 
teachers’ understanding of and empathy toward parents of children with 
disabilities and engender support for inclusion and collaboration. Pre-service 
teachers were given the opportunity to “walk a mile in a parent’s shoes” 
by becoming the parent of a virtual child with a disability. activities across 
eight sessions, spanning birth through early adolescence, required them to 
reflect on a variety of situations from the point of view of a parent of a child 
with a disability. Journal entries reflected increased empathy for parents and 
transformed perspectives of inclusion and collaboration.

It gets so hard when you’re forced to go back to the school and beg for 
services year after year. but, let me tell you what I wish. I wish that for 
just one day, brian’s teachers could understand life from my perspective 
... I wish that just once, they could see him through my heart.

 (Mother of a son with autism)

The ability to place oneself in the shoes of another and understand how 
the other views the world is the essence of empathy (Slote, 2007). Empathy 
has been defined as the capacity to experience the thoughts and feelings 
of another in a way that engenders a response or action of beneficence 
toward the other (Eisenberg, 2002). according to this definition, empathy 
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incorporates three attributes: (a) the ability to understand the worldview or 
perspective of another, a cognitive attribute; (b) the capacity to experience a 
feeling that is congruent with what another is feeling, an affective attribute; 
and (c) a choice to respond in a manner concordant with the welfare of the 
other, a behavioral attribute. 

Empathy is enhanced when people perceive similarities between themselves 
and others. The perception of a shared, though not necessarily identical, 
experience provides the common ground upon which mutual understanding 
can be cultivated and empathy fostered. levy et al. (2002) found that people 
who relate to others on broad, abstract terms tend to demonstrate greater 
empathy than those who hold concrete distinctions between themselves and 
others. Therefore, a person who affirms, “We are both parents” would be 
more likely to display greater empathic understanding of a parent of a child 
with disability than a person who states, “I am the parent of a typical child, 
but she is the parent of a child with Down syndrome”.

The fields of psychology, social work, and the health care professions 
have specifically targeted empathy training as an essential component of 
practitioner preparation programs. To date, there has not been the same 
emphasis on empathy in ITE programs. When educators are unable to 
comprehend the perspective of another and when they are unable to 
understand how another thinks or feels, whether parent or child, they risk 
taking actions that disregard, devalue, or disallow the experience and needs 
of the other. 

Many parents of children with disabilities decry the lack of empathetic 
understanding on the part of professionals. green (2007) stated “parents 
of children with disabilities must raise their children within the context 
of powerful societal discourse that devalues adults with disabilities and, 
therefore, holds low expectations for the ultimate ‘success’ of parenting 
children with disabilities” (p. 151). because of this, many parents of children 
with disabilities question whether they and their children are considered 
valued members of their communities, including schools. 

Educators, as a whole, have reported feeling inadequately prepared to 
serve children with special needs and their families (Sharma et al., 2006). 
Initial teacher education programs, therefore, need to employ curricula and 
pedagogy that foster greater understanding of the experiences of families of 
children with disabilities. In addition, pre-service teachers need to become 
aware of ways in which cultural differences may cloud their perception of 
the experiences and needs of diverse families (Wilgosh and Scorgie, 2006).

Context for the program

For the past several years I have been teaching a course on collaboration 
to pre-service teachers and counselors. The first year I taught the course, I 
was both surprised and troubled by the unfavorable, at times even hostile, 
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attitudes many of my students held toward parents of children with special 
needs. They felt that these parents wanted teachers to “fix their child” and 
were ready to “drag them off to court” whenever they considered the schools 
failed to meet their “unrealistic demands.” What left me most dismayed, 
however, was that after weeks of lectures, readings and classroom discussions 
about collaboration, students left class clinging to their original assumptions. 

During the second and third years, I made several changes to the course 
content. I invited parents of children with disabilities to come to class and 
share their stories and I included articles and books written by parents 
as required course readings. While these changes served to elicit greater 
sympathy toward parents and their plight, an unhealthy distrust of parents 
often remained.

Through my own research with parents of children with disabilities 
(Scorgie and Wilgosh, 2008), I was keenly aware of the pain parents felt 
when they experienced difficult encounters with professionals. I found 
myself searching for a strategy to use with my pre-service teachers that would 
challenge their misconceptions and foster understanding of and empathy 
toward parents of children with disabilities. It was when I looked beyond my 
own discipline that I found a pedagogy that served my purpose. 

Partic ipative case study pedagogy

The training of health care and mental health professionals has historically 
utilized analytical clinical teaching practices that result in the objectification 
of a patient. In recent years, however, authentic case studies have been 
incorporated in training programs to provide pre-service professionals 
a more holistic and integrative understanding of their patients. bleakley 
(2005) distinguished between the traditional, analytical case study, in which 
the case serves as an abstract specimen to be examined from a detached, 
objective perspective, and a more interactive case study approach situated in 
narrative pedagogy in which students are invited to enter empathically into 
a narrative account and think, not just about a patient, but “along with” the 
patient (p. 535). use of participative cases allows pre-service professionals 
the opportunity to enter a “virtual laboratory” of human experience, where 
they can reflect on an event from a variety of perspectives, explore diverse 
constructions of meaning, and engage in solution-building that incorporates 
multiple frames of reference.

Kennedy (2001) found that role-playing exercises facilitated empathy in 
medical students who were required to assume the part of a patient within a 
simulated clinical setting. Similarly, Erera (1997) reported that social work 
students who were required to analyze audiotaped interviews with clients 
demonstrated greater empathic understanding of the client when they were 
instructed to place themselves in the client’s mental framework as they 
listened to the interview. They were also able to generate more accurate 
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alternate hypotheses regarding the client’s situation than those who had 
listened to the audio tape in a more objective, clinical manner. 

Participative case studies are effective tools for facilitating empathy for 
a number of reasons. First of all, participative cases allow one to assume 
vicariously the experience of another (gallucci, 2006). Students are invited 
to enter into the case, to join with, or even become the case subject. Empathy 
is enhanced when trainees perceive similarities between the case study 
and actual life situations. Secondly, case studies can incorporate questions 
that are precisely worded to challenge assumptions and guide reflection. 
Thirdly, emotions and feelings can be explored through self-reflective 
journaling (guiffrida, 2005). Fourthly, group processing and dialogue 
provide encounters with alternative perspectives which can challenge 
existing assumptions and allow imaginative investigation of alternate points 
of view. Finally, participative cases can include an outcome component in 
which participants propose a hypothetical course of action reflective of a 
philosophical perspective, such as care or justice, thus linking theory and 
practice (gallucci, 2006). 

Participative case studies allow a person to understand the perspective 
of another, to feel what another is feeling, and to respond in a manner that 
achieves mutual benefit. When used in ITE programs, participative case 
study pedagogy can enhance understanding of and empathy toward others, 
and create opportunities to explore innovative reform. 

the Family Col laboration Portfol io Project

The Family Collaboration Portfolio Project (FCPP) was a nine-week 
interactive course component containing 32 activities that fall into four 
categories: longitudinal participative case study exercises, role-playing 
scenarios, reflective readings, and utilization of community and informational 
resources. The purpose of the participative case study component was to 
enable pre-service teachers to become the parent of a virtual child with 
a disability. The case studies, which were based on narrative interviews 
conducted with parents of children with disability (cf. Scorgie and Wilgosh, 
2008) presented pre-service teachers with a disorienting dilemma (i.e., 
diagnosis of disability in a virtual child), and provided them opportunity 
to reflect, journal thoughts and feelings, engage in group problem solving, 
and plan a course of action for their child. Sixteen distinct longitudinal case 
study streams were developed and included diagnoses such as autism, Down 
syndrome, deafness, behavior disorder, cerebral palsy, spina bifida, seizure 
disorder, severe developmental delay and intellectual delay. Each pre-service 
teacher, therefore, parented a unique case study child across a developmental 
sequence from birth and diagnosis, through adolescence. While the other 
components of the FCPP were scored on a ten-point scale, case study entries 
were typically scored as either submitted or not submitted.
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Activity 1: The first case study activity required pre-service teachers to 
imagine that they were expectant parents of a child to be born in a week’s 
time. They were instructed to write a letter to their unborn child outlining 
their hopes and dreams for him. Small group and whole-class discussions 
confirmed shared parental attributes for an expected child and typical 
projected family life trajectory (levy et al., 2002). anticipating that some 
students might be reluctant to assume the role of a parent, the activity was 
worded so that the participant could chose to address the letter to a sibling’s 
or friend’s expected child. When a class participant chose to do this, the 
remaining activities were rewritten to reflect that perspective, e.g. aunt or 
uncle.

Activity 2: The second activity presented a birth scenario which invited 
imaginative participation, e.g. “last night, you rushed your wife to the 
hospital for the birth of your second child”. In a number of scenarios, for 
example those involving Down syndrome, spina bifida or cerebral palsy, 
the diagnosis of disability was made at birth. other scenarios involved 
infants who were placed in neonatal intensive care units for observation, or 
reflected typical birth accounts. Class participants were required to journal 
their thoughts and feelings about the scenario and devise a plan of action, 
e.g. “you are alone now. Write out your feelings. What do you need most at 
this time? What will your next few hours be like?” To enhance ownership of 
the virtual case child, participants were invited to name their child, which 
was then used to refer to the child in the remaining scenarios. after personal 
reflection and journaling, students gathered in small groups to share. 

Activity 3: Scenario three was situated in infancy/toddlerhood. Several 
cases involved surgery or hospitalizations, e.g. Down syndrome and cerebral 
palsy, and several others included diagnoses, e.g. deafness and seizure 
disorder. as in previous scenarios, participants completed a reflective journal 
assignment and engaged in group discussion. 

Activity 4: Scenario four was situated at the preschool developmental 
stage. In this session, diagnoses such as autism and mild intellectual delay were 
made. other case studies involved difficulties networking with professionals 
and accessing needed services. Since the cases were based predominately 
on interviews with actual parents, wording was included to reflect typical 
parental love, support and attachment to the child as well as emotions of 
confusion, fear and disappointment. For example, in the case of the child 
diagnosed with spina bifida, a number of difficult surgical procedures were 
described. The participant case event, in which the parent had to decide 
between two possible treatment programs, contained a statement describing 
the parent’s deep admiration for the courage and grace the child had 
displayed despite the plethora of difficulties encountered. 

Activity 5: The fifth scenario involved challenges associated with 
entry into formal schooling, such as lack of support for inclusion, or the 
recommendation that the child be placed in a separate classroom or a school 
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located far from the home. Themes of empowerment and disempowerment 
typically experienced by parents were integrated into the scenarios. 
Reflections were guided by questions such as: “What kind of educational 
experience do you wish for your child?”, “What do you most want to 
avoid?” and “What are your greatest fears or concerns about your child’s 
education?” During this session participants were also invited to form in-
class parent groups to explore their “rights” as parents. Interestingly, it was 
often during this activity that class participants began to convey a sense of 
having experienced the “other,” of becoming the very parents they most 
dreaded as educators.

Activity 6: Scenario six explored public perceptions of disability in a 
variety of settings and difficulties with friendship formation, especially 
as children aged. For example, the scenario of the child with spina bifida 
described an event in which the child’s former friends began to exclude him 
from their circle as they gained greater interest in sport-related activities, 
such as soccer and basketball. once again, pre-service teachers were invited 
to journal their thoughts and feelings about their scenario and problem solve 
in small groups. 

Activity 7: Scenario seven incorporated parents’ perceptions of reduced 
support for academic and social inclusion as their children approached 
adolescence. Issues of ambiguous belonging and marginalization guided 
reflective questions and group discussion.

Activity 8: During the eighth scenario pre-service teachers reflected on 
what they learned through parenting their virtual child by writing a farewell 
letter to their child. Reflections were guided by three focal areas: what 
they learned about children with disabilities, their parents, and parent–
professional, or home–school, interactions.

Learning outcomes

Though the FCPP participative scenarios have been used in both graduate 
and undergraduate ITE classes for the past five years, the findings presented 
here are from three graduate classes. after the completion of the class, 
students were invited to submit their portfolios which included all their 
reflections for inclusion in the study. Forty students (8 males and 32 females) 
submitted portfolios. Confidentiality was assured and written permission 
obtained from each participant. 

across the three classes, pre-service professionals demonstrated strong 
attachment to their virtual child, e.g. “I really felt as though when I was 
writing I had a deaf child”, even integrating them into their own family 
structures, e.g. “I went home after class the first night and told my children, 
you have a new brother and he’s got Down syndrome”. Through their journal 
entries participants affirmed that parents of children with disabilities often 
have to “fight a plethora of systems” to access services for their children, 
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which requires them to be unyielding, “to work relentlessly and not give in”. 
They asserted that parents’ unconditional love serves as the catalyst for their 
determination, e.g. “I have learned to look past the angry parent, to see and 
hear their heart” and that all parents have the same desires for their children, 
e.g. “to be happy, loved and included ... to be treated with respect and 
fairness, to live a life as full as possible”. Participants attested to having greater 
sensitivity to social structures that parents face, especially disempowerment, 
marginalization and alienation, e.g. “often disenfranchised, misunderstood” 
and maintained that the activities proved foundational in shaping attitudes 
toward collaboration, e.g. “I have new knowledge to change my way of 
working with parents; I will listen to them with greater respect”.

Through parenting a virtual child, pre-service teachers also attested to 
gaining new insights about children with disabilities, such as their strength, 
internal resilience and courage. The virtual child experience enhanced 
awareness of issues of prejudice and tolerance, e.g. “I learned that many 
people harbor fear and anxiety ... and that stereotyping children with 
disabilities can be one of the most detrimental factors to a child’s education 
and overall wellbeing” and engendered greater acceptance of and respect for 
others, e.g. “through you I have learned to accept all people with greater 
grace and tact”. overall, pre-service teachers indicated that the virtual 
parent experience provided them a powerful glimpse into another’s world, 
e.g. “This has been an eye-opening experience. I learned that teachers need 
to put themselves in ‘our’ shoes”.

When compared with the original parent interviews on which they 
were based, FCPP entries provided clear evidence of development of the 
cognitive and affective aspects of empathy. a question remained, however, 
about whether the virtual parenting experience would affect practice in 
schools and classrooms. Therefore, one year following their involvement 
in the class, teachers from two of the classes were contacted and asked a 
follow-up question about the impact of the virtual child scenarios on their 
current teaching practice. Eleven participants who had graduated and were 
in classrooms completed the follow-up question. all respondents reported 
a positive outcome; 64 per cent reported that they were more sensitive and 
compassionate to parents; 55 per cent reported that they actively listened 
to parents and their concerns; 55 per cent stated that they have a deeper 
commitment to collaborative parent–professional models; and several 
reported an instance in which they advocated directly on behalf of a parent. 
one teacher’s comment was particularly illustrative: 

I recently sat in on a meeting with the parents of a child with Williams 
Syndrome ... as I sat there I recall taking on the role of the parent, much 
like I did with my virtual child. as I did this, I became aware that some 
of the professionals were nearly audacious in their interactions with the 
parents. I made it my objective to find out what the parents wished for 
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their child, and opened the lines of communication ... being able to take 
on that mental role during that meeting, I believe, required some prior 
practice. The virtual child experience offered that practice.

Implications for practice

longitudinal participative case study pedagogy gives pre-service teachers the 
opportunity to (a) encounter the life experience and situational perspective 
of another, (b) experience thoughts and feelings congruent with the other, 
and (c) evaluate the beneficence of a course of action with respect to multiple 
viewpoints. Case study reflection questions can be specifically designed to 
challenge prevailing assumptions and generate innovative courses of action. 
In addition, small-group discussions provide a venue for joint construction 
of meaning and collaborative solution-building with a focus on optimal 
outcome.

longitudinal participative case study pedagogy, such as used in the 
FCPP, has the potential to effect change in attitude and behavior, potential 
precursors to policy change. The FCPP participants affirmed that they had 
shifted from thinking of parents of children with disability as more different 
from themselves, to more similar to themselves, as they experienced 
shared emotions of anxiety, devastation, love and devotion in response to 
the various scenarios. In addition, they began to more fully recognize that 
systems, including schools, incorporate dynamics of power and privilege, 
and that ambiguous belonging carries with it the ache of devaluation and 
marginalization. They also understood that scattered throughout seemingly 
intransigent systems were caring professionals who valued all children and 
celebrated their strengths, whose attitudes and behavior they aspired to 
emulate in their own professional lives. These insights alone became, for 
many, catalysts for changed perspectives. 

understanding of and empathy toward others is foundational to creating 
inclusive schools and communities. Empathic teachers are more likely to 
affirm and value diverse families, and to model collaborative parent–
professional partnerships. Though the use of the longitudinal case study 
activities was limited by the number of participants and setting in which 
it was situated, pre-service teachers affirmed that the opportunity to “walk 
in a parent’s shoes” generated greater awareness of, and sensitivity to, the 
issues children with disabilities and their parents faced as they navigated 
the education system. as one participant wrote, “I am keenly aware now of 
what it feels like to be on the ‘other’ side of the table. I only hope that the 
many lessons I learned will greatly impact my teaching. Prior to this project, 
I was terrified of teaching children with disabilities. now I welcome the 
opportunity!”
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Chapter  10

Preparing teachers to work with 
parents and famil ies of  learners 
with SEN in inclusive schools

Garry  Hornby

Learning outcomes

•	 understand the rationale for the importance of parental involvement.
•	 learn a framework for effective working with parents and families.
•	 Discuss the attitudes, knowledge and skills necessary for working with 

parents.

Introduction

after working with parents as a mainstream and special class teacher, 
educational psychologist, researcher and teacher educator, as well a being 
a parent of two teenage sons, I have come to believe that a collaborative 
working relationship between teachers and parents is a key factor in 
providing the optimum education for all children, whether or not they have 
special education needs (SEn). I consider that developing the interpersonal 
skills, attitudes and knowledge needed for working effectively with parents 
and families is essential for all teachers in inclusive schools.

My interest in the benefits of teachers working closely with parents 
emerged when I was teaching adolescents with moderate learning difficulties 
in a secondary school special class in new zealand 35 years ago. This 
experience highlighted the importance of having good working relationships 
with parents and stimulated my interest in learning more about this aspect 
of the teacher’s role. Subsequently training and working as an educational 
psychologist I became involved in conducting workshops for parents of 
children with various SEn, which led to my involvement in the establishment 
of a parent-to-parent scheme in new zealand that has subsequently 
developed into a national support network for parents of children with SEn 
(see Hornby, 2000).

over these years I have conducted workshops with parents and taught 
courses with pre-service and inservice teachers on working with parents 
of children with SEn in many countries including England, Ireland, new 
zealand, barbados, Portugal and India. In this chapter I have drawn on 
these experiences, along with theory and research on parental involvement, 
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in order to present a framework designed to help pre-service teachers 
develop the attitudes, knowledge and skills considered essential for working 
effectively with parents of children with SEn in inclusive schools.

theory and research

Involving parents in the education of their children has been regarded as 
an important element of effective education for at least 40 years. There is 
now an extensive research literature indicating that parental involvement 
is advantageous for children of all ages (Desforges and abouchaar, 2003; 
Epstein, 2001). The effectiveness of parental involvement in facilitating 
children’s academic achievement has been reported by several reviews of 
the literature (Fan and Chen, 2001; Jeynes, 2005, 2007; Pomerantz, et al., 
2007). other benefits of parental involvement which emerge from these 
reviews include: improved parent–teacher relationships, teacher morale 
and school climate; improved school attendance, attitudes, behavior and 
mental health of children; and increased parental confidence, satisfaction 
and parents’ interest in their own education.

 Despite widespread acknowledgement of these potential benefits, there 
are clear gaps between the rhetoric on parental involvement found in the 
literature and typical practices of working with parents which are found 
in schools. Henderson and berla (1994) summarize the situation succinctly 
when they state, “The benefits of effective collaborations and how to do 
them are well documented across all the age ranges of schooling. Still they 
are not in widespread practice” (p. 18). 

There are many reasons for the gap between what is said and what is 
done in the name of parental involvement and these can be conceptualized 
as barriers to teachers working effectively with parents. The various barriers 
can be categorized into three areas: individual parent and family factors, 
parent–teacher factors, and broader societal factors (Hornby, 2000). 
Individual parent and family factors include issues to do with parents’ class, 
ethnicity and gender, as well as parents’ beliefs about their involvement, 
their current life context and their perceptions of invitations for involvement 
from children and schools. Parent–teacher factors include issues regarding 
differing agendas, language and attitudes between parents and teachers. 
Societal factors include various historical and demographic issues plus the 
economics and politics of education, one important aspect of which is 
provision for the training of pre-service and inservice teachers on working 
with parents, which is the focus of this chapter.
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Framework for determining content of  training 
needed

It is considered that, in order to work effectively with parents of children 
with SEn in inclusive schools, pre-service teachers need to develop specific 
attitudes, knowledge and skills. a framework is elaborated below for 
determining these.

Att itudes needed to work effect ively  with parents

The attitudes that teachers need in order to work effectively with parents 
of children with SEn are ones that will help them develop productive 
partnerships. To bring this about teachers need to communicate to parents 
the attitudes of genuineness, respect and empathy, as suggested by Rogers 
(1980 cited in Hornby, 2000). They must be genuine in their relationships 
with parents. That is, they should come across as real people with their 
own strengths and weaknesses. For example, they should always be 
prepared to say that they “don’t know” when this is the case. Hiding behind 
a professional facade of competence is not in anyone’s interest. Teachers 
also need to show respect for parents. Parents’ opinions and requests should 
always be given serious consideration. In the final analysis parents’ wishes 
should be respected even if they run counter to the views of teachers, since 
it is parents who have the long-term responsibility for their children. Most 
importantly, teachers need to develop empathy with parents. They should 
try to see the child and family’s situation from the point of view of the 
parents. If teachers can develop an empathic understanding of the parent’s 
position then it is much more likely that a productive parent–professional 
partnership will evolve.

 another important attitude that teachers need to have is hopeful but 
realistic views about the likely progress and eventual prognosis of the children 
with whom they work. Parents need teachers to be optimistic but objective 
about their children’s development. They need teachers to be people of 
integrity who will not shy away from being open and honest with them but 
will do this with sensitivity. In addition, teachers need to communicate the 
attitude that every situation can be improved, even if perhaps not all of the 
problems experienced by children or parents can be completely solved.

Knowledge needed to work effect ively  with parents

Fortunately, in the past 20 years, there has been a substantial growth in the 
number of publications on parental involvement and there is now a large 
number of books and articles on the topic which provide information for 
pre-service teachers. one aim of this chapter is to highlight the knowledge 
required by pre-service teachers to work effectively with parents that is over 



96 Garry Hornby

and above that which they require for effectively teaching children. There 
are several aspects of this additional knowledge.

First, teachers need to have a good understanding of parents’ perspectives, 
that is, they must be able to see and appreciate parents’ points of view. 
Teachers must also be aware of family dynamics and be able to view all 
students within the context of their families (see Scorgie, 2010). In addition, 
teachers need to know specifically what they can do to help parents of children 
with various types of SEn. Teachers also need to have adequate knowledge 
of how to work effectively with parents who present particular difficulties 
or challenges (Hornby, 2000). Teachers need to be knowledgeable about 
the range of services and other resources that are available to parents. They 
need to be sufficiently aware of the beliefs and customs of the ethnic groups 
with which they work to be able to adapt their interventions so that they 
are culturally appropriate. Finally, teachers must have a good knowledge of 
strategies and techniques for working effectively with parents.

Ski l l s  needed to work effect ively  with parents

In addition to communicating appropriate attitudes and possessing relevant 
knowledge, in order to work effectively with parents, teachers need to 
develop a high level of relevant interpersonal skills. a theoretical framework 
is proposed in order to determine the interpersonal skills needed by teachers  
to work effectively with parents. The framework includes two aspects, one 
focusing on meeting parents’ needs, the other on utilizing parents’ potential 
contributions. Different skills are needed by teachers for each component of 
these two aspects.

Ski l l s  related to parents’  needs

Communicat ion

all parents of children with SEn need to have effective channels of 
communication with the teachers who work with their children. They need 
information about the services available and they need to understand their 
rights and responsibilities. Parents also look to teachers for feedback on how 
their children are doing at school. Parents need to feel that they can contact 
teachers directly when they have a concern about their child. They typically 
regard teachers as a major source of information and support and therefore 
need to have a working partnership with them. Teachers can facilitate this 
by establishing a variety of forms of contact with parents such as through 
telephone calls and home visits in addition to meeting with parents at school. 
Teachers therefore need to develop effective communication skills, including 
those involved in written and oral communication with parents. Teachers 
also need the organizational skills necessary for maintaining contact with 
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parents through meetings, home visits, letters and telephone calls (see 
Hornby, 2000).

Educat ion

Most parents of children with SEn are keen to obtain guidance from teachers 
that is aimed at promoting their children’s progress or managing their 
behavior. Some parents would rather receive such guidance on an individual 
basis while others are interested in participating in group parent education 
workshops. The most effective format of workshops for parents seems to be 
one that combines educational input with opportunities for parents to share 
concerns and ideas. Similar workshop formats have been found useful for 
use with siblings, fathers and grandparents of children with SEn. In order to 
effectively provide guidance to families, teachers need to have good listening 
and assertion skills, and also need to develop the skills of group facilitation. 
In addition, teachers need the skills required for involving parents in their 
children’s education such as in home–school reading schemes or home–
school behavior programs. good group leadership skills will enable them 
to organize various group experiences for parents, such as parent education 
workshops (see Hornby, 2000). 

Support

Many parents of children with SEn will, at one time or another, be in need 
of supportive counselling. although some parents cope extremely well 
with the demands of raising children with SEn without ever needing such 
counseling, others definitely benefit greatly from it. Typically, parents will 
approach teachers who work with their children, rather than professional 
counsellors, in search of help for the problems that concern them. Teachers in 
training should, therefore, have a level of basic counselling skills sufficient to 
be good listeners and to help parents solve everyday problems. They should 
also have the skills and knowledge to be able to refer parents on to qualified 
counsellors when problems raised are beyond their level of competence (see 
Hornby et al., 2003).

Ski l l s  related to parents’  potential  contr ibutions

In format ion

all parents can contribute valuable information about their children with 
SEn. Information concerning children’s likes and dislikes, strengths and 
weaknesses, along with any relevant medical details can be gathered by 
teachers at face-to-face meetings or by telephone. Many parents feel more 
comfortable on their own territory and generally appreciate it when teachers 
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offer to visit them there. a home visit can also be useful for meeting other 
members of the family and for gaining an understanding of the strengths 
and limitations of the home environment. gaining an impression of home 
circumstances and making full use of parents’ knowledge of their children 
leads to more effective practice. In addition, it makes parents feel that they 
have been listened to and that an active interest has been taken in their 
children. In order to fulfil these functions teachers need to develop good 
listening skills including paraphrasing, passive listening and active listening 
(see Hornby, 1994). 

Col laborat ion

Most parents are able to collaborate with teachers by following up intervention 
programs at home. This could be something as simple as supervising 
homework or carrying out behavior management programs. Some parents, 
though, are not able to do this. It may be that their resources are already 
fully committed in coping with their children at home, so they are not able 
to do anything extra. This is one situation for which making home visits 
can be useful in allowing teachers to see exactly what parents with children 
with SEn have to cope with. often resentment at parents’ apparent lack of 
cooperation can turn into admiration for their ability to cope with seemingly 
impossible conditions. at a later time family circumstances may change and 
parents may then be able to become more involved in intervention programs 
with their children. Therefore, teachers must respect parents’ rights to make 
this decision on behalf of their children and be prepared to accept that, 
although they must offer all parents the opportunity to collaborate with 
them, some parents will not take this up until some time in the future.

Since most parents usually do wish to collaborate, teachers should make 
a point of attempting to involve all parents in their children’s education. 
For parents who are reluctant to participate, teachers need to be able to 
assertively put the case for them being involved without pressuring parents 
into taking on extra work for which they don’t have the time or the energy. 
For those parents who agree to participate but then don’t follow through, 
teachers need to sensitively check the reasons for this and then attempt to 
problem solve any difficulties and work with parents on finding solutions. 

Alt ru ism

Many parents, after having come to terms with their child’s SEn, and 
having established some stability in their family lives, begin to feel altruistic, 
particularly towards other parents of children with SEn. Many of these 
parents have the time and the ability to help others in various ways. Some 
may wish to act as voluntary aides, either helping other students in the 
classroom, or in the preparation of materials. Some parents are able to 
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contribute their expertise through membership of parent or professional 
organizations. others may wish to get involved in setting up or helping with 
a parent support or advocacy group. Still others may be able to provide 
emotional and practical support to other parents of children with SEn, for 
example through parent-to-parent schemes. Some parents will have the 
confidence and ability to provide inservice training for teachers by speaking 
at conferences or workshops, or by writing about their experiences. Teachers 
should continually be on the look-out for parents who can contribute in this 
way, so that their assets can be used to the full. In order to do this they need 
the listening and assertion skills noted above, plus the skills of enabling such 
as mentoring and empowering skills (Hornby, 1994).

Model for developing the att itudes,  knowledge 
and ski l ls  needed by teachers

The content of initial teacher education (ITE) programs in countries such as 
the uSa, new zealand and the uK has in recent years been largely set by 
government education policies. Communicating and working with parents 
is now part of the professional standards for qualified teacher status in such 
countries, for example in the uK (TDa, 2007) and in the uSa (nCaTE, 
2002). also, several countries, such as the uK, now have specific government 
policies promoting parental involvement (see DfES, 2007). yet, despite 
these policies there are still no specific requirements in most countries to 
include comprehensive courses on working with parents and families. The 
importance of comprehensive courses for providing teachers with the skills 
to work effectively with parents has been widely acknowledged (Epstein, 
2001). because government policies in many countries do not specify the 
content of such courses, they are typically not included in ITE programs. 

Typically in countries where ITE is not standardized, limited time is 
devoted to working with parents in ITE programs and the input is variable 
depending on the emphasis in their course. This is in contrast with the 
situation in the uSa where accreditation standards (nCaTE, 2002) require 
the topic of parent involvement to be a compulsory course in ITE programs. 
although this is an improvement on what typically happens in the uK and 
new zealand, a recent survey conducted in the uSa of the staff who teach 
these courses has concluded that they do not include sufficient practical 
experiences of parental involvement to ensure that teachers are adequately 
prepared to work effectively with parents (Flanigan, 2007). Preparing pre-
service teachers to work with parents requires content knowledge and the 
practical experiences which need to be provided by schools.
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Content of  courses on working with parents

Ideally, a minimum of 20 contact hours is required to teach the attitudes, 
knowledge and skills identified above and elaborated in various sources 
(Hornby, 1994, 2000). another 20 hours needs to be set aside for reading 
relevant literature, and a further 20 hours for completion of an assignment. 
The assignment should involve interviewing parents or other family members 
of a child with SEn and writing a report which relates findings from the 
interview to the literature on families of children with SEn.

Practical  experiences of  working with parents

Teaching practices in schools provide opportunities for pre-service teachers 
to gain experience of working with parents generally and those who have 
children with SEn in particular. Schools must involve pre-service teachers 
in the full range of aspects of working with parents including: parent–
teacher meetings; home–school diaries; home visits; telephone contact; and 
preparation of newsletters for parents. Pre-service teachers should be fully 
involved in the IEP process with parents of students with SEn that they 
teach. They should also be involved in any parent education activities such as 
parent workshops that the school offers. Involvement in such workshops has 
been found to be a particularly effective way of providing pre-service teachers 
with practical experience of working with parents and an opportunity for 
using the skills, knowledge and attitudes they have learned (Hornby and 
Murray, 1983). 

once qualified, teachers will need ongoing support from schools in order 
to continually improve their practice of parental involvement. This will 
involve attending relevant professional development courses, for example, 
on working with parents from diverse backgrounds.

Conclusion

In order for students with SEn in inclusive schools to achieve their full 
potential, teachers need to capitalize on the involvement of their parents. In 
order to do this, pre-service teachers need to learn how to work effectively 
with parents. The model outlined in this chapter provides a framework for 
organizing this learning in order to optimize parental involvement, thereby 
enabling students with SEn in inclusive schools to achieve their full potential.
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Using ref lective practices for 
the preparation of  pre-service 
teachers for inclusive classrooms

Umesh Sharma

Learning outcomes

•	 understand reflective teaching.
•	 Develop a theoretical framework in support of using reflective practices 

to prepare pre-service teachers for inclusive classrooms.
•	 Identify various tools that academics can use to promote reflective 

practices in initial teacher education (ITE).

Introduction

The philosophy of including students who are frequently excluded (e.g. 
students with disabilities) into regular schools is widely accepted around the 
world. Several countries now either have legislation (e.g. uSa, uK, Canada) 
or policies (e.g. Hong Kong, Singapore and India) that emphasize the need to 
educate students with disabilities in mainstream classrooms alongside their 
non-disabled peers. There are several barriers, though, that have hindered 
the progress of implementing inclusion policies at classroom level. lack of 
appropriate training of teachers is one such major barrier. often pre-service 
teachers do not receive sufficient training in teaching students with diverse 
abilities in their classrooms (larrivee, 2000). They also complain about 
their inadequate preparation to meet the needs of students with disabilities 
who would be enrolled in their classrooms (Sharma et al., 2007). There is a 
need to identify innovative ways of training pre-service teachers so that they 
not only feel positive about including students with disabilities into their 
classrooms but also demonstrate practices consistent with their beliefs. 

Reflective teaching is one such approach that has the potential to prepare 
teachers with the necessary attributes to successfully implement inclusive 
practices not only for children with disabilities but also for all other children 
who are frequently excluded from mainstream education. This chapter briefly 
describes reflective teaching followed by a theoretical framework. How to 
teach reflective practices in ITE programs is the focus of the next section. The 
chapter concludes with some of the challenges that teacher educators need to 
be aware of if they decide to adopt this approach to train pre-service teachers. 
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What is  ref lective teaching?

Dewey (1933) defined reflection as “active, persistent, and careful consideration 
of any belief or supposed form of knowledge in the light of the grounds that 
support it and the further conclusions to which it tends” (p. 9). This definition 
suggests that reflective teachers constantly question their beliefs and practices. 
When they come across new education theories relevant to their teaching, 
they first closely examine the theory, then undertake a pilot test in their 
classroom before fully incorporating such ideas into their teaching. Reflective 
teachers also “look back on events, make judgments about them and alter their 
teaching behavior in light of craft, research, and ethical knowledge” (valli, 
1997, p. 70). Reflection is based on the premise that what one believes may be 
wrong (larrivee, 2000). 

according to Dewey (1933), three characteristics that most affect 
how teachers think and act like reflective teachers are open-mindedness, 
responsibility and wholeheartedness. Dewey (1933) defined open-
mindedness as an active means to examine the many facets of one issue. 
Such teachers are receptive to new information, others’ viewpoints and 
to different types of diversity (garmon, 2005). Teachers who lack open-
mindedness will either reject new information or they will interpret it in 
ways that will be consistent with their current views (garmon, 2005). The 
second characteristic is responsibility. These teachers are deliberate in taking 
responsibility for their actions and consequences. The last characteristic, 
wholeheartedness, is a fusion of the first two characteristics. according to 
Dewey (1933), this characteristic binds teacher’s commitment to open-
mindedness and responsibility.

theoretical  framework: why ref lective teaching?

The chapter is based on the premise that preparing teachers for inclusive 
classrooms requires that their beliefs and practices are shifted from a special 
education paradigm to an inclusive education paradigm (Kinsella and Senior, 
2008) and that using reflective practices can facilitate the transition. The 
predominant belief behind the special education paradigm is that if a child 
does not learn then something is wrong with the child and such a child 
should be separated and taught in a special environment. The roots of this 
paradigm are firmly based in the medical model of disability (Finkelstein, 
2001). Within this paradigm, disability is viewed as a form of illness 
or physical condition which is intrinsic to the individual and believed to 
cause significant disadvantage (Finkelstein, 2001). as a result the treatment 
revolves around finding the cause of the problem within the individual and 
solutions are mainly to control the impact of disability. Teachers who believe 
in this paradigm are more likely to refer students with disabilities for special 
education placements. 
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on the other hand, the inclusive education paradigm is based on the 
premise that if a student does not learn then the problem is not with the 
student but in the way he or she is educated. In other words, if the educational 
needs of a student are not met then the problem is with the system rather 
than with the student. The key principles of this paradigm are based on the 
sociological model of disability (Finkelstein, 2001). This model is based on 
the premise that barriers posed by society are the ultimate factors in defining 
who is disabled and who is not. The model recognizes that some people may 
function differently from other people because of their physical or mental 
impairments but they will not be disabled if society is ready to accommodate 
and include them in similar ways as would those who are not ‘disabled’ 
(Kinsella and Senior, 2008). Shifting pre-service teachers’ views from special 
education to inclusive education can be a significant challenge. 

Christensen (2004) reports that pre-service teachers’ previously held 
views about teacher behaviors and the act of teaching influenced their 
learning as they enter into teacher training programs. Pre-service teachers 
make judgments about pedagogy based on what they experienced during 
their 16 years of schooling. It is possible that during these schooling years 
they never came across a student with disability in their classroom. When 
asked to include students with disabilities in their classroom, these teachers 
resist inclusion and find evidence from their schooling years in support of 
segregating such students. using reflective practices during teacher training 
may allow pre-service teachers to rethink past experiences of teaching 
and learning and reconceptualize their notions of effective teaching and 
membership of regular classrooms (Christensen, 2004). This approach 
may allow these teachers to view inclusive schooling as a better option 
for all those students who are traditionally excluded from participating in 
mainstream schools.

argyris (1990) proposed that our beliefs are self-generating, and rarely 
tested, based on conclusions drawn from our selected observations. She 
further commented that we tend to choose data that matches our views and 
understanding of the world and we ignore data that does not fit into our 
schema of the way things should work. We use such selective observations 
to draw conclusions, adopt beliefs and act according to these beliefs. Pre-
service teachers who believe in a special education paradigm will continue 
to look for evidence (often anecdotal) suggesting that special schools are 
better for children with special needs. They will tend to refuse or refute 
research that supports inclusive schooling as a better option for students 
with disabilities. 

Teacher educators can train pre-service teachers with the necessary 
technical skills such as managing student bahavior, creating engaging 
classrooms and keeping students on task (larrivee, 2000). However, if this 
does not tie personal beliefs of pre-service teachers with micro teaching 
skills, it is less likely that skills learnt during their training will be sustained.
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according to larrivee:

[When] teachers become reflective practitioners, they move beyond a 
knowledge base of discrete skills to a stage where they integrate and 
modify skills to fit specific contexts, and eventually, to a point where the 
skills are internalized enabling them to invent new strategies. 

 (larrivee, 2000, p. 294)

It is proposed that reflection on their teaching practices allows pre-service 
teachers to change their apprehensive attitude to include all students. The 
change in attitude then promotes practices that sustain inclusive culture in 
classrooms. once a pre-service teacher has reached this stage then teaching 
micro teaching skills becomes much easier. 

teaching ref lective practices to pre-service 
teachers 

larrivee (2000) states that the process of becoming a reflective practitioner 
cannot be prescribed. Dewey further suggests that:

Reflective practice is not a series of steps or procedures, it is a holistic 
way of meeting and responding to problems, a way of being a teacher. 
Reflection involves intuition, emotion, and passion and is not something 
that can be neatly packaged as a set of techniques for teachers to use.

(Dewey, in zeichner and liston, 1996, p. 9)

becoming a reflective practitioner is challenging and often highly emotional 
for the person who engages in reflective practices. More importantly, pre-
service teachers tend to value and learn skills of a reflective practitioner when 
they are taught by academics who also value reflective practices (Christensen, 
2004). a number of components have been found to promote reflective 
practices in pre-service teachers. Some of these components enhance the use 
of reflective practices within an inclusive framework:

1. Evaluating personal  teaching phi losophy 

often teachers are asked to state their teaching beliefs and philosophy when 
they apply for job interviews. unfortunately, not much attention is paid 
to this aspect during teacher training. Teaching beliefs and philosophy are 
written as idealistic statements but rarely does any relationship exist between 
what a teacher writes in his or her philosophy and what he or she actually 
practices in the classroom. one question that needs to be asked of each pre-
service teacher early in an ITE program is: “What are your beliefs about 
teaching students who are frequently excluded from mainstream schooling?” 
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university academics can use different tools to gather this information. 
asking pre-service teachers to write a paragraph about their teaching beliefs 
may be useful. Pre-service teachers “must be made aware of their own 
attitudes, beliefs and life experiences as they relate to issues of diversity before 
they will be able to critically examine and change them” (garmon, 2005, p. 
278). Teachers who lack self-awareness and are also not willing to self-reflect 
will not demonstrate much growth in accepting diversity in their classroom 
(garmon, 2005). Teachers are more likely to embrace ideas and information 
that is consistent with the beliefs held by them and they will reject ideas that 
are inconsistent with these. Discussion of personal beliefs allows pre-service 
teachers to think how these may act to resist inclusion of students with diverse 
abilities in their classrooms. Research suggests that when pre-service teachers 
are challenged about their beliefs in a safe and encouraging environment, 
they are less likely to become defensive and resistant and more likely to share, 
reflect and change their beliefs (garmon, 2005). 

2. Effect ive quest ioning 

asking appropriate questions is fundamental to the art of reflective teaching. 
If a teacher never questions the goals and the values that guide their work, 
the context in which they teach, or never examines their assumptions then 
they cannot be said to be engaged in any form of reflection (zeichner and 
liston, 1996). Reflective teachers ask questions that allow them to grow and 
become better teachers. They critically examine their practices to determine 
how it will lead to a change, a commitment to quality and respect for 
difference (Jay and Johnson, 2002). according to Sparks-langer et al. (1990) 
why questions are most crucial for teachers. Why questions allow teachers to 
look for strategies that enhance success of students in the classroom as well 
as explaining why some students are not learning adequately. 

It is important for teacher educators to scaffold the kind of questions 
pre-service teachers should ask about their teaching. Questions that identify 
barriers in learning within the environment provoke teachers to look for 
strategies that will work with students with diverse abilities. In this regard, 
Tripp (1993) has provided an excellent framework that teacher educators 
will find useful to introduce to their pre-service teachers. His framework 
consists of four sequential steps: what happened, why did it happen, what 
might it mean, and what are the implications for my practice. 

Step 1:  What happened? 

at this stage the teacher writes down a description of a critical incident that 
happened in the classroom. It is important that at this stage that no attempt 
is made to understand why aspects of the incident. It is best to describe the 
incident in as much detail as possible. 
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Step 2:  Why d id  i t  happen?

This is the most crucial step in understanding the incident (Tripp, 1993). a 
pre-service teacher spends time to evaluate the context to explain the critical 
incident. Jay and Johnson (2002) stress the need to discern salient details 
about the incident as oversimplification can lead to a misinterpretation of 
the scenario. They add that “carefully and persistently describing significant 
details can help avoid the mistake of jumping to conclusions or seeing only 
what one wants to see”(p. 78). Reflection should not stop at this stage. The 
teacher needs to remain engaged in the reflection process and look for the 
meaning in the subsequent step.

Step 3.  What might  i t  mean?

at this stage the teacher analyses information from the previous stage to 
understand the meaning of the incident. Does the incident say something 
about the teaching practice? Jay and Johnson (2002) recommend that a 
classroom incident should be seen from the perspective of another teacher, 
a student, a counselor, a parent and so on. When we look at an incident 
from different perspectives, it allows us to discover meanings that we might 
otherwise miss (Jay and Johnson, 2002). It is important to note that it is 
through reflection at this stage that the teacher recognizes that he or she 
has choices available to do things differently. The last phase of the process 
relates to action-oriented behaviors.

Step 4:  What are  the impl icat ions  for  my pract ice?

This is perhaps the most crucial step in the reflective process. by gaining an 
improved understanding of a critical incident (or many critical incidents) 
in the classroom, the teacher decides on actions and implements them in 
his or her classroom. This change should result in substantial change in the 
teaching practices of a reflective teacher.

asking relevant questions should allow pre-service teachers to gain a 
better understanding of the learners and the context. It should also provide 
them with some understandings of using existing resources to creatively and 
collaboratively solve any problems to facilitate inclusion of all students. 

3. Col laborative problem solv ing

Reflection may seem to be a solitary activity, however, true reflection 
necessitates that teachers work closely with other teachers and professionals 
and seek feedback from their colleagues about their practices. There are 
many instances when a teacher faces a problem related to their teaching 
and they do not know how to deal with it. This may be particularly true 
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with new teachers when they come across a student with a disability (e.g. 
social emotional disorder) in which they have had limited experience during 
their teaching practicum. at this moment teachers need to be aware that 
they are not, and need not be, experts in dealing with all students. They 
must, though, be willing to work alongside their professional colleagues (e.g. 
education psychologists) to enhance the inclusion of such students in their 
classrooms. 

Teacher educators, therefore, must emphasize that collaboration with 
other professionals is a necessary requirement for effective, reflective and 
inclusive teaching. based on an extensive review of conceptual and empirical 
literature, Hobbs and Westling (2002) conclude that inclusive education is 
characterized by a problem solving process; and consultation, collaboration 
and problem solving are necessary attributes of effective inclusive teachers. 
Collaboration between teachers and other professionals is necessary to 
improve the performance of students with special needs (glatthorn, 1990) 
as teachers can rely on expertise of professionals to deal with specific 
problems in relation to their students (Pugach and Johnson, 1989). It is also 
a helpful tool to effectively manage the increasing responsibilities associated 
with the inclusion of students with disabilities (Hobbs and Westling, 2002). 
Considering that collaborative problem solving is an important skill, 
attention must be paid by teacher educators in ensuring that pre-service 
teachers acquire this skill. It may be useful to devise teaching activities that 
require pre-service teachers to work in small cooperative groups during 
their ITE. one example of such activity is asking students to work in small 
groups and take on different roles (e.g. parent, special education teacher and 
psychologist) to identify the best way to include a student who frequently 
has problems in class. 

4. Identi fy,  evaluate and use evidence-based practices 

another fundamental skill that inclusive pre-service teachers need to acquire 
is an ability to identify, evaluate and use best practices in the field. They 
will need to question why they use a particular strategy and what research 
base supports its use. It is possible that when they ask such questions they 
will find out that the teaching strategies they are employing in their classes 
are inappropriate. This immediately creates a need to look for alternative 
strategies that are likely to be more successful in their teaching context. 

Pre-service teachers, therefore, need to be exposed to the best teaching 
practices relevant to the inclusion context. Teacher educators may need to 
scaffold how a research article should be interpreted and when findings from 
it should be considered powerful enough to be tried in classrooms. The uS 
Department of Education (2003) provides a user-friendly guideline to read, 
evaluate, and reflect upon education research. asking pre-service teachers to 
reflect upon articles based on literature reviews or a meta-analysis and apply 
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some of the principles during their practicum could be a useful strategy. one 
way these practices could be promoted during ITE is by presenting different 
educational problems for them to find evidence-based strategies that can be 
employed to address such problems. Working in small groups, pre-service 
teachers can present the information in a way that could be implemented in 
a classroom. This exercise will require them to first identify articles based on 
a criteria that they can use to evaluate research studies (see uS Department 
of Education, 2003) and to reflect upon the research and decide how the 
information can be translated into classroom practice. 

Chal lenges for using ref lective practices

There are at least three challenges that teacher educators need to be aware 
of if they plan to use reflective practice in training pre-service teachers. First 
and foremost challenge relates to their style of teaching. use of this approach 
requires academics to practice what they preach. They should be ready to 
share their personal stories that might have caused cognitive conflicts during 
their school or university teaching and allowed them to change the way they 
teach now. Such stories convey an important symbolic message to pre-service 
teachers that their professor is indeed a reflective practitioner. This is by no 
means easy but without this attribute practicing reflective teaching will be 
difficult if not impossible.

Secondly, reflective teaching by its definition requires pre-service teachers 
to challenge the existing literature and the ideas conveyed by university 
academics. This could be particularly challenging in many asian countries 
where arguing against an academic could be considered a sign of disrespect. 
both the academics and the pre-service teachers need to adopt new roles 
which are likely to create heightened tension in the classroom. This point 
is well noted by Wormnaes (2008), when she states, “as a consequence of 
the obedience to authority in education, knowledge that is presented from a 
respected lecturer, and that is based in respected Western textbooks, will not 
easily be questioned or be subjected to critical analysis by students” (p. 220). 
How such change can happen is an important question for further research.

The last challenge relates to the philosophy of reflective teaching. In the 
field of special education, we have always believed that pre-service teachers 
need to have necessary technical skills. When reflective teaching approaches 
are used to train pre-service teachers there is a danger that we may end up 
paying too much attention to these skills and very little attention to the 
necessary technical skills needed to work with students with a range of 
special needs. a balance between reflective practitioner skills and technical 
skills is necessary.
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Conclusion

use of reflective practices to prepare pre-service teachers for inclusive 
classrooms is a fairly recent trend. There is no doubt that this approach 
has the potential to prepare teachers who are positively disposed to include 
students with disabilities in their classrooms. a number of questions remain 
unanswered and need to be investigated further: Do teachers trained using 
reflective pedagogy use better teaching strategies compared with teachers 
trained in a traditional format? What factors promote the use of reflective 
practices in pre-service teachers during ITE programs? What characteristics 
of pre-service teachers are most conducive to introduce reflective practices? 
In other words, is this approach equally effective for all pre-service teachers 
or are there some teachers who are more likely to benefit from this approach 
compared with other teachers? 
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Preparing pre-service teachers 
for ef fective co-teaching 
in inclusive classrooms

Mian Wang and Paul  Fi tch

Learning outcomes

•	 Definition of co-teaching as a model of inclusion.
•	 understand the features and key elements of a successful co-teaching 

program.
•	 Discuss the implications of a successful co-teaching program for initial 

teacher education (ITE) in the era of inclusive education.

Introduction

Inclusion of students with disabilities has become a common practice in 
today’s schools supported by legislation or government policies in many 
western countries (Forlin, 2008). as many schools try to respond to the call 
for inclusion, co-teaching has emerged as one of the answers to effective 
inclusive practices.

Despite an emerging consensus in the field that acknowledges co-
teaching as an exemplary model for inclusive education, researchers are still 
puzzling about the barriers of co-teaching practices (Reinhiller, 1996) and 
various issues of adopting co-teaching in ITE programs (Walther-Thomas, 
1997). Teacher educators are particularly concerned that in conventional 
ITE programs necessary skills, dispositions and organizational support 
mechanisms are not emphasized and well developed, for pre-service teachers 
to become successful teachers in the inclusive classroom. In this chapter, we 
introduce an ITE program that centers on co-teaching through emphasizing 
collaboration as a coherent and pervasive philosophy of pedagogy. We also 
discuss some important lessons learned from this program and implications 
for teacher preparation in an era of inclusive education.

Conceptual  framework of  co-teaching 

Kloo and zigmond (2008) characterized co-teaching as having become “the 
most frequently used special education service-delivery model for inclusive 
classrooms” (p. 12), a model “… in which two certified teachers – one 
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general educator and one special educator – share responsibility for planning, 
delivering, and evaluating instruction for a diverse group of students, some 
of whom are students with disabilities” (p. 13). Furthermore, they noted that 
most of the published literature about co-teaching has focused on logistics 
of co-teaching practices involving issues of co-planning, relationship of 
co-teachers (e.g. personal compatibility and mutual trust), instructional 
arrangements, and administrative support.

Several co-teaching variations have been employed, all of which involve the 
collaboration of two teachers, usually one general education teacher and one 
special education teacher. Collaboration may also occur between teachers and 
therapists and teachers and aides. The main variations of co-teaching include: 
team teaching, station teaching, parallel teaching, alternative teaching, and 
one teaching, one assisting. In team teaching, both teachers share planning, 
instructional and management responsibilities equally. In station teaching, 
co-teachers facilitate learning stations through the cycling of subgroups of 
students. In parallel teaching, each teacher instructs subgroups of students in 
the same or different content in the same classroom. In alternative teaching, 
one teacher instructs a small group of students for specialized instruction 
often in a different setting, while the other teacher instructs the remainder 
of the class. In the one teaching, one assisting model, the general education 
teacher provides content area instruction, while the special education teacher 
provides support for students who require it.

any of these variations may be mixed and matched with each other or 
with the more traditional one teacher in the room model. The belief is that 
the presence of two teachers in the classroom will foster the participation, 
acceptance, and success of all students in an integrated general education setting. 
Myriads of anecdotal information from teachers, principals, and supervisors 
and empirical evidence of research suggest that co-teaching is a thing of beauty 
when it works well, and that co-teaching can be a chaotic catastrophe when 
it does not. In a recent metasynthesis of co-teaching practices, Scruggs et al. 
(2007) found that the one teaching, one assisting model is the most commonly 
used model of co-teaching in 24 of the 32 studies synthesized. The troubling 
fact of the predominant use of this model is that the special education teacher 
is seen as subservient to the content area teacher and, therefore, is treated as 
an aide rather than a fully equal co-teacher.

although both inclusion and collaboration models have been in practice 
for two decades, few currently employed teachers have received specific 
training in this area. Some teachers have attended a single workshop 
and hardly any have taken a for-credit course. Seldom is there follow-up 
discussion or opportunities for discussion of these models. In traditional ITE 
programs, some coursework and fieldwork may be devoted to co-teaching 
only for teachers of students with disabilities. Collaboration is perceived as 
one of many models of instruction which may be encountered by special 
education teachers.
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Benef its  of  co -teaching

both general and special education teachers can benefit from building a solid 
relationship. Teachers generally report that they have benefited professionally 
from co-teaching experiences on numerous fronts: learning from the partner 
and becoming a better teacher (e.g. increase of content knowledge for 
special education co-teachers and skill improvement for general education 
co-teachers on classroom management and curriculum adaptations) and a 
better collaborator (Scruggs et al., 2007).

Co-teaching also benefits students with and without disabilities in the 
inclusive classroom. Morocco and aguilar (2002) pointed out that co-
teaching is “one of the most promising and intricate forms of collaboration 
in support of diverse learners …” (p. 316). Teachers have observed increased 
cooperation among students in co-taught and inclusive classes. apart from the 
benefit of extra teacher attention (Scruggs et al., 2007), students can benefit 
simultaneously from general education teachers’ expertise in the specific 
content area and special education teachers’ expertise in individualized 
instruction methods. There are also social benefits for all students upon 
including students with disabilities in co-taught and inclusive classrooms. 

Inf luencing factors of  co-teaching 

Co-teaching practice is time consuming and demands great commitment 
from both teachers who have completely different training backgrounds to 
plan and work together collaboratively (Reinhiller, 1996). lack of planning 
time, scheduling conflict, special education teachers’ caseload concerns, lack 
of administrative support, and too few opportunities for staff development 
are commonly identified barriers to co-teaching (Walther-Thomas, 1997).

It is important that co-teachers can give their input on the assignment of 
co-teaching. Factors such as compatibility of style, knowledge of content area, 
and teaching skills should be considered upon assignment. Common training 
opportunities should also be available for both teachers before assignment 
and during their partnership. Common planning time, in addition to 
traditional contracted preparation time, is a must for partnerships to thrive 
(Scruggs et al., 2007). In addition, a subtle, yet crucial, factor regarding the 
success of partnership is the respect of each teacher for the other partner and 
the value each teacher places on the other’s knowledge and skills.

Historically, ITE programs are separated into regular and special education 
courses in the uSa and have not provided pre-service teachers with the 
intensive training and experience they need to be effective collaborators in 
planning, teaching, and evaluating instruction (Cramer et al., 2006). Cramer 
et al. (2006) noted that the majority of co-teachers who participated in their 
studies reported no pre-service preparation for the work demands of their 
current teaching positions. In discussing the lack of staff development for 
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co-teaching as a common barrier, Walther-Thomas (1997) concluded that 
most teachers involved in co-teaching have never been formally trained to 
co-teach. Such barriers are more likely to exist for new teachers who feel 
forced to co-teach and who do not get along with the partner in co-taught 
classrooms.

a f ive-year col laborative teacher education 
program

a Collaborative Teacher Education (CTE) program was instituted in response 
to the push for inclusion in the late 1990s in new Jersey. The CTE program 
has graduated three classes of pre-service teachers who are currently working 
in a variety of education settings. In this program, a small (30–35) cohort of 
pre-service teachers is admitted annually into this five-year, dual degree (ba/
MST) and dual certification (elementary and special education) program. all 
members of each cohort are carefully selected for this restricted major.

The pre-service teachers in the CTE program see themselves as either 
general education teachers who will be better trained to educate all children 
or special education teachers who will be better prepared to work in 
inclusive classrooms. Indeed, the intent of this program was to prepare these 
pre-service teachers to work in inclusive classrooms at elementary schools. 
The pre-service teachers are cohorted for taking all of their common 
pedagogy courses, education subject courses and many other optional 
courses. The program emphasizes and facilitates the pre-service teachers’ 
collaboration on assignments and activities in almost all classes and field 
placements throughout their five-year program. Inclusive classrooms, with 
both elementary and special education teachers present, are sought as the 
first choice of field placements. as compared with graduates of other ITE 
programs who seldom receive specific training in collaboration, the CTE 
program graduates enjoy five years of intensive training in collaboration.

besides cohorting the pre-service teachers, the interdepartmental faculty 
drawn from teacher education, special education and reading departments 
are associated with this program and often see the pre-service teachers in 
multiple courses and field placements throughout the five years. While 
cohorting is sometimes offered in other ITE programs, it is usually restricted 
to two years and is not as pervasive as in the CTE program, a model of 
togetherness. In fact, the very close and involved relationship between the 
cohort members and faculty/staff prevents or reduces much of the anxiety 
and stress regularly encountered by most pre-service teachers in dealing with 
the typical college experience. The unparalleled support of the cohort and 
faculty/staff was demonstrated on numerous occasions involving medical and 
personal issues, accidents, deaths of family members, issues with bureaucracy, 
self-imposed roadblocks, and academic issues. The continued connection 
between the cohort graduates and faculty in both professional and personal 
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activities has reinforced the perceptions of the value and strength of the CTE 
program.

The cohort is together for five full years, as full-time students. They 
room together, join the same social and service organizations, and generally 
socialize together. Many have leadership roles in organizations and graduate 
with multiple honors. They participate in joint presentations with faculty. 

an equally important component of this program is the abundance and 
quality of the field experiences provided from the first semester through 
student teaching. after four years of increasingly more involved field 
placements, the pre-service teachers spend their entire fifth year in clinical 
practices of four days per week for one semester and five days per week 
for another semester. This is an unusually extensive amount of time spent 
in the field before beginning student teaching in the last semester clinical 
practice. The successful experiences provided by these multiple field 
placements result in exceptionally high-level confidence among the CTE 
program graduates. The pre-service teachers have identified coursework 
activities that emphasize collaboration in the field placements (e.g. unit 
plan, classroom management plan, assessment plan, and behavior support 
plan) as the most valuable assignments for developing their teaching skills 
as pre-service teachers. 

Some preliminary evaluative studies have been carried out to understand 
the CTE program graduates’ opinion about the co-teaching. anecdotal 
evidence has supported our assumption of program graduates as experts 
in collaboration. In an initial study (Fitch, 2006) of the perceptions of the 
graduates of this program, the respondents indicated that the strength of 
the cohort and the abundance and quality of the field placements were 
the strongest components of the program. The pre-service teachers also 
commented positively on the genuine involvement and interest of the 
faculty members in the program. nearly all the participants indicated that 
the support they received from their peers throughout this five-year program 
was the most significant factor in their success as pre-service teachers and 
they expected this cohesiveness to continue beyond graduation. Most rated 
the solidarity and cohesiveness of the cohort highly. They praised the support 
of the cohort during the job-search process and believed that they would 
maintain contact with cohort members over time.

as for concerns and problems of the CTE program, some graduates 
complained about the heavy workload of the program. another problematic 
issue related to the pre-service teachers who cannot follow the strict sequence 
of courses because all program courses are single section offered once a year. 
So they are forced to “drop down” to another cohort, thus turning a five-
year program into a six-year program. additionally, opportunity for greater 
exposure to parent interactions during field placements was identified as an 
area of need. Typically, the opportunities for parent interactions are limited 
in the university classroom and early field experiences. usually, pre-service 
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teachers do not participate in parent–teacher conferences, IEP meetings and 
general parent communications until their student teaching.

a survey of the principals of the teachers who graduated from the CTE 
program found a high level of satisfaction when these principals were asked 
to compare the co-teaching program graduates with those from other 
more traditional ITE programs (Fitch and Wang, 2007). The co-teaching 
program graduates were evaluated on the areas of lesson planning and 
implementation, assessment, behavior management, organization, parent 
interaction, knowledge of both general and special education practices, peer 
collaboration, and direction/supervision of teaching assistants. Comments 
received from the responding principals elaborated on the survey findings 
and provided input. The principals indicated that the CTE program graduates 
were well prepared, possessed the maturity of well-seasoned teachers, 
worked exceptionally well with colleagues, and were well versed in diverse 
instructional techniques to meet the needs of all learners. In one of the most 
glowing statements, one principal said, “not only does xxx do an excellent 
job instructionally, she has also added so much to our school community. She 
has run special programs for the children and provides excellent support to 
other teachers.”

overall, the CTE program graduates were recognized as highly competent 
teachers who contributed strongly to their learning community. These survey 
findings corroborate the anecdotal information received from the various 
teacher educators who have worked with this group as field supervisors. 

Implications for teacher education in the era of 
inclusive education

Several implications are derived from the summary of literature and analysis 
of this co-teaching program. We focus on several key factors regarding the 
success of co-teaching practices based upon the lessons that we have learned 
from our experience with the CTE program.

First, collaboration elements must be incorporated into courses and field 
work in all ITE programs. Previous research suggests that the effort in adding 
an introductory special education course and adding a field placement in 
inclusive settings has not given rise to adequate preparation of pre-service 
teachers for teaching in inclusive settings (Stayton and McCollum, 2002). 
Coursework and fieldwork must become more collaborative systematically 
and consistently in general education and special education ITE programs. 
We do not suggest that an ITE program with five full years of training in 
collaboration is necessary, but more attention to and emphasis in collaborative 
teaching should be ensured.

Second, the value of placing students in cohorts should be considered 
in all ITE programs for the strength it brings, both professionally and 
personally. Previous research has identified both positive and negative 
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aspects of cohorting ITE programs. Positive aspects included: small class 
sizes which facilitate friendship-making; immediate social support, an 
ethic of generalized good will, and mutual friendliness beyond the casual; 
common group identity, characteristics of a strong community, such as 
respect, caring, encouragement, and cooperation, and a student-unexpected 
mutual development of professionalism. negative aspects usually refer to 
the exclusion of some cohort members because of cliques within the cohort, 
inequitable contributions on cooperative assignments, and petty jealousies. 
based upon our experience, the negative impact of cohorting is incomparable 
to the benefits received by the cohort members. 

Third, opportunity for placement in multiple collaborative field 
placements where there are guided observations by coaches fluent in inclusive 
practices is essential because pre-service teachers can see best practices in 
action. In addition to training in collaborative teaching strategies, training in 
administrative/organizational aspects to enhance the success of collaboration 
should be undertaken. 

Fourth, multiple opportunities to work with program faculty in classes, 
seminars, and field placements should be arranged so that the faculty is 
invested in the cohort at a similar level. Everington et al. (1996) pointed out 
that there is a need to establish a team teaching model in the ITE program 
where special education and general education faculty can collaborate 
and model co-planning and co-teaching for the pre-service teachers. They 
noted that one of the barriers to faculty team delivery of coursework is the 
current university reward system in which resource allocation is based on 
course delivery for individual faculty. another barrier is that current faculty 
schedules and workload can be a deterrent to allocation of the time needed 
to co-plan and co-teach. In addition, training for administrators and faculty 
who support and are willing to engage in collaboration needs to be discussed 
in future education leadership programs.

Finally, the benefits of selecting a co-teaching partner, common planning 
time, training in collaboration and conflict resolution, proactively seeking 
opportunities for partner involvement in lessons, and issues of scheduling 
and grading should be incorporated and emphasized in ITE programs, 
teacher professional learning and school leadership training. 

Conclusion

In conclusion, we found that the pre-service teachers trained through this 
program that centers on collaboration have perceived more successful 
and positive experiences than those trained through different traditional 
ITE programs regarding co-teaching practices. The benefits of co-teaching 
identified through studying this program can be utilized in a variety of ITE 
programs rather than limited to a five-year model. Emphasis should be 
placed on key elements of successful co-teaching, such as common planning 
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time, teacher input on collaborative partnerships, long-term assignment of 
partners, opportunities for joint training of partners, and the use of in-house 
collaborative partners to share their success strategies with other potential 
collaborative partners. all ITE programs should embrace the key elements of 
successful co-teaching to train better collaborative teachers for 21st-century 
inclusive education.
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teacher education onl ine
Towards inc lus ive v ir tua l 
learn ing communit ies

Paul  Barto lo

Learning outcomes

•	 understand the building of learning communities as a basis for Initial 
teacher education (ITE) for inclusive education.

•	 Recognize the innovative potential for building inclusive virtual 
learning communities (vlCs) through technology-enhanced learning 
as exemplified in an e-learning module undertaken by a group of pre-
service teachers.

•	 understand the possible challenges in building and sustaining inclusive 
vlCs.

Introduction

Inclusive education has long been associated with the idea of learning 
communities. Inclusion is first of all a social phenomenon that enables all 
students to belong fully to their classrooms and schools by being called upon 
and supported to participate in collaborative learning. Such a process entails 
a responsive and constructivist approach to teaching and learning (bartolo 
et al., 2007). Psychological constructivism calls for learner-centred teaching 
that encourages and enables meaningful learning by giving each learner 
an opportunity to link new knowledge to prior experience; and social 
constructivism calls for collaborative social interaction as an indispensable 
tool for learning. These inclusive and constructivist approaches need to be 
reflected also in pre-service teacher education (bartolo and Smyth, 2009). 

Collaborative learning has taken a new meaning through the use of 
social networking tools that are enabling the creation of vlCs, i.e. virtual 
communities of learners who share a common interest, idea, or goal and 
enter into an electronic communication network of interactions “through 
which the process of knowledge acquisition is collaboratively created” 
(Palloff and Pratt, 2007, p. 5). 

This chapter describes how an e-learning module on responding to student 
diversity, undertaken by a group of pre-service teachers in Malta, enabled 
their collaborative preparation for inclusion. The account highlights four 
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major requirements in the building of vlCs, namely: using structures and 
processes for active learner engagement; widening access to collaborative 
learning; stimulating and sustaining online communication; and using 
appropriate technical support. The description is based on evaluation 
data on the module, including participants’ reflective journals, a brief final 
account of their professional development, online forums, and responses to 
a post-module questionnaire, supplemented by an external expert evaluation 
(Mackintosh, 2007).

an innovative module on responding to diversity

The e-learning module was developed through a European union funded 
project, DTMp: Differentiated Teaching Module–primary: Preparing 
trainee teachers to respond to pupil diversity (bartolo et al., 2007). The 
project partners were from seven higher education institutions from Malta 
(coordinator), Czech Republic, germany, lithuania, netherlands, Sweden, 
and the uK. The module was prepared through transnational meetings and 
online interaction among the partners over three years, supported also by 
the avicenna virtual Campus, a unESCo–Eumedis project with one of its 
Knowledge Centres in Malta (Eumedis, 2008). 

The module content was itself an innovative product of the multiculturalism 
and multi-expertise of the partners (see Figure 13.1). Two of its six Parts (1 
and 6) highlighted action research and inclusive teaching practice as main 
tools for professional development. The other four Parts (2–5) explored 
major issues in responding to student diversity, namely: (2) discrimination 
against minorities and developing more inclusive attitudes; (3) the holistic 
approach to education and the importance of collaborative relationships 
for building supportive learning communities; (4) the constructive learning 
process and the diversity of cultural and personal baggage children bring with 
them to school; and (5) learning to diversify curriculum content, process and 
product to meet student strengths and needs.

The module was equivalent to a 28-hour face-to-face credit unit. It was 
undertaken around a teaching practice placement of six weeks, with initial 
content sessions as preparation, followed by supervised teaching practice, 
and concluded with an evaluation of the inclusiveness of the teaching 
experience.

This chapter focuses on how the e-learning process empowered the 
participants for collaborative and inclusive learning. an account is first 
given of four major online community features implemented, followed by a 
description of some challenges that arose in the process.
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DTMpModule: 
Responding to Student Diversity

Part 1: Introduction

Part 2: Diversity and Inclusion

Part 3: Holistic Education

Part 4: Understanding the Learner

Part 5: Diversifying the Curriculum

Session 2.1
Seeing diversity as 

the Norm

Session 2.2
Promoting inclusive 

education

Session 1.1
Raising key issues & 

action research

Session 3.1
Adopting a holistic 

approach

Session 3.3
Building community 

networks

Session 3.2
Building supportive 
relationships in class

: Part 6 Implementing Inclusion

Session 4.1
Understanding

constructive learning 
process

Session 4.2
Understanding 

multiple intelligences 
and learning styles

Session 4.3
Understanding 

emotional 
intelligence

Session 5.1
Planning a diversified 

content

Session 5.2
Using direct 

instruction and 
independent learning

Session 5.3
Organizing 

collaborative learning

Session 6.1
Planning inclusive 

teaching

Session 6.2
Implementing and

evaluating inclusion

Session 4.4
Understanding 

attributional style

Session 5.4
Using formative 

assessment

Session 5.5
Using portfolios

Figure 13.1 Structure of the module into six main parts and 17 sessions
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Enabl ing active learner engagement 

The first important principle for effective e-learning is that participants must 
be enabled to engage in self-directed and collaborative learning. The DTMp 
module addressed this through pedagogically well-structured materials as 
noted by the external evaluator (Mackintosh, 2007). Figure 13.1 shows 
how the module was divided into 17 independent learning sessions that 
participants could access and work on as separate topics. Participants were 
guided through advance organizers at the start of each session setting out 
the Learning outcomes, and Activities to be undertaken, and Evidence to be 
produced for the completion of each outcome (see Table 13.1).

The module also had a set of online resources consisting of readings, videos, 
and exercises. Participant reflective writing per session could be logged on 
a web Reflective Journal that was private to participants individually, while 
collaborative reflections could be logged to online forums. Participants were 
also offered a choice of topics, readings, and exercises. 

Interaction was based on an asynchronous system so that participants 
worked collaboratively but at their own pace and time. The materials 
required frequent responses from the learner in the form of (a) reflections on 
classroom experience, readings, videos, or practical exercises and (b) sharing 
of ideas with others in an online forum. These logs constituted the evidence 
for the module assessment, and included reflections on teaching practice. 

These procedures gave participants an experience of more autonomy 
as they themselves reported: “The best part was the fact to have learned 
everything by myself through my readings. It was very fulfilling not to rely 
on the tutor to learn.”

Widening of  access to learning 

The DTMp was offered as an alternative to face-to-face delivery in a 
compulsory credit for bEd third-year full-time students in Malta. Half the 
cohort (26 of 53) opted for the online version (though only 20 were accepted, 
10 for each of two tutors), seeing the choice as offering more accessibility, 
such as the possibility of working from home at comfortable hours for the 
mother of a young child, or as an innovation for the more adventurous. 

The online mode offered new opportunities for some participants to 
engage in group discussion. one participant was amazed that the distance 

Table 13.1 Example of advance organizer for the first learning outcome of Session 2.1.

Outcome Activity Evidence

Recognize diversity in the 
European context

Reflect on the diversity of 
your students

Write reflective notes in 
your journal on student 
diversity
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did not inhibit interaction but rather increased it: “People who rarely 
talk in a lecture at university, were constantly giving their opinions in this 
course.” another explained it: “In some cases the forum provided a space 
for colleagues who are normally shy in giving a verbal opinion during a 
regular lecture.” on the other hand, half the group had opted for face-to-
face delivery.

Building and sustaining dynamic interaction

The major principle for effective e-learning that also matches the aims of 
inclusive education is the creation of collaborative learning communities. 
The module aimed to achieve this by providing a structure for interaction: 
(a) a news forum gave participants space for requesting technical support or 
any information about the course, or to make their own suggestions; (b) a 
discussion forum on each topic gave students space to engage in discussion, 
share ideas or their own reflections on the issues related to the course aims; 
and (c) a time-frame for the completion of each topic enabled students to 
engage with similar material and discussion on the forum within the same 
week, though asynchronously. Participants made use of this opportunity: 
“I enjoyed the forum area of the module because I found myself sharing 
experiences, learning more from my colleagues as well as feeling a sense of 
communication and understanding of particular concerns or issues.”

This interaction, though, needs to be stimulated and monitored (Coomey 
and Stephenson, 2001). The very engaging debates that occurred among 
the Maltese students were first stimulated by the tutors. Participants were 
immediately asked to start writing to each other during an introductory, 
hands-on session in the computer lab where the structure of the course 
including the need for dialogue was introduced. The tutor himself started 
off the news forum by asking for feedback from students about the course 
material. Participants’ queries on technical or learning management of the 
course in the news forum were answered without delay. 

Participants’ engagement was further ensured through obliging each one 
to participate in each topic forum; encouraging comment on particular 
videos or readings; responding to participant feedback regarding the need 
for adjustment of time-frames for completion of sessions; giving responses to 
participants’ ideas if necessary; and sometimes challenging lines of thinking 
or interaction.

This led to the students themselves raising issues with such titles as: 
‘Challenges in teaching a child with an impairment’; ‘Removing barriers to 
learning’; and ‘Much theory and little practice’. Participants also began to 
share resources from the internet that peers could easily access.

The sense of community peaked when there was an emotional issue that 
touched everyone. one participant wrote how she was ‘panicking’ at the 
amount of work she had to do in addition to preparations for teaching 
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practice. This reaction spread very quickly (31 inputs in two days) and 
needed to be managed empathically, flexibly, and effectively by the tutor. 

one can argue that this is not much different from what happens in 
effective face-to-face learning when students are given a voice. as already 
observed, though, the web format allows for much more peer-to-peer 
interaction over time: computer mediated communication allows for more 
diverse views to be expressed and considered as well as allowing for wider 
interaction among peers. 

Having appropriate technical  support

This pedagogical structure and process were developed along the lines of self-
directed learning materials. The services of a teacher trained in ICT pedagogy 
were, however, necessary for putting them on a web platform that provided 
user-friendly advance organizers, sequential but flexible organization of 
information, and organization of the resources and web journal and forums, 
and dealing effectively with hitches inherent in a new venture. 

There was also a decision to take regarding the web platform. Moodle, an 
open source learning management system (http://moodle.org), was chosen 
as the platform that was later adopted for all the university’s online courses. 
Moodle provides a digital space for delivering instruction with facilities for 
registering on a course, accessing online instruction and learning resources, 
engaging in asynchronous group discussions, submitting and re-editing of 
work and its assessment, as well as interpersonal interaction. other Web 2.0 
functions such as Wikis can also be added to widen collaborative learning 
(ghislandi et al., 2008, p. 2).

The tutor needs to have sufficient knowledge of the platform in order 
to use their editing potential in making any small changes or additions to 
the materials, pacing of course work, and to operate the communication 
system generally. Similarly, it is useful if participants can be introduced 
to the navigation system and facilities offered by the platform. Technical 
support is also required throughout the module, particularly when students 
have problems accessing materials or for creating any new facility, such as 
regrouping of enrolled students.

Chal lenges

The implementation of the DTMp module also raised the following three 
challenges.

More access ibi l i ty  or a dig ital  d iv ide?

one size, even in online learning, does not fit all. as in face-to-face delivery, 
one has to plan for a diversity of learners by exploiting the full potential 
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flexibility of online learning environments. This can be achieved at the design 
stage by asking, “What are the learning objectives I want my learners to 
meet?”, and then, “What are the many ways or the many learning activities 
that can be used to meet these learning objectives?” (Treviranus and Roberts, 
2006, p. 491).

It must be kept in mind that, despite the high hopes that e-learning would 
be “a catalyst for fundamental change and a tool for achieving European 
policies on social inclusion, language learning, addressing the skills gap and 
intercultural dialogue …” (European Commission, 2003, p. 4), empirical 
evidence continues to point to a ‘digital divide’ that tends to recreate 
the social divisions in society and among nations (oECD, 2008). There 
are economic divides (physical accessibility to computers and internet), 
usability divides (level of digital literacy skills), and empowerment divides 
(participation inequality) (nielson, 2006) that need to be considered in the 
courses that are offered. 

Transformation of  tutors’  and learners’  roles

Successful online tutoring requires preparation. E-learning requires a new 
“collaborative relationship between learner and instructor, with learners 
themselves as key players in the education experience as they bring in diverse 
work, location, family, and cultural experiences into online discussion” 
(Heythornthwaite, 2006, p. 15). Innovative online tutoring is, therefore, 
“probably the most important critical success factor in learner acceptance 
of e-learning,” and requires academic retraining as familiar face-to-face 
teaching solutions may not work in vlCs (McPherson and nunes, 2004, 
p. 2).

Tutors need great skills also in stimulating peer-to-peer interaction. They 
have to create opportunities for learners not only to acquire skills and 
concepts but also to contribute to the learning community. Indeed, it has 
been suggested that the whole way of organizing web interaction in vlCs 
should not be around courses but around interests, allowing for people to be 
in the community of a course as only one of many unifying interests among 
a university community, who will all be regarded as ‘co-learners’ rather than 
e-learners (Colazzo et al., 2008). 

new learner roles from “passive ‘consumers’ of didactical presented 
knowledge to self responsible initiators and organizers of learning” 
(Hamburg et al., 2003, p. 13) may also require preparation of participants. 
They need not only training in low-level skills such as web navigation and 
online social skills, but also higher metacognitive skills on creative use of 
web tools (McPherson and nunes, 2004).
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Need for a pract ice component

another important issue for e-learning as a self-directed process is its 
insufficiency when used for professional development courses, such as for 
inclusive education which is primarily a human rights and attitudinal issue 
(bartolo and Smyth, 2009). For instance, Kim and Morningstar (2007, p. 
125) found that the impact of an online training program for secondary 
special education teachers that relied only on self-directed learning “was not 
powerful enough to change perceptions of competence or enhance already 
positive attitudes.” They concluded that “[p]rofessional development 
providers must address not only teachers’ knowledge but also their beliefs if 
they wish to affect how these teachers will plan, enact, monitor, and evaluate 
new interventions” (Kim and Morningstar, 2007, p. 126).

Thus, e-learning for professional development needs to be linked to 
challenges in practice. Even in face-to-face learning, significant impact on 
pre-service teachers was found only when supervisors engaged the teachers 
in critical reflection on their practice, such as asking how far an otherwise 
quality lesson was relevant and appropriate in terms of subject matter and 
instructional strategies for students from various cultural backgrounds. 

The DTMp team addressed this challenge by linking the module to 
implementation of inclusion during participants’ teaching practice. Several 
commented on this aspect:

The credit gave a lot of insights of what really happens in class, as there 
were even quotes from teachers. Still, there were times when I found it 
difficult to understand what I was reading because I could not envisage 
the setting. Then I stepped into class and I encountered these situations 
myself and I fully understood the concepts.

Trying out inclusive practice was essential for learning:

Previously, I was not really sure if I can really carry out differentiated 
teaching and learning because I never saw it actually happening. This 
was a great challenge for me to try it out myself, but … I learned from 
trial and error as well as learning from my colleagues’ experiences. 

It had originally been planned to provide another multicultural challenge 
to students by having them discuss issues with student teachers in other 
European countries doing the same module. but the need for the same time 
frames for topic coverage across countries was not met. 

The potential of intercultural dialogue was, however, experienced among 
the project tutors, themselves a group of collaborative learners in the 
development of the module through a blended procedure of face-to-face 
meetings and electronic interaction. one partner, on seeing earlier scripts 
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of the module, had queried the relevance of the materials for non-English 
speaking students in her country. This led the team to search for local texts 
to supplement the English materials and the production of hard copies 
of the handbook in the seven different languages of the partners (bartolo 
et al., 2007). The team’s openness to multicultural behaviors, values and 
concepts, including the idea of inclusion itself, was much improved through 
this dynamic interaction. 

virtual multicultural and international communities might perhaps offer 
the possibility for individuals to be challenged by the actual dynamics of a 
multicultural group. Having participants in a vlC challenged respectfully 
and being guided to react similarly to this challenge within the community 
can be a form of practice of intercultural and inclusive skills.

Conclusion

This chapter has set out the potential of the use of web-based vlCs for 
promoting inclusion as well as the preparation of teachers for inclusive 
education. It has suggested that e-learning is a very appropriate tool because 
of its potential to provide an additional alternative access strategy for 
ITE, to focus on learner-directed learning, and to enable the development 
of vlCs that can support the contribution of all members to the learning 
experience. at the same time, it has been noted that such an endeavor is 
not an easy option, particularly because it requires a rethinking of teaching 
and learning situations, including: (a) very skilled preparation of the 
learning environment to ensure a process-oriented organization that enables 
more autonomous learning and wider and multiple access and modes of 
engagement and contribution by the participants; (b) very skilled moderation 
of the participants’ experience by tutors that are able to ensure the creation 
and development of a dynamic vlC; and (c) technical support to ensure the 
exploitation of constantly developing web social networking tools.
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Evaluating inclusive teacher 
education programs
A f lex ib le  framework

Spencer  J .  Sa lend

Learning outcomes

•	 understand the importance of evaluating inclusive teacher education 
programs.

•	 Tailor the framework presented in this chapter to evaluate your 
inclusive initial teacher education (ITE) program.

Introduction

global transformations and concerns about the efficacy of segregated special 
educational programs have resulted in educators throughout the world seeking 
to implement inclusive education. although the concept and implementation 
of inclusion varies greatly by country (Mitchell, 2005), one critical variable 
in the successful implementation of inclusive education is the quality of the 
preparation that educators receive (Forlin and lian, 2008; Salend, 2008). as 
a result, ITE programs throughout the world have been utilizing innovative 
pedagogies and approaches to help develop the knowledge, skills, and 
dispositions to implement inclusive education effectively. Since it is important 
for these innovative programs to be effectively evaluated this chapter presents 
a flexible framework that can be tailored for use by faculty also involved in 
inclusive professional learning (Pl) efforts. 

Identi fy ing evaluation dimensions and questions

Program evaluation focuses on important evaluative dimensions related 
to the critical aspects of inclusive ITE programs. Critical aspects of these 
programs often address the program’s (a) core beliefs, (b) curriculum and 
competencies, (c) pedagogical practices and learning activities, (d) field-based 
experiences, (e) recruitment and graduation of a diverse pool of pre-service 
teachers, (f) faculty diversity, and (g) impact on the field (Salend et al., 2006). 
an overview of these critical programmatic aspects, evaluation dimensions, 
related evaluation questions, and potential data sources are presented in the 
following sections.
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Core bel iefs  related to inclus ive education

Inclusive ITE programs reflect the faculty’s core beliefs related to inclusive 
education, which should be consistent with current research and innovation 
in the field. The core beliefs underpinning inclusive ITE programs vary based 
on each country’s educational philosophy and history as well as a range 
of social, political, cultural and economic factors (Mitchell, 2005). Thus, 
in many countries social justice and multicultural education are viewed 
as being inextricably linked to inclusive education, which has broadened 
the focus of inclusive education beyond disability to include issues of race, 
linguistic ability, economic status, gender, learning style, ethnicity, cultural 
and religious background, family structure, and sexual orientation (Salend, 
2008). Sample evaluation questions and potential data sources related to an 
inclusive ITE program’s core beliefs are presented in Table 14.1. 

Curriculum, courses,  and competencies

The program’s core beliefs inform the inclusive ITE program’s curriculum, 
which in turn shapes the development, delivery, and sequence of the 
courses that make up the program. The curriculum delineates the essential 
competencies needed to be effective inclusive education practitioners. as 
a central aspect of an ITE program, the validity of the curriculum, the 
courses that make up the program and their sequence, and the extent to 
which program competencies relate to the knowledge, skills, and disposition 
teachers use to work effectively in inclusive education, serve as the source of 
major evaluation questions (see Table 14.2).

Inclus ive pedagogical  pract ices and learning act iv it ies

Faculty in effective inclusive ITE programs employ inclusive pedagogical 
practices and learning activities within courses to foster mastery of the 

Table 14.1 Sample evaluation questions and data sources: Core beliefs related to 
inclusive education.

Evaluation questions Data sources

1. Are the program’s core beliefs identified, 
communicated to others, and related to current 
research and innovation in the field and relevant social, 
philosophical, political, cultural and economic factors 
within the country?

• Surveys
• Interviews
• Observations
• Instructional and 

program artifacts

2. What actions can be taken to maintain and enhance 
the extent to which core beliefs related to inclusive 
education are consistently and fully integrated into the 
program?

• Pre-service teachers’ 
portfolios

• Program portfolios
• Reflective journals
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program’s curriculum and competencies. These innovative pedagogical 
practices include providing pre-service teachers with numerous opportunities 
to reflect on their learning and to interact with individuals with special 
educational needs and their families (McHatton, 2007). Through various 
learning activities, pre-service teachers produce authentic assignments that 
allow them to demonstrate their success at applying program competencies 
and translating research into practice. The use of a range of pedagogical 
practices and learning activities also allows faculty to model effective and 
reflective inclusive teaching and assessment practices. given the importance 
of these pedagogical practices and learning activities, it is essential that 
evaluation questions and data sources examine whether they are effective in 
achieving their intended outcomes (see Table 14.3). 

Field-based experiences

The field-based experiences that pre-service teachers complete throughout 
their inclusive ITE program are integral parts of the program’s pedagogical 
practices and learning activities. Through a variety of field-based experiences 
reflecting wide contextual and student diversity, pre-service teachers are 
provided with authentic experiences in inclusive educational settings designed 
to help them: (a) link theory and practice; (b) view exemplary professionals 
implementing inclusive education; (c) apply the program’s competencies in 
inclusive educational settings; and (d) think critically about their values and 
beliefs and practices. In light of the essential role these varied field-based 

Table 14.2 Sample evaluation questions and data sources: Curriculum, courses, and 
competencies.

Evaluation questions Data sources

1. Is the program’s curriculum complete, valid, and linked 
to professional standards?

2. To what extent are the courses within the program 
related to the program’s curriculum and sequenced 
appropriately?

3. To what extent do the program’s competencies relate 
to the program’s courses and address the knowledge, 
skills, and disposition that teachers need to work 
effectively in inclusive education settings?

4. What types of problems are pre-service teachers 
having with the courses?

5. What aspects of the program’s curriculum, courses, 
and competencies work well? Need revision?

6. What actions need to be taken to maintain and 
enhance the validity of the curriculum, the content 
and sequence of the courses, and the relevance of the 
program’s competencies?

• Surveys
• Interviews
• Observations
• Instructional artifacts
• Program artifacts
• Pre-service teachers’ 

portfolios
• Program portfolios
• Reflective journals
• Rubrics
• Examinations
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Table 14.3 Sample evaluation questions and data sources: Inclusive pedagogical practices 
and learning activities.

Evaluation questions Data sources

1. Are the program’s pedagogical practices and learning 
activities aligned to the program’s curriculum, courses, 
and competencies?

2. Are faculty using pedagogical practices that are 
inclusive, and effective in helping pre-service teachers 
master the program’s competencies?

3. Are learning activities completed by pre-service 
teachers authentic, reflective, and effective in helping 
them develop and demonstrate mastery of the 
program’s competencies?

4. What pedagogical practices and learning activities work 
well? Need revision?

5. What actions need to be taken to enhance the 
inclusiveness, authenticity, effectiveness and variety 
of the faculty’s pedagogical practices and the learning 
activities completed by pre-service teachers?

• Surveys
• Interviews
• Observations
• Instructional artifacts
• Program artifacts
• Pre-service teachers’ 

portfolios
• Program portfolios
• Reflective journals
• Rubrics
• Examinations

Table 14.4 Sample evaluation questions and data sources: Field-based experiences.

Evaluation questions Data sources

1. Do the program’s field work and practicum sites 
serve as exemplary models of inclusive education and 
enhance pre-service teachers’ knowledge of the lives 
of diverse students and families, and broaden their 
views and understanding of diversity?

2. What roles and activities do pre-service teachers 
perform in their field-based placements?

3. Do field work and practicum sites provide pre-
service teachers with opportunities to develop 
and demonstrate their mastery of the program’s 
competencies, and reflect on their values, beliefs, and 
professional practices?

4. How do pre-service teachers rate the quality of 
their field work and practicum experiences and the 
supervision and feedback they received?

5. What aspects of the program’s field work and 
practicum experiences work well? Need revision?

6. What actions need to be taken to enhance the 
inclusiveness, diversity, authenticity, variety, and 
effectiveness of the program’s practicum and field 
work experiences?

• Surveys
• Interviews
• Observations
• Instructional artifacts
• Program artifacts
• Pre-service teachers’ 

portfolios
• Program portfolios
• Reflective journals
• Rubrics
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experiences play in inclusive ITE programs, their effectiveness needs to be 
the focus of evaluation questions (Maheady et al., 2007) (see Table 14.4).

Recruitment and graduation of  a diverse pool  of  
pre-serv ice teachers

The recruitment and graduation of pre-service teachers who represent 
the diversity of the communities served by inclusive ITE programs is 
a critical challenge (Salend et al., 2006). The issues of participation and 
completion are interrelated and impact the extent to which inclusive ITE 
programs model inclusive practices and infuse diversity into all aspects of 
their programs. Therefore, the research questions examining the success of 
these in responding to the challenge of enrolling and graduating a diverse 
pool of pre-service teachers is an often overlooked but crucial component of 
program evaluation (see Table 14.5).

Faculty divers ity

In addition to a diverse group of pre-service teachers, inclusive ITE programs 
are strengthened by having a diverse faculty (Salend et al., 2006). a diverse 
faculty allows pre-service teachers and faculty to learn from and interact 
with individuals who have different areas of expertise, experiential and 
cultural backgrounds, pedagogical practices and teaching styles. Therefore, 
the evaluation questions related to the diversity of the faculty including their 
varied roles, expertise, backgrounds, and teaching practices are an integral 
part of program evaluation (see Table 14.6). 

Impact on the f ie ld

The impact on the field is the ultimate measure of the efficacy of inclusive 
ITE programs (ainscow et al., 2006). The primary factor in assessing the 

Table 14.5 Sample evaluation questions and data sources: Recruitment and graduation of 
a diverse pool of pre-service teachers.

Evaluation questions Data sources

1. What are the demographic characteristics of the 
program’s pre-service teachers?

2. What efforts have been implemented by faculty to 
recruit and graduate a diverse pool of pre-service 
teachers and how successful have they been?

3. What factors are affecting the program’s success at 
recruiting and graduating a diverse pool of pre-service 
teachers?

4. What actions need to be taken to recruit and graduate 
a diverse group of pre-service teachers?

• Surveys
• Interviews
• Program artifacts
• Program portfolios
• Pre-service teachers’ 

portfolios
• Reflective journals
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program’s impact on the field is the extent to which the program’s graduates 
teach effectively in inclusive educational settings, which can be established 
by demonstrating the connection between their participation in an inclusive 
ITE program and their use of effective teaching practices that foster positive 
academic, affective, social, behavioral, and attitudinal outcomes for their 
students (goe et al., 2008). These educational changes in students can 
be documented via use of standardized assessments, curriculum-based 
measurements, and analysis of student work samples over time. These data 
can be supplemented by an examination of other indicators of student 
progress such as graduation rates, attendance patterns, participation in 
extracurricular activities, behavioral referrals, and course failures as well as 
student success in making the transition from school to adulthood (Salend, 
2008) (see Table 14.7).

The program’s impact on the field also can be documented by the 
outcomes associated with the outreach activities that faculty and pre-service 

Table 14.6 Sample evaluation questions and data sources: Faculty diversity.

Evaluation questions Data sources

1. What efforts have been implemented to encourage and 
support faculty diversity and how successful have these 
efforts been?

2. What factors are affecting the program’s success at 
having a diverse faculty?

3. What actions need to be taken to enhance the diversity 
of the faculty?

• Surveys
• Interviews
• Program artifacts
• Program portfolios

Table 14.7 Sample evaluation questions and data sources: Impact on the field.

Evaluation questions Data sources

1. In what ways do pre-service teachers and graduates 
promote student learning and aid schools in 
implementing effective inclusive education practices?

2. To what extent do graduates employ the knowledge, 
skills, and disposition they gained in the program in 
their inclusive education classrooms?

3. What outreach activities do faculty and pre-service 
teachers perform and how do these activities impact 
schools, teachers, students and families?

4. In what ways do faculty disseminate their research on 
inclusive education and support professional learning of 
teachers?

5. To what extent are graduates finding employment in 
inclusive educational settings?

6. How do graduates and their employers rate their job 
performance?

7. What actions need to be taken to enhance the 
program’s impact on the field?

• Surveys
• Interviews
• Observations
• Instructional artifacts
• Program artifacts
• Pre-service teachers’ 

portfolios
• Program portfolios
• Reflective journals
• Rubrics
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teachers perform, and the faculty’s success at disseminating their research 
on inclusive education practices and delivering professional development 
to inservice teachers. other program impact factors include the success that 
program graduates have in finding employment and fostering inclusion in 
their work settings, and the extent to which employers are satisfied with 
their job performance. Sample evaluation questions related to a program’s 
impact on the field are presented in the tables.

Select ing evaluation data col lect ion methods

a range of methods can be used to collect qualitative and quantitative data 
to address the program’s identified evaluation dimensions and questions. In 
developing and selecting these data collection tools and strategies, program 
faculty should consider such factors as validity, reliability, comprehensiveness, 
generalization, utility, practicality, acceptability, and credibility (goe et al., 
2008). 

Surveys  and interv iews

Important evaluation information can be obtained by surveying and 
interviewing pre-service teachers, faculty, professionals who work with 
pre-service teachers in their field-based placements, and employers of 
program graduates (Morningstar et al., 2008). Surveys and interviews can be 
employed at appropriate times within the program’s cycle to elicit reactions 
to specific aspects of inclusive ITE programs. For pre-service teachers and 
faculty, surveys and interviews can solicit information about their feelings 
and suggestions about the program’s core beliefs, curriculum, competencies, 
courses, learning activities, faculty pedagogical practices, and field-based 
experiences. Follow-up surveys and interviews with program graduates also 
can provide data regarding the validity and need for revision of program 
assumptions, competencies, and learning activities; their preparedness and 
use of effective practices in their inclusive classrooms; and the extent to 
which these practices have promoted student learning. Professionals who 
work with pre-service teachers in their field-based placements or employ 
program graduates also can complete surveys and interviews directed at 
identifying their perceptions of the quality, preparedness, and effectiveness 
of the program’s pre-service teachers and graduates. 

Observat ions

Real-time or digitally recorded observations of pre-service teachers in their 
field-based experiences can provide valuable information to document 
their mastery of the program’s competencies and their impact on student 
learning. These observations can be used to record the impact of the 



Evaluating inclusive teacher education programs 137

program on teachers’ progress in demonstrating subject matter knowledge, 
differentiating their instructional and assessment practices, interacting 
positively with students and other professionals, and fostering a positive 
learning environment (goe et al., 2008). observations of program graduates’ 
teaching effectiveness in inclusive classrooms by their employers also can be 
a valuable source of evaluation data related to the program’s impact on the 
field.

Peer observations of pre-service teachers and program faculty also can be 
used to support program evaluation. For faculty, peer observations can be 
periodically conducted to focus on providing data regarding the faculty’s 
use of innovative pedagogies. Faculty also can complete a field-based site 
observation form when visiting schools to validate that inclusive practices 
are being implemented successfully and that pre-service teachers are being 
provided with opportunities to work with a range of students. 

Inst ruct iona l  and program art i facts

an analysis of the instructional artifacts that pre-service teachers produce as 
part of their course work and field work experiences, and program graduates 
develop in their inclusive work settings, can provide evidence related to 
their mastery of the program’s curriculum and competencies and use of 
effective inclusive education practices, and the program’s impact on the field 
(Maheady et al., 2007). 

one instructional artifact that holds promise for promoting and documenting 
changes in pre-service teachers is the use of case methods (goeke, 2008). 
an analysis of pre-service teachers’ responses to a range of case studies over 
time can be examined to show changes in their disposition, knowledge base, 
problem solving skills, and practices related to inclusive education.

as part of the evaluation, program artifacts developed by faculty also can be 
examined. These program artifacts can include course outlines, descriptions 
of and protocols associated with innovative pedagogical practices, listings of 
recruitment activities, and copies of publications. 

Ref lect i ve  journa ls

a reflective journal maintained by pre-service teachers can be a valuable 
artifact containing evaluation data related to their experiences in the 
program and changes in their knowledge, practices, perspectives, disposition, 
attitudes, beliefs, intentions, and ability to engage in self-reflection (goe et al., 
2008). Thus, as part of their courses and field-based experiences, pre-service 
teachers can write reflective journal entries regarding their experiences, 
thoughts, observations, accomplishments, frustrations and conflicts, and 
their interactions with faculty and other professionals as well as students and 
their families. 
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Port fo l ios

various instructional and program artifacts can be collected in portfolios 
maintained by pre-service teachers and faculty (Morningstar et al., 2008). 
Portfolios maintained by pre-service teachers can document their learning, 
goals, disposition, attitudes, pedagogical practices, achievements, and 
mastery of program competencies and professional standards established 
by accreditation groups, and the effect of their activities on their students. 
Project faculty and practicing professionals can review these portfolios 
to identify what they show about pre-service teachers’ mastery of the 
program’s competencies, to assess the effectiveness of individual courses and 
assignments, to examine the coherence of the course sequence, to document 
the program’s impact on student learning, and to offer feedback to improve 
various aspects of the program. 

a program portfolio maintained by faculty can provide a comprehensive, 
historical record of the program’s activities and accomplishments and 
foster and enhance program evaluation. as such, a program portfolio can 
serve as an evaluation tool to prompt faculty to engage in continuous self-
examination of the program’s goals, efforts, successes, and challenges for 
improvement that need to be addressed. 

Rubr ics

Program faculty, in collaboration with pre-service and practicing teachers 
and other stakeholders, can develop rubrics linked to the program’s 
competencies and core beliefs and the standards established by external 
program evaluation groups. These rubrics can then be used to quantitatively 
and qualitatively evaluate various instructional artifacts produced by pre-
service teachers and program graduates in terms of their quality, authenticity, 
usefulness, reflection, impact on student learning, and alignment to effective 
practices and professional standards. 

Examinat ions

Pre-service teachers’ mastery of subject matter and knowledge of the field 
of education can be assessed by examinations. In addition to examining and 
reporting quantitative data on the overall performance of pre-service teachers 
on these examinations, an item analysis of performance on specific sections 
can provide data to assess the extent to which programs are successful in 
fostering pre-service teachers’ knowledge of the content areas they will teach 
and the fields of general and special education. 
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Analyzing evaluation data

The quantitative and qualitative data collected should be analyzed on an 
ongoing basis by an evaluation team comprised of faculty and stakeholders to 
provide formative and summative assessment data related to the program’s 
effectiveness and the identified evaluation dimensions and questions. 
Formative assessment data are analyzed to provide ongoing program 
feedback that is used to make decisions to foster continuous program 
improvements, and summative assessment data are examined to determine 
the program’s impact and achievements at specific points in time. Formative 
and summative evaluation data should also be analyzed by the evaluation 
team to:

•	 document the program’s effectiveness, strengths, and accomplishments;
•	 verify that the project’s activities were implemented as designed and 

identify those aspects of the program that were not conducted as 
intended;

•	 validate and compare effective programmatic models, approaches, 
policies, and practices and identify the factors that contributed to their 
efficacy;

•	 identify program challenges that need to be improved as well as 
strategies for enhancing their effectiveness.

The analyzed evaluation data can then be employed to assess the overall 
efficacy of the program, validate effective practices, and develop an action 
plan to improve the program’s effectiveness. analyzed data should be 
disseminated to inform the field, to help others develop and implement 
effective inclusive ITE programs, and to obtain accreditation from 
professional groups and external bodies.

Caut ions

In implementing this evaluation framework, faculty should be aware of 
several possible limitations. Faculty need to make sure that their core beliefs 
reflect more than the dominant culture and include historically marginalized 
groups. Failure to do so can result in a continuation of exclusive practices. 
Faculty also will need to be provided with sufficient time and resources to 
implement the systematic and ongoing program evaluation efforts described 
in this chapter. 

Conclusion

given the critical role that the preparation of teachers plays in the 
implementation of inclusive education, this chapter offers a framework for 
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evaluating inclusive teacher education programs that can be used by faculty 
involved in both ITE and Pl programs. Recognizing that the definition 
and implementation of inclusive education varies globally, the framework 
presented can be used by teacher educators in flexible ways that reflect their 
varied contexts so that they can examine and improve the effectiveness of 
their programs, approaches, and practices.
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Chapter  15

Modell ing and guiding 
inclusive practices
A cha l lenge for  postgraduate 
educators

Adr ian Ashman

Learning outcomes

•	 Ways of providing professional learning (Pl) to education postgraduate 
students via a course offered in external/distance mode.

•	 Ways of providing postgraduate students with flexible ways of satisfying 
course assessment requirements.

•	 The importance of regular dialogue with postgraduate students to 
ensure that their learning objectives are met. 

Introduction

Inclusive education has emerged over almost five decades as a response to the 
recognition of the social injustices that kept students with special learning 
needs separated from their peers who were progressing according to age 
norms and expectations. While there have been significant developments in 
legislation and policy in many countries, we are still some distance from the 
reality of fully inclusive schools and classrooms. While one might be seduced 
by policies and the associated rhetoric to believe that inclusive education 
is not only common, but universal, the reality is that it is not, despite 
enthusiastic and forward-thinking government and bureaucratic initiatives 
and sensible advocacy (e.g., ashman, 2007).

There is no simple way in which this situation can be redressed. one 
might start by looking at ways in which societies and communities deal with 
difference and variation. one could also begin by dealing with the historical 
resistances and opposition to educational mainstreaming, integration, and 
inclusion from parents and teachers. Many writers have addressed the 
issue by focusing on teachers’ Pl. Their goal has been to improve teachers’ 
knowledge about disability and pedagogy that promote positive attitudes 
toward inclusion and student diversity. In this contribution, I focus on 
teachers’ Pl undertaken in postgraduate education programs at university.

Several characteristics differentiate involvement in system/school Pl and 
what occurs at a tertiary institution. For example, teachers who enroll at 
university are often seeking credentials that will lead to career advancement 
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(i.e., higher salary, promotion). They are generally extrinsically motivated 
because they are paying for their postgraduate education and may also be 
intrinsically motivated because they expect to apply new knowledge and 
skills directly to their own classrooms.

If we intend to promote inclusion, education courses and programs must 
be informed not only by the literature relating to effective Pl but also by the 
vast body of research on inclusive education. While a full discussion of these 
topics is beyond the scope of this chapter, it is important to draw the reader’s 
attention to at least a few key ideas.

In courses I have taught over the past half decade, I have lectured 
about the importance of universal Design for learning (uDl), curriculum 
differentiation, and Pl as key elements that guide and promote inclusive 
practices that lead to positive student outcomes. I have paid attention to 
these notions when developing course content and preparing resources but I 
have infrequently taken the next step, to integrate these ideas into university 
course delivery, content, and assessment.

There is scant space to deal expansively with each of these concepts here. 
Readers can readily locate references to each through library databases or 
the worldwide web. For uDl, readers might look at Center for universal 
Design (2008) and Scott et al. (2003) where the guiding principles are 
explained and discussed. Curriculum differentiation is hardly a new notion 
and an interesting starting place for readings on this topic would be Maker 
(1982), then perhaps Tomlinson (2003) in which differentiation seems to 
be conceptualized as an alternative way of framing uDl. There has also 
been considerable literature on Pl. Duffy (1993) reported a landmark 
study in which he taught teachers how to incorporate cognitive strategies 
into their reading programs. While the focus of his four-year study was not 
inclusive education per se, it has significant implications if its generalization 
is considered. a good follow-up volume is guskey (2000).

the project

I have been teaching postgraduate courses on special needs and inclusive 
education for many years. The overwhelming majority of students enrolling 
in these courses have been teachers working in the widest range of contexts 
from early childhood through to tertiary education. a much smaller number 
of my students have been school counselors and other education or health 
professionals.

In 2008, I was assigned two compulsory courses within the Inclusive 
and Special needs specialization in the coursework graduate certificate, 
graduate diploma, and Master of Education programs. Historically, both 
have attracted enrollments less than 15 in each. They are entitled Issues in 
Special needs Education, and learning and Diversity: assessment, Planning 
and Instruction.
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Issues in Special needs Education was introduced in the late 1990s 
to explore the breadth of issues that relate to the education of students 
with special learning needs including cultural influences, legislation and 
policy, internationalization in education, information, and communication 
technologies, peer-mediated learning, and school environments. learning 
and Diversity has a shorter history and has a practical orientation. It includes 
topics on assessment, working with families, uDl, reading, mathematics, 
instructional support, and affective components of learning.

In an ideal world, students would take the Issues course in one semester 
and the learning and Diversity course in the next and both would be offered 
internally and externally with the majority of students attending classes each 
week. Practically, up to half of those enrolled at any time take the courses 
simultaneously and nearly all have a preference for external mode due to 
their residential location away from the university, family commitments that 
limit attending classes on campus, timetable conflict, and the desire to self-
initiate and self-regulate their learning. In 2008, both courses were offered 
in external mode only and in the same semester.

as I adopted the same general principles to instruction, I have taken this 
group as a collective to report the implementation and the outcomes of the 
courses.

The students

Issues in Special needs Education attracted 13 students with 11 continuing 
beyond the second week of semester; learning and Diversity attracted 14, 
with 13 continuing through the semester. Three students were enrolled in 
both courses, making a cohort of 20 students.

The students were enrolled in four programs: a graduate Certificate in 
Education, graduate Certificate or Diploma in Educational Studies, with 
the majority in the Master of Education Studies. not surprisingly, females 
overwhelmingly outnumbered males and the average age of the group was 
just over 30 years with a range from 20 to just under 60 years. Half of the 
students lived within the local metropolitan area, with the largest minority 
living in regional cities. one lived in a rural community, and another overseas.

The professional background of the students was teaching with one 
exception, a health professional. of the 19 teachers, four specialized in 
early childhood, five in primary education, seven in secondary education, 
and three had teaching experiences from early childhood through the 
secondary years. nine teachers held specialist roles in schools (e.g., special 
education teacher, learning support, counselling), eight indicated that 
they had ongoing experience with students with special needs within their 
own classes. only two reported no direct professional contact with such 
students.
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Course structure

The approach I took in both courses was based upon the belief that if I am 
urging my students (i.e., practicing teachers) to adopt inclusive education 
principles, I should teach by example. In other words, I should adopt the 
principles and practices of uDl. I should differentiate the curriculum to the 
greatest extent possible, and apply adult learning procedures in line with 
effective Pl characteristics.

The uDl provided some challenges because of the imperative to integrate 
content and resources, to provide multi-sensory teaching, tap multiple 
intelligences, differentiate instruction, use a range of information and 
communication technologies, and employ performance-based assessment. 
Such principles seem eminently reasonable in a school or early childhood 
setting but are a challenge at the tertiary level. I decided to focus on applying 
the principles of equitable and flexible use, simple and intuitive application, 
and the development of a positive instructional climate to the greatest extent 
possible. added to these were recommendations (again coming from a 
school context) from algozzine and anderson (2007) and Rock et al. (2008) 
that promoted (among other ideas) choice and flexibility in delivery of a 
curriculum, a responsiveness to individual student needs, the integration of 
assessment with instruction, and ongoing adjustments to instruction to meet 
student needs.

below is a list of the key course delivery issues that guided my practice.

1 Model high quality engagement: interest in student progress; quick 
turn around on queries and assessment feedback; positive and critical 
feedback.

2 Focus on school- and site-based Pl: practical application of new 
knowledge by encouraging students to focus their assignments on 
practical procedures that will change their classroom practices, perhaps 
by collaborating with a colleague in their own school.

3 Demonstrate improvements in school/classroom outcomes: the aim is 
to make a difference to children’s and teenagers’ learning outcomes.

4 Take into consideration the needs and characteristics of the participants: 
paying attention to the teachers’ backgrounds and by providing as 
much guidance and resource support as possible.

5 Flexible delivery options: employing the foundations of uDl 
by providing individualized learning approaches and assessment 
alternatives aiming at developing expert learners, that is, learners who 
are strategic and goal-directed, resourceful, purposeful, and motivated.

at my university, lecturing staff provide a mandatory digital course 
profile on the university’s courses website. The site for each course includes 
a description of course aims and objectives, learning resources, the graduate 
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attributes sought, assessment details and their contribution to the final 
grade, available course files (generally details about assignment marking 
criteria), and university policies and guidelines. Many lecturing staff provide 
additional material via a course web-based blackboard site. This includes 
announcements, course information such as style guides and assignment/
assessment submission requirements, a discussion board, and external links.

Dialogue

In practical terms, I attempted to operationalize the five key delivery 
issues by entering into a dialogue with individual students. I provided 
access to predetermined resources, responded to spontaneous requests for 
information, and allowed assessment items that satisfied the needs and 
interests of individual students.

Perhaps the most fundamental issue for me was engagement with the 
students. Having taken external courses many years ago during my pre-
university study years, I still recall the isolation resulting from the lack of 
personal contact with the lecturer and other students.

I began a dialogue with the students via the e-learning blackboard site 
before the beginning of the semester – once enrollments had been finalized – 
to give each person an idea of my background, interests, and idiosyncrasies. I 
also invited them to give me a word picture of themselves. Students responded 
in kind, writing about their personal and professional lives. Several wrote 
lengthy emails indicating that the prospect of studying via external mode 
was new and scary and that it presented a significant challenge. others wrote 
short comments expressing their optimism about the forthcoming semester.

Two weeks into the course, I sent a short email to the students asking 
about their reactions to the course structure and inviting them to identify 
specific interests so that I could pass on useful resources that might assist in 
their assignment preparation or professional life generally. I asked about their 
purpose for enrolling in the course, expectations about the development of 
their teaching skills, and the suitability of the resources already provided. 
This email again generated short and long responses. Several students 
commented on the fresh, interactive approach I had taken to the course. all 
wrote about specific issues and topics that appealed to them. These included 
aSD, asperger’s syndrome, gifted and talented students, social skills, and 
challenging behavior, to name just a few. Several asked if I had resources that 
I could forward to them or to which I could refer them to initiate their own 
explorations.

one student who lived outside the metropolitan area wrote that he was 
interested in the Index for Inclusion and expressed some exasperation about 
not being able to locate journal articles or other references about its use. This 
student wrote to me a number of times about his wish to use the Index as the 
vehicle for a project he wanted to undertake in his school, which would be 
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the focus of his second assignment. His continuing frustration about finding 
a copy led me to locate one among my colleagues, which I sent to him.

The overwhelming majority of interactions with students were 
unsolicited. They wrote spontaneously in the first few weeks of the course 
about difficulties they were encountering but the content of their emails 
soon changed to comments about their successes and the supportive nature 
of the resources that were available to them and my responses to them.

Learning guide and course readings

The two courses used different resource sets due to their different foci. The 
learning guide for Issues in Special needs Education contained an introductory 
component for each of the twelve topics, each of which provided a broad 
background to a topic. This was followed by two recommended readings 
and an abstract of each. The readings were available digitally as full text 
via the university library website specifically created for the course. These 
introductions were intended to provide breadth to the topic so that students 
with a wide range of personal and professional experiences might explore 
diverse interests rather than being constrained by a narrowly focused reading 
list.

I adopted a slightly different approach in learning and Diversity based 
upon the knowledge that there were several students enrolled in both 
courses. Each topic in that learning guide was also prefaced by an extended 
introductory piece. The course-specific website contained a collection of 126 
papers across the twelve topics. I selected two from the list as recommended 
readings for each topic and drew students’ attention to the diversity of full-
text papers held in the library database. There were no resource overlaps 
across the two courses.

These learning guides were not especially innovative and seem to be 
typical of the many provided to external students that I have seen over 
several decades. notwithstanding this, the guides appeared to hit the 
target with most students. one, for example, wrote that the guide was very 
helpful once it had been located on the blackboard site. She said that some 
of the readings were interesting and challenging. another thought that my 
introductory notes to several of the topics were highly amusing.

generally, the readings were well accepted. While I leaned toward 
including papers that had a practical orientation, there were also others that 
were theoretical, included because they provided substance that I thought 
would assist students when they were formulating their approaches to their 
chosen assignment topics. again, I seem to have hit the target with the 
majority of students, although some found several of the academic papers 
demanding.
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assessments

I was keen to allow students great flexibility to select their study activities 
and assignments so that it would be relevant to their individual work 
environment and consistent with the reason for their enrolment in the 
course. I anticipated that students would have an education background 
and this was an issue for one student who was not a teacher although he 
worked in a special education context. This complication led to an extended 
dialogue with the student about both assignments and discussion about how 
the assessment could meet his professional needs.

Most students found the opportunity to pursue personal interests of 
considerable value even though the open-endedness of the task was initially 
challenging. Several commented that they found it difficult to get started but 
were pleased that they had the opportunity to explore areas and topics that 
had not been an option in previous courses that they had completed.

Student reception

over the course of the semester, I communicated with students via email 
on a daily basis. Some were more discursive than others; one student had 
only one interaction with me over the course of the semester, other than 
via notes on her assignments. Two students reported that the freedom to 
direct their learning was very challenging but both completed the course 
with very satisfactory grades. Many volunteered comments about the value 
of my interactions and my apparent interest in them and their progress, in 
two cases comparing my communication and feedback with those provided 
by lecturers in courses taken previously.

Throughout the semester, I was mindful of one point raised by guskey 
(2003) about Pl, that is, the flow-through from such programs to classroom 
practices to student outcomes. This was my reason for providing students 
with the opportunity to work on topics that were of professional importance 
to them. Several students wrote about the way in which they hoped to apply 
the knowledge gained during the semester to their classrooms (or schools) 
and followed these with positive reports of student outcomes. Several wrote 
at length about self-reflections that had encouraged interactions with teacher 
colleagues, parents, school administrators, and their own students. one wrote 
generously about the classroom project she had undertaken for her second 
assignment and the extremely positive outcomes that were acknowledged by 
the students’ parents. In a very animated email, she described the changes 
that had occurred in the school and the sense of belonging that students with 
learning problems had developed as a result of her project.
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Some concluding remarks

at my university, one third of all courses offered are evaluated each year via a 
mandatory course evaluation that asks students to reflect upon the structure 
and quality of the course they attended. neither of my courses was chosen 
for review this semester, but at the end of the semester I invited students to 
make final comments that might help me to develop the course further.

you will note that I have not included verbatim comments from any of 
my students, as I had no intention to use the experiences in these courses 
as a data-gathering exercise, a research activity, or a publishing opportunity. 
I sought feedback from students simply to provide them with the support I 
had contracted to provide. To report their comments directly would have 
required university ethics approval and students’ consent to do this prior to 
the commencement of the courses.

notwithstanding the lack of data presented in this contribution, I can 
confirm that my students overwhelmingly reported positive outcomes. Many 
expressed the view that the experience had led them to make significant 
changes to their teaching practices and the way in which they interact with 
their own students, and with their colleagues. Several noted that they are 
now strong advocates of school reform.

For me, the experience of the semester has been both enlightening and 
rewarding and one that has implications in educational settings well beyond 
my own context, nationally and internationally. I thoroughly enjoyed the 
interactions that I had with my students, albeit in a somewhat remote way 
via emails. I was surprised when I began receiving positive comments after 
my first set of interactions with them and I admit that these encouraged me to 
work even harder to help them achieve their goals (positive reinforcement, 
anyone?). Throughout the semester I returned to the literature on uDl 
and curriculum differentiation several times, looking for ways in which I 
could apply the principles to external postgraduate teaching. There are some 
principles that I never addressed, for example, I don’t believe that I achieved 
a true community of learners where students could interact with others via 
a bulletin board although there are certainly some student comments that 
indicated connection with the course and with me.

notwithstanding this, I believe that I addressed and achieved the 
fundamentals of uDl:

•	 Student to control the method of accessing information.
•	 Encouragement of students’ self-sufficiency.
•	 Knowledge and the facilitation of learning.
•	 Removal of barriers to access rather than removal of challenges.
•	 alternative means of gaining knowledge and essential concepts.
•	 Work units that accommodated levels of skill, preferences, and interests.
•	 alternative ways of expressing mastery.
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There are some suggestions that students have offered that will be 
incorporated in future. For example, I intend to introduce podcasts or mini-
lectures on selected topics to augment written material, and to work on 
developing a community of learners through a bulletin board on the course 
blackboard site (many of my colleagues already do this).

There is much more I could report about students’ and my reactions to 
the course. I would like the final words to come from one student whose 
comments reflect the achievement of the goals I established for the course 
and myself at the beginning of this project. She commented that the flexible 
structure, my prompt responses to emails, and the feedback that I provided 
had made the course very rewarding. The most pleasing outcome, however, 
was the impact that she had on her own students as a result of the assessable 
project that she designed and implemented.
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Humanizing onl ine learning
Ways of  engag ing teachers  in 
contemporary understandings 
and pract ices

Phy l l i s  Jones

Learning outcomes

•	 Demonstrate the movement towards online learning for teachers of 
students with severe intellectual and developmental disabilities.

•	 Illustrate the role that technology plays in providing meaningful 
inservice opportunities for these teachers.

•	 become aware of one approach to online learning that supports teachers 
to challenge current assumptions, understandings and practices and 
engage in discussions about inclusion.

Introduction

This chapter presents a way of working with teachers of students with severe 
intellectual and developmental disabilities (IDD), which explores inclusive 
teaching and learning practices in an online format. The work is based in the 
south-west of Florida where recent legislative initiatives have called for the 
development of courses specifically aimed at this group of teachers. No Child 
Left Behind (nClb, 2002), mandates highly qualified status for teachers of 
this group of students by 2010. The status can be obtained through successful 
engagement in endorsement courses that cover current evidence-based 
practices in identification, assessment, instruction, evaluation and transitions 
in the light of changing policy and practices. 

Online learning

a constant element of higher education learning is online learning (Walker 
and Fraser, 2005), which is a complex phenomenon that is demanding 
teacher educators grapple with new pedagogies. The online development in 
this chapter is blended between asynchronistic modules and virtual real-time 
meetings. ludlow et al. (2005) identify personnel preparation programs 
in severe IDD as one of the first to adopt distance education technologies, 
particularly for those programs that serve rural communities. online 
education supports access to professional learning (Pl) for teachers who may 
live a significant distance away from the campus. 
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Smeaton and Keogh (1999) highlighted the challenge and complexity of 
online development, and how the quality across universities can be sporadic 
and haphazard. This chapter, though, will show how online learning can 
bring teachers together in a virtual learning space to promote dialogue and 
critical reflection of understandings and practice in the field. 

the need to engage teachers in new and 
di f ferent perspectives

The reauthorization of the Individuals with Disabilities Education 
Improvement act, IDEa 2004, demands that students with severe IDD are 
taught in a natural least restrictive environment (lRE) to the maximum 
extent possible. The lRE refers to appropriate student access to the 
general education curriculum in classrooms with students who are non-
disabled: “While the act and regulations recognize that IEP teams must 
make individualized decisions about the special education ... IDEa’s strong 
preference is that, to the maximum extent appropriate, children with 
disabilities be educated in regular classes with their non disabled peers with 
appropriate supplementary aids and services” (Wright and Wright, 2008, p. 
209). For many teachers of students with severe IDD this calls for a paradigm 
shift in not only what students are taught but also where they are learning. 
It also calls for high-quality professional learning (Pl), which encourages 
teachers to consider different perspectives and reflect upon current beliefs 
and practices about this group of students. In an earlier international project, 
teachers of students with severe IDD from Washington State, uSa and the 
north-east of England, uK, shared their moments of best Pl (Jones et al., 
2006). From this, elements of effective learning affirmed in the literature 
were highlighted (Wilson and Floden, 2003). These include:

•	 an explicit relationship between theory and the practice being 
established;

•	 teacher learning that is mediated by someone who has experience 
teaching;

•	 the opportunity to learn from other teachers on the course;
•	 the opportunity to participate in sustained reflection in action.

Online profess ional  learning

The challenge to teacher educators is to design online environments, which 
reflect these elements, where teachers are supported to question current 
practices and beliefs about this group of students. Such online learning 
should give teachers the opportunity to develop the skills necessary for 
informed professional decision making in inclusive lRE and to create 
learning that allows a balance between individual student strengths, needs 
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and preferences, and core academics. Research demonstrates that when this 
happens in inclusive environments, education outcomes for students with 
severe IDD are more likely to improve (Ryndak et al., 1999). 

theory of  transactional  distance 

To improve online learning experiences, a teacher educator may need to 
consider issues beyond the usual pedagogy of adult learning. Moore (1993) 
offers a conceptual framework of transactional distance theory (TDT) as 
a lens to better understand the learner experience in online learning. This 
theory is potentially helpful in online course development and evaluation 
for teachers of students with severe IDD as it focuses upon improving the 
learner engagement in the learning. 

In TDT, distance is a pedagogical phenomenon that needs to be reduced; 
the “sense of distance” a learner encounters between themselves and the 
product and process of learning is an important marker of successful course 
design and delivery. For example, a teacher in an online environment who 
is able to engage in learning that links theory to practice, is supported by a 
respected mediator, allows for interaction between teachers and encourages 
reflection in action, is more likely to connect to their learning. Instructors 
are instrumental in being able to reduce feelings of distance through careful 
design, implementation and evaluation. 

Moore (1993) discusses three elements of TDT as dialogue, structure 
and learner autonomy. Dialogue is defined as two-way communication and 
interaction. Structure refers to course organization and student engagement. 
learner autonomy represents the learners’ perception of their participation 
in the course and is directly related to levels of self-directed learning. 

an example of  one course design

The course, Curriculum and Instruction for Students with Severe IDD, is 
part of a three-course teacher state endorsement program of study. The 
course is designed to extend teachers’ knowledge related to current best 
practices in curriculum models, data-driven instruction and evidence-based 
instructional strategies for students with severe IDD. This includes inclusion 
in general education settings. The course is designed to engage teachers 
in learning which embraces the effective elements identified by teachers 
in international research (Jones et al., 2006; West and Jones, 2007) and 
is influenced by the tenets of TDT (Moore, 1993). During the course, five 
web-based asynchronistic modules are integrated with five virtual real-time 
sessions. 

•	 Module one: This video presentation demonstrates instructor 
experience in the field and offers an introduction to each of the 



Humanizing online learning 155

modules. Teachers are introduced to the experiences they will have 
through each module. This module serves as training for the online 
engagement and aims to reassure teachers.

•	 Module Two: understandings of historical and legal perspectives of 
curriculum models for students with severe IDD emphasize the current 
developments towards a blended academic and functional curriculum. 

•	 Module Three: Curriculum access points support teachers to make 
meaningful connections between academic curriculum standards and 
individual learning needs, preferences and strengths.

•	 Module Four: Instructional practices for students with severe IDD 
explore the design of instruction to support successful student learning. 
Evidence-based practices are examined. 

•	 Module Five: Data-driven instruction is explored that supports 
teachers’ informed professional decision making.

Each module is designed in a similar way so that teachers can familiarize 
themselves with the structure and expectations of the online learning quickly. 
This is intended to help teachers build a comfort level with the process of 
online learning. 

Organizat ion of  modules 

In each module the participating teachers move through seven stages of 
activity. These are developmental in nature, beginning with an introduction 
to module content and progressing to more sophisticated teacher engagement 
of knowledge, skills and practice. Table 16.1 demonstrates the stages of the 
modules with an illustration of teacher engagement and expectations. 

Everything the teacher needs to complete the module is packaged together. 
The blackboard learning platform is used to host course material. (See www.
blackboard.com for more information.) Teachers move through the modules 
flexibly. They submit completed modules at set times during the semester 
in order to engage in written dialogue with the instructor. ongoing written 
dialogue occurs five times in each module excluding course assignment 
feedback.

a closer look at Module two

Module Two is the first substantive content modules in the course containing 
seven stages and illustrates the pedagogy of all the modules. at Stage one, 
teachers watch a 20-minute video introduction to pertinent historical and 
legal issues of curriculum. Teachers are offered a frame of reference to 
engage with the materials that embraces multiple ways of thinking about 
what ‘curriculum’ means for this group of students. Stage Two asks teachers 
to spend time reflecting upon their current understandings and practices 
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around curriculum and analyze what expertise and experience they bring 
to the module. at Stage Three, they are introduced to eight articles that 
represent a historical timeline as well as changing practices in curriculum 
models and implementation. Teachers choose four to analyze that are 
relevant to their interest and professional context. a format to process their 
reading is provided, which helps to analyze key ideas, and to apply the ideas 
to teachers’ own practice. In addition, they are asked to consider how this 
impacts their understandings about curriculum entitlement for their students. 

at Stage Four, the teachers view and reflect upon two videos. one video 
is a historical photographic timeline of students in class from the 1970s to 
the present day. This is a multimedia presentation, which demonstrates a 
movement away from self-contained functional curricula of the 1970s 
to more inclusive blended curricula of today. Teachers reflect upon the 
similarities and differences in student engagement and complete prompts 
that help to focus upon curriculum activities and lRE. In the second video, 
teachers are introduced to amanda baggs (2008) through a link to a video. 
amanda baggs is a woman with severe disabilities who would not be out of 
place in any of the teachers’ classrooms. amanda found her voice through 
technology and has become an eloquent and informed video maker. In the 
video, About being considered retarded, amanda provokes the viewer to 
challenge their preconceptions of disability. Teachers reflect upon their role 
as teachers in the light of amanda’s video. 

They then move to the School activity Stage (Five) where they choose 
someone to interview about understandings of the role curriculum plays in 
the education of students with severe IDD, how these have changed over 
time and how this impacts professional/personal lives. Finally, they ask about 

Table 16.1 Module stages with teacher expectation.

Stage of 
engagement

Expectation of teacher

One To watch the introductory video presentation or read PowerPoint to 
engage with key issues of module.

Two To take a few moments to consider the professional experience and 
expertise brought to the course content.

Three To complete assigned reading activity (text book/article or literature 
review).

Four To complete video analysis using tool(s) provided to enable application 
of new learning in unfamiliar practical context.

Five To complete a school-based activity outlined in module to enable 
application of new learning in familiar classroom/school context.

Six To complete assigned writing activity.

Seven To share work with a colleague in the course and complete a peer 
review following the format given.
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the social and political influences that appear to shape the curriculum for this 
group of learners. 

The Writing Stage (Six) is where they construct a 3–4 page referenced 
reflection paper about issues of curriculum developments for students 
with severe IDD. In the final stage (Seven), teachers share their work with 
each other on a peer buddy schedule. Following a given format they make 
comments about the pertinence and relevance of each other’s module 
engagement. The teachers collate and submit their module engagement to the 
instructor. Feedback is detailed, positive and constructive and may include 
teachers being asked to delve deeper into their reflections and thinking. 
Feedback is given to teachers within five days of receipt. There may be issues 
that emerge across multiple students’ work. For example, confusion/concern 
around how applicable lRE is for students with severe IDD. Emerging issues 
can become a focus of a virtual real-time session, where teachers are given 
additional processing and discussion time.

real-t ime virtual  sessions

Real-time virtual sessions occur through Elluminate. Elluminate is an 
interactive synchronistic learning platform that allows virtual meetings to 
occur via the computer. In this virtual space, teachers can listen and talk 
to each other (verbally or through instant messaging), share documents, 
present PowerPoints, surf the web and watch videos together (See www.
Elluminate.com.) For Elluminate, teachers need to have some minimum 
computer requirements, a headset and microphone. During Elluminate 
sessions, teachers are given the opportunity to process and discuss issues in 
small and larger groups and also make presentations to the class. There are 
five real-time sessions.

El luminate real-t ime meetings

Session one, at the beginning of the course, connects teachers with each 
other and resolves technical issues. It introduces a course survey where 
teachers record their experience and expertise in relation to course content, 
and develop personal targets for the course, identifying in the syllabus where 
they can engage with these targets. 

Session Two, three weeks into the course, focuses upon instructional 
strategies relating to the access points. Session Three, eight weeks into the 
course, is where students introduce PowerPoint presentations to each other 
about connecting academic subject standards with individual student needs, 
preferences and strengths. Session Four, at week twelve, is an open-agenda 
meeting where teachers submit questions for group discussion. The final 
session, at the end of the course, returns to the completed survey. Teachers 
review what they have gained from the course and where they would like to 
go next in their Pl. Course evaluations also occur in this session. 
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The log-in link to the virtual classroom is placed on blackboard on the 
day of the session and teachers enter the virtual classroom with a simple 
click. During the first hour, an Elluminate trained technician is available to 
help resolve technical issues. 

reflections on course design

Table 16.2 illustrates where the current course design reflects the 
characteristics of effective learning previously discussed and elements of 
TDT.

Teachers’ experiences are an essential component of any course evaluation 
and teacher data will be analyzed in a subsequent publication. a simple 
indication of course success, however, is gleaned through the university 
Course Evaluation Process where the course received the highest grade by 
100 per cent of the teachers. 

Engaging in new learning that may question current practices can be 
very challenging for teachers and it is essential for instructors to mediate 
a positive interaction with the course content. In this course, notions of 
lRE and access to general education curriculum may present as a very 
different approach to some of the teachers. Facilitating connections between 
the teacher and the subject matter can support teacher engagement with 

Table 16.2 Course design matched to characteristics of effective learning and elements 
of TDT.

Characteristic of effective learning Course design

Establishment of relationship between 
theory and practice

Introductory module
Stages four and five of module
Elluminate small group work

Teacher learning mediated by experienced 
teacher

Introductory module
Ongoing instructor feedback
Each Elluminate session

Opportunity to learn from others Stage seven of module
Elluminate small group work

Opportunity to reflect on practice Stages two, four, five and six of module

Elements of TDT

Dialogue Each Elluminate session
Peer sharing process
Ongoing instructor feedback

Structure Module design and organization
Module One

Learner autonomy Course survey 
Elluminate sessions three and four
Reading choice



Humanizing online learning 159

challenging content. The video by amanda baggs is a successful example 
of this. It is known that many teachers of students with severe IDD often 
feel isolated from their colleagues and might indeed be the sole teacher of 
this group of students in their schools (Jones, 2005). This is not a healthy 
environment to challenge current understandings and practices. Creating 
different modes of interaction across an online course helps teachers to 
connect with each other and course material. 

reflections about onl ine learning 

Four key lessons can be learned from this course design initiative, including 
time for planning, teacher group size, training, and support for planning and 
course construction through collaboration with technical experts. 

Firstly, this type and level of online development can take a great deal of 
time to design, develop, implement, maintain, support and evaluate, and it 
is important that this is considered from an organizational perspective in 
higher education. 

Secondly, there is a tendency for online courses to equate with very 
large numbers of students as the limiting of physical space of a classroom is 
eliminated. This may be appropriate for some subjects, but when designing 
courses to engage teachers in personalized meaningful learning experiences 
that are then applied to practice, large teacher numbers do not help. What 
this course attempts to do is to humanize online learning, to retain the human 
connection characterized in face-to-face teaching. Through this, teachers 
are able to take risks with their learning and are held accountable for their 
responses. This cannot be done in a large teacher group. 

Thirdly, this type of online design and development requires technical 
prowess. Training for instructors is an important element of developing 
effective online education. Such training needs to be meaningful, showing 
the potential role of technology in Pl. 

Fourthly, the need for collaboration between instructors and technical 
experts is essential. Collaboration of this nature is also important to translate 
effective pedagogy to the online environment without the instructor having 
to have a degree in computer technology. Clearly, this also has organizational 
and funding implications for higher education.

Conclusion 

by 2010, it is anticipated that a large portion of special education courses 
will be delivered in an online format (Walker and Fraser, 2005). online 
learning can offer the potential of reaching many teachers who enjoy the 
access and flexibility of distance-learning mediums (Todd, 2006). This 
initiative has shown that online learning can offer positive ways to engage 
teachers in current developments about meaningful inclusive practice for 
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students with severe IDD. Quality online learning also requires evaluation 
and research. Meyen et al. (2002) identified need for “a systematic approach 
to research the pedagogy of online instruction, interface designs, the 
application of technologies to e-learning, and the framing of constructs to 
guide needed research” (p. 4). In order to develop effective online teacher 
education for inclusion it is important to evaluate the process of effective 
online developments as well as researching teacher experiences. In this way, 
online learning can play an important role in Pl to support the provision of 
meaningful inclusive contexts for students with severe IDD. 
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attending to diversity
A profess iona l  learn ing 
program in  Mexico

I smael  Garc ía  Cedi l lo  and Todd F letcher

Learning outcomes

•	 understand the context and manner in which inclusive education has 
been implemented in Mexico and other Central american countries.

•	 Know the salient features of a professional learning (Pl) program for 
special and general education personnel.

•	 Some lessons learned that could be useful for the international 
community as they begin to prepare professionals for inclusion.

the context at the beginning of  inclusive 
education in Mexico

Mexico has approximately 105 million inhabitants. almost 75 per cent of 
the school-age population is enrolled in elementary school, 11 per cent in 
middle and high school, and 7 per cent in post-secondary settings (0.5 per 
cent in normal Schools, 6 per cent in undergraduate programs and less than 
0.5 per cent in graduate programs). 

The challenges faced by the Mexican educational system are daunting: 50 
per cent of the schools are multi-grade, there are over 68 ethnic languages 
(InalI, 2007), and most small towns are rather isolated. approximately 
one third of the population lives in extreme poverty. Many school buildings 
are inhospitable with few instructional materials and little or no technology. 
There is a unique core curriculum for basic education. Teachers tend to 
be poorly prepared. The teacher’s union is very powerful and frequently 
identified as one of the greatest barriers to educational reform and change. 
Many of these challenges are shared by other countries in the region, 
particularly those related to a lack of material resources, endemic family 
poverty and inadequate teacher preparation. 

Background information

Inclusive education was mandated in a reform to the general law of 
Education in 1993. The term originally used in Mexico was educational 
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integration. as the reform was mandated and poorly implemented in a top-
down bureaucratic manner, the idea of inclusion caused confusion, fear, and 
rejection in the educational community. based upon this growing concern, 
the educational authorities decided to fund a research project during the 
1995–6 school year to determine the status of inclusion throughout the 
country (garcía et al., 2003). 

This research showed that inclusion was far from becoming a reality 
since most schools were not receiving students with special needs education 
(SEn). In general, teachers and parents supported inclusion, however, they 
demanded more information, resources and support. In particular, special 
education staff demanded more information and training to comply with 
their new role in the reform. This was similar to what was being reported 
by other countries throughout latin america and the Caribbean (garcía, 
2009). 

based on this research, the national Ministry Public of Education (SEP), 
with the support of the Mexico–Spain Mixed Fund for Technical and 
Scientific Cooperation, conducted a national Research and Innovation 
Project on Inclusive Education (PnIE). The main goals of this project were:

•	 To design, implement and assess a Pl program for general and special 
educators.

•	 To select and assess a series of teaching materials that would support 
students with SEn to access the regular curriculum.

•	 To design, implement and evaluate a series of educational experiences 
following reform guidelines to identify the best conditions and factors 
under which inclusion could be successful. 

•	 To design and evaluate a tracking system to monitor and follow up on 
students with SEn into general education environments.

The PnIE was designed during 1996 and 1997. This first version was 
implemented for three consecutive school years. During the first school year 
(1997–8) three states and over 1000 teachers participated. During 1998–9 
another three states became part of the project and the total number of 
participating teachers increased to 2257. by the third year (1999–2000), 
another five states enrolled in the program, with eleven states participating 
in the program in total, and almost 3000 teachers. The Pl program was 
delivered to a total of 6263 Mexican teachers during these three school 
years. afterwards, the program was revised and implemented in all but 
seven Mexican states for three more years. The Pl program trained a total 
of over 20,000 teachers between 1997 and 2002. Then the PnIE became 
PnFEEIE, the national program for the strengthening of special education 
and educational integration (SEP, 2002). 
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the professional  learning program

The program includes five modules. Teaching contents were drawn from 
the Mexican core curriculum for general education and the free national 
textbooks in use by all the students at the time. The conceptual framework was 
inspired by unESCo proposals for school integration (1993). The program 
was delivered in the form of seminars. The fundamental idea was to facilitate 
informed discussion so that participants’ concerns, doubts and interests were 
addressed and the participants arrived at significant conclusions about the 
specific problems and themes discussed.

The activities were designed first and foremost to respond to the theoretical 
questions and practical problems expressed by professionals in the research 
conducted to determine the status of inclusion in Mexico, reported earlier 
(garcía et al., 2003). We used a modular system to organize the program 
thematically. The modules are described below. 

•	 Module One. Introduction. In this module the evolution of theoretical 
and practical constructs of special and inclusive education were 
contrasted and confronted with teachers’ beliefs and practices. 

•	 Module Two. Inclusive education (IE). In this module the main concepts 
of inclusion were analyzed and discussed in terms of their implications. 
These concepts were: disability, SEn and inclusion. 

•	 Module Three. Curriculum, pedagogy and curricular adaptations. This 
module included the principle problems associated with teaching 
and learning, curriculum development and curriculum adaptation. 
Emphasis was placed on the reorganization of the school to respond 
to inclusion.

•	 Module Four. Evaluation. various evaluation tasks were used to provide 
opportunities for participating teachers to reflect on their teaching 
practices. Evaluation tasks included individual and group experiences 
where the development of processes rather than the achievement of 
products or outcomes were analyzed. 

•	 Module Five. Parental involvement. This module questioned the 
traditional roles of parents and their relationship to schools and 
teachers. alternative views of more inclusive schools and collaborative 
school communities were discussed. 

Each module included the following elements:

•	 Instructor’s guide. This guide describes the conceptual underpinnings 
and the practical dimension of the content. 

•	 Introduction. This provided an overview of the content and suggestions 
to conduct the seminars. It also provided the rationale for topic 
inclusion and their relationship to the project as a whole. 
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•	 Content units. Each module was divided into content units which 
included a detailed description of the topic, case studies and various 
learning activities to promote teacher participation and involvement. 

besides the modules, other support materials were developed:

•	 Twenty-two videos with conferences, case studies and other relevant 
information

•	 a collection of three books written by Mexican experts on topics of 
central interest for general and special education teachers:
•	 IE in the general education classroom: Principles, objectives and 

strategies (garcía et al., 2000).
•	 Communication and Language: Theoretical and practical aspects 

for teachers (Romero, 1999). 
•	 Elements for detection and IE for students with hearing loss 

(Romero and nasielsker, 1999).

Strategy

In order to conduct this project a four-layer participation strategy was 
implemented. The first layer was formed by the core research team which 
coordinated the project, made the initial proposals, made adjustments 
based on the input of the other participants and provided training and 
action guidelines to the local teams. The other three layers were: a group of 
consultants formed by three experts from Spain; groups of local researchers 
at each participating Mexican state; and the principals, teachers, families, 
and students at the participating schools. 

The primary operating principle of the project was to provide ongoing 
training, support and supervision to all educational personnel involved. From 
the very beginning and at all stages, the project incorporated the suggestions 
and recommendations provided by participating teachers. overwhelmingly, 
teachers felt the need to understand the conceptual and methodological 
principles of inclusion in order to effectively implement it in their schools.

Designing the profess ional  learning program 

The focus of the intervention was the process of teaching and learning within 
the context of diversity. Therefore, the program promoted: (a) a reflection 
on the principle questions tied to inclusion, (b) an analysis of the underlying 
concepts, and (c) the resolution of practical problems. 

The program was designed taking into account the needs, expectations 
and suggestions of all participants. The notion of ongoing Pl was central in 
the design, in addition to developing the content. In order for teachers to 
be able to teach diverse students, they needed to have a pool of materials to 
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draw from as required. The system of modules gave us the opportunity to 
offer plenty of activities from which we could choose the most appropriate, 
taking into account the needs of the group being trained. 

The Pl program was designed to facilitate the active participation of 
teachers in the analysis and discussion of the concepts, of the problems 
encountered in their schools and communities, as well as in finding ways 
to carry out collaborative work to redefine and clarify the relationships and 
roles of general and special education teachers in the provision of services 
for all students. 

Core concepts

Even though the program was collaboratively designed, some core concepts 
were present throughout. 

1 The school  as  an intervent ion un i t . 

In order for inclusion to be successful, the school has to participate in the 
process as a whole. In fact, the principle of inclusion guided the selection 
of participating schools, and only those which demonstrated reasonable 
consensus among their staff were allowed to participate. unlike other Pl 
programs delivered by the Minister of Education, in this program teachers 
and the rest of the academic personnel of the participating schools did not 
receive any incentive other than improving their teaching practices as a 
result of the training. Throughout the process, this principle was emphasized 
mainly by defining the role of the school and the general education teacher 
as primarily responsible for the academic progress and success of all their 
students. Whereas the school and the teacher can count on the special 
education personnel to conduct certain activities, they should bear in mind 
that students’ academic progress is primarily the responsibility of general 
education. The special education personnel can collaborate by identifying 
students’ SEn; designing curricular adaptations, materials, pedagogical 
activities, and providing parent counseling, etc. This vision represents 
a dramatic change in the conditions and characteristics of the role of the 
special education personnel. It implies that the work of the specialist and of 
special education in general responds to the principles, goals and outcomes 
of general education.

2 The genera l  curr icu lum as  po int  o f  departure . 

In the program the general curriculum was the point of departure for all 
teaching actions, to make the process of integrating students more meaningful 
and coherent. This meant that students with SEn would in principle be 
taught the same contents as their peers. Students’ needs had to be taken 
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into consideration, however, and curricular adaptations were to be made 
for students whenever necessary. This focus called for a creative approach 
to teaching and learning, and required overcoming some traditional special 
education practices based on students’ disabilities with no reference to the 
school curriculum. 

3 Col laborat ive  work. 

The process of integrating students constituted a novel situation for 
most schools which could not be dealt with successfully unless teachers 
worked collaboratively. one of the principle procedures in the analysis of 
educational experiences and the differing attitudes of individuals confronted 
with diversity, disability and inclusion, is the art and practice of collaborative 
reflection. Thus, the program promoted the active participation of all 
involved through respectful discussions of ideas and experiences. The 
program also included a self-evaluation component to support teachers’ 
reflection on their educational practices and the implications for students’ 
learning and socialization.

The program was aligned with the suggestions and recommendations as 
outlined by Moriña and Parrilla (2006). Their conceptualization of preparing 
teachers for inclusion is based on seventeen core principles, many of which 
were incorporated in the Mexican Pl program. 

Results  of  the evaluation of  the profess ional  learning 
program

This section will report only on the results of the implementation of the 
program conducted between 1997 and 2000. During this time the Pl 
program was closely monitored and results were systematically documented. 
While this experience took place almost ten years ago, we believe that it 
is still relevant as the opportunity to do research and training on this scale 
only comes along once in a while in latin america. a project of this size is 
important and can be a guidepost for future work. 

 The implementation of the Pl program was completed in two phases. 
The first one was called the intensive phase. Core and local team researchers 
met for approximately five days with the teachers to work intensively for a 
total of 20 hours, as the school day is four hours long, in order to cover the 
main contents of the program. The second one, called the permanent phase, 
was conducted during the school year through monthly meetings and was 
led by the local group of researchers. During this phase, local researchers 
also conducted site visits to observe and support teachers, to discuss cases 
and to review materials. 
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The results of the evaluations over three years included both the intensive 
and permanent phases and suggested that the primary goals of the project 
were met. 

Intensive phase

The intensive phase was assessed through questionnaires and interviews. 
The main topics in these instruments were: (1) quality and relevance of 
content and activities and (2) organization in terms of: timing, resources, 
coordination, etc.

1 Qual i ty  and re levance o f  content  and act i v i t ies . 

•	 Teachers considered that the content and its organization in modules 
and activities facilitated the work of the participants, as they could 
revisit them at any time, according to their needs.

•	 overall, participants agreed that the activities were useful tools for 
teachers to learn how to design lesson plans and make the necessary 
accommodations for individual students based on their educational 
needs. 

•	 Most participants had positive comments regarding the content and 
quality of the seminars. Teachers considered that the program: (i) 
provided a strong conceptual and theoretical basis for IE, (ii) included 
content that would benefit their students, (iii) had a good balance 
between theory and practice, and (iv) gave them the opportunity to 
learn about their attitudes towards disability, IE and students with SEn. 

•	 Participants considered that the content of the program provided them 
with the necessary information and skills to address the needs of the 
students they were working with.

2 Genera l  organizat ion o f  the intens ive  phase:  t iming, 
resources ,  coord inat ion,  c l imate,  etc .

•	 The organization of each intensive seminar was, in the teachers’ 
opinion, conducted in a flexible manner, as it responded to the interests 
and needs of the participants. 

•	 Participants considered that group coordinators and facilitators (all 
part of the core and local teams) were well prepared to deliver the 
content and to conduct group activities. 

•	 Participants considered that the resources and settings were appropriate. 
Timing was the only factor that teachers rated negatively, as in most 
cases, they would have wanted to spend more time on some topics or 
activities. 
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•	 Participants valued the climate of trust and respect prevalent in the 
seminars as it allowed for open and sincere dialogue among participants. 

Even though, on average, the program was highly rated, teachers did provide 
some suggestions on how to improve various aspects of the program, all of 
which were taken into consideration to make the materials and contents 
more appropriate. 

Permanent phase

The permanent phase was critical to the consolidation of the project for both 
general and special education personnel because it provided the opportunity 
to engage in collaborative work. This phase was evaluated through interviews 
and site visits conducted by the local teams. These evaluations showed that 
the permanent phase of the professional learning program addressed the 
purpose for which it was designed. The main results of this evaluation were:

•	 The commentaries in the evaluations emphasized the strategic 
importance of the monthly meetings as an effective learning tool to 
improve teacher practices, support ongoing professional development 
and improve school management and academic leadership in general. 

•	 The individual evaluations conducted at the end of each school year 
showed that the great majority (> 95 per cent) of school principals, 
general and special education teachers reported that the learning 
opportunities provided by the Pl program and particularly the 
permanent phase influenced their teaching practices, making them 
more inclusive. 

•	 according to the participants, the permanent phase provided 
opportunities to (a) revisit questions brought up during the intensive 
seminars, (b) analyze conceptual and practical problems with greater 
depth and breadth than in the intensive seminars, (c) analyze real 
case studies of integrated students, and (d) make informed decisions 
according to individual and contextual needs. 

•	 all negative evaluative comments focused on time limitations and 
inappropriate school facilities used to conduct the meetings. Teachers 
considered that they always needed more time to elaborate on the 
topics related to IE. In most schools, the only available area to hold the 
meetings was a small room designated for advisory board meetings.

The Pl program was the most visible, important and effective strategy of 
the PnIE. This research project became a national Program (PnFEEIE) in 
2002, which is being implemented in all Mexican states with a total of 19,000 
regular schools participating, integrating over 233,000 students (Martínez 
and Santos, 2008). In the PnFEEIE, the states assumed the responsibility 
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for training the personnel and no evaluation data is available. unfortunately, 
the Pl program is no longer delivered as designed and in many states was 
substituted by a self-study course with no collaborative work component, 
thus eliminating one of its most valuable attributes. 

Lessons learned

This experience taught us many lessons, some of which can be useful to 
others as they embark on the difficult but gratifying task of promoting 
effective IE. 

1 In order for a Pl program to be successful, educational planners must 
take into account teachers’ needs and the reality they deal with on 
a daily basis. Creating programs based on best practices or coherent 
and up-to-date theoretical principles is not enough. The Mexican 
experience showed that teacher involvement was a key element to the 
successful adaptation of a coherent set of principles and methods to 
effectively respond to the needs of teachers, students and parents. 

2 Professional development programs in latin america are often 
implemented using the “cascade model” where a small group of 
professionals are trained to become trainers of other professionals who 
in turn train other professionals, and so on. one of the benefits of this 
model is its low cost. However, it does not guarantee that trainees at 
the middle and lower levels understand and implement the principles 
being taught. In the long run, it is more cost-effective to invest in a 
direct training model to preserve the quality of the program being 
delivered. 

3 one of the greatest challenges facing IE nowadays is the transformation 
of professional roles. Traditionally, special education professionals 
have been trained to be responsible for the academic and social 
success of students with special needs. Within the framework of IE, 
special education professionals’ role is to support general teachers 
and families so that they can effectively support the students with 
SEn. a professional development program for IE needs to effectively 
communicate this new role and its rationale to all participants. 

4 all professional development programs need to consider sustainability 
strategies. one such strategy can be to take advantage of already 
existing academic leadership structures within schools by strengthening 
all modes of collaborative work so that professionals can continue 
learning together without depending on external support. 
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ChapterChapter  18

Engaging teachers in 
supporting posit ive 
student behavior change

Robert  Conway

Learning outcomes

•	 understand how to support teachers in helping students with difficult 
behaviors in classrooms and other school settings.

•	 Employ a consultancy model based on training specialist teachers 
through direct professional learning (Pl).

Introduction

Students whose behaviors annoy or disrupt classroom learning and teaching 
are one of the greatest concerns of both beginning and experienced classroom 
teachers. Pre-service teachers have also expressed concern at their ability to 
cope with classroom behavior of students when they graduate, and often 
feel far better prepared to teach curriculum content than support student 
engagement, a key to successful learning (Darling-Hammond and bransford, 
2007). Data suggest that one of the key reasons that beginning teachers leave 
the profession in their initial years is student behavior (australian Education 
union, 2008). This report showed that management of student behavior in 
classroom was the highest concern for beginning secondary teachers and the 
second highest for primary teachers.

In order to address these concerns, education systems have sought to 
assist classroom teachers. This has occurred through a range of strategies, 
management documents and support staff models. In the uSa, there has 
been a movement towards a consistent approach to management of student 
behavior through models such as Positive behavior Intervention Support 
(PbIS), funded as a national project and implemented over a majority of 
states (see www.pbis.org – the national website for the project). In other 
jurisdictions national approaches have been adopted through a combination 
of multimedia resources, advice, and teaching materials. an excellent example 
is the behavior4learning approach in the uK (see www.behavoiur4learning.
ac.uk for the website and access to the array of advice and materials for 
Pl). This model has recently added a video dimension through youTube to 
provide additional resource formats.
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little and Houston (2003) sought to formalize Pl across the state of 
Florida. In their model, scientifically based practices were to be identified, 
staff trained and the implementation evaluated. The weakness of such a 
model is that it imposes the Pl content in order to achieve state outcomes 
rather than developing Pl with, and for, teachers. other studies of Pl which 
are set and implemented across schools have also demonstrated the difficulty 
of gaining uniformity (see for example Crone et al., 2007). Crone et al. 
(2007) implemented a training program for the use of Functional behavior 
assessment (Fba) across ten schools but found the idiosyncrasies of the 
schools made the process difficult. Programs that have tried to provide a set 
model of Pl have then failed to meet the needs of individual teachers and 
schools, and hence there is a need to conceive a type of Pl that has general 
parameters but that allows each staff member and school to access the skills 
and content that can be adapted to their individual personal and school’s 
needs. The two models discussed in this chapter have been implemented by 
the author to meet these needs in differing ways. a basis for the models is 
provided in Conway (2009) with an emphasis on the ecology of the situation 
in the classroom and the school as a foundation for Pl relating to student 
behavior in mainstream settings. learning and teaching in a classroom is 
seen as the constant interaction of four key factors: students, the teacher, the 
curriculum and teaching resources, and the physical setting. The cause of 
behavior disturbances lies in the influences of all four factors and not simply 
the student(s) identified as having a behavior problem. addressing classroom 
misbehavior requires attention to all four factors and not just “disciplining” 
the student seen as having the behavior problem. 

Model 1 – Supporting teachers and schools 
through trained special ist  behavior teachers

This model is based on employer-sponsored training of a selected group 
of teachers to provide consultancy and support to classroom teachers 
on management of student behavior, as well as to schools on integrated 
school-wide management approaches. The training model had two main 
components: six months of full-time training as specialist teachers in the area 
of behavior problems, followed by six months full-time specialist training 
in special education including inclusion of students with special needs in 
mainstream education. 

Each section of the training provides a formal university qualification. The 
first provides a graduate Certificate in Educational Studies (Emotional and 
behavioral Disorders) and the second a Master of Special Education, built on 
the first award. at the completion of the training, participants graduate with 
both qualifications and are eligible to be appointed as specialist behavior 
teachers within the state education system which sponsored the training. 
The reason for the two parts of the training is to provide the employing 
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authority with the flexibility to place the graduating teachers in either a 
specialist behavior or special education role. 

all graduates over the five years of the model were placed in specialist 
behavior roles. These ranged from working as specialist behavior support to 
regular schools [termed Support Teachers–behavior or ST(b)], or in one of a 
wide range of specialist behavior settings from suspension centres to schools 
within juvenile justice centres or psychiatric hospitals. In total, over 300 
graduates were placed into specialist roles.

Training was based on full-time release on full salary by the teachers’ 
employing education authority over the year of the training. Training was 
provided at a central location and university staff and teachers commuted or 
moved to that location for the training.

The training program within both components was provided through 
three days of lectures and seminars and two days of in-school placement 
each week for six months with an extended placement at the end of each 
semester. The lecture component within the specialist behavior training 
consisted of four postgraduate courses: Foundation studies in behavior 
problems; Assessment and planning in behavior problems; Interventions in 
behavior problems; and Using resources in behavior problems. The content 
of the courses was designed by specialist academic staff in conjunction with 
the sponsoring employer. The course was implemented by the university 
staff and qualified specialist behavior staff from the sponsoring employer 
who acted as seconded academic staff. In this way, the model provided an 
integrated blend of academic, practical and on-site training each week. The 
content of the training is shown in Table 18.1.

In addition to the ongoing weekly placements in schools where assessment 
tasks were undertaken, a series of visits to a range of specialist behavior 
settings was provided. In mainstream schools the focus was on maintaining the 
student’s enrolment by supporting the student, teachers and administration. 
In the second half of the training year with the focus on students with special 
needs, the training incorporated working with students with special needs 
who required additional behavior support in both inclusion and special 
settings.

The outcomes of the training were to provide to the employing authority 
a group of up to 30 additional specialist behavior teachers who were able 
to support the expanding support needs of classroom teachers in the area of 
management of students with behavior problems. The model has subsequently 
been taken up by a number of government education authorities across the 
country and by a number of non-government education authorities. The 
model has also been used with existing specialist behavior staff who do not 
have a formal behavior qualification. In this case, practicum placements have 
been in the teacher’s own setting but with release for short-term visits to 
alternate setting. Training is provided in intensives with the main tuition 
provided through distance learning.
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Table 18.1 Preparing specialist behavior teachers to act as teacher support for student 
behavior change.

Content Assessment

Foundation Studies in Behavior Problems

• Conceptual models of behavior 
problems

• Home, school and community factors 
• Role of mental ill-health in behavior 

problems
• Specific behavior problems in schools 

(internalizing and externalizing)

• An understanding of the roles of 
different conceptual models in 
working with students, teachers and 
other professionals

• An understanding of the roles of 
school, home and community in 
addressing behavior needs

• An understanding of the relationship 
between mental ill-health and behavior 
problems

• An awareness of the literature on 
identifying and supporting students 
with specific behavior problems

assessment and Planning in Behavior Problems

• The role of the cycle of assessment, 
planning, implementation and 
evaluation (APIE) in supporting 
behavior change

• Functional Behavior Assessment (FBA) 
as a methodology for data collection 
and program implementation 

• Behavior problems and students with 
special needs

• The role of the APIE cycle 
• Conduct of an FBA

Interventions in Behavior Problems

• Alternate settings for students 
with behavior problems from least 
restrictive (mainstream settings) to 
most restrictive (juvenile justice, 
psychiatric wards)

• Planning and implementing programs 
for students with behavior problems

• Teaching strategies (e.g. behavioral, 
cognitive–behavioral, social skills 
approaches)

• Structured reports of visits to behavior 
settings 

• Planning and implementing behavior 
improvement programs including 
the trialling of teaching strategies for 
behavior improvement

Using resources in Behavior Problem

• The role of action research in 
improving teacher practice in behavior 

• Interpersonal skills in working with 
students, teachers and parents 

• Conduct of an action research project 
on an aspect of the professional role 

• Activities focused on aspects of 
interpersonal skills such as conflict 
resolution and anger management



176 Robert Conway

Model 2 – Supporting mainstream teachers 
directly through sustained professional  learning 

In this model there are two foci: providing teachers across an education 
system with a common understanding of students with behavior problems in 
mainstream setting; and how behavior support can be provided to maintain 
student enrolment in that education system. The model was implemented 
in a very large non-government system that has a deliberate employment 
strategy of ensuring that schools have a balance of teacher experience, age 
and gender. In this way some of the important variables in managing students 
with behavior needs have been proactively addressed.

The Pl was designed as an extended, integrated and supported 
experience for staff and badged as a Mini Certificate in behavior, awarded 
by the university to all staff who successfully completed the program. Staff 
who had a particular interest in having a greater understanding of behavior 
were sponsored to complete a graduate Certificate in Educational Studies 
(behavior) through the university.

The program consisted of four sessions across a semester with the 
education authority providing two full days of teacher release and the staff 
attending two after-school twilight sessions in their own time. The sequence 
was full day 1, twilight 1, full-day 2, twilight 2. In total, 18 hours of formal 
Pl took place. Staff were encouraged to attend as mini school teams so that 
the learning could be taken back into the school through in-school activities. 
until mid-2009, over 600 teachers and school leaders have been involved 
in the training, which is ongoing. The plan is that over a seven-year cycle, 
all schools would have ongoing access to the knowledge and its application 
through the Mini Certificate in behavior. 

The Pl was designed to incorporate the education authority’s management 
approaches to students with behavior problems into a broader understanding 
of the reasons for student behavior, and the ways in which classroom teachers 
and school administrators could support the student within the school and 
the education system. The educational jurisdiction developed a manual for a 
four-step procedure for the management of student behavior in conjunction 
with the author and an Individual Positive behavior Plan format within 
which to provide a systematic behavior support framework. The program 
was developed over a six-month period with the author and the educational 
jurisdiction working collaboratively on the format and content. 

The program was designed so that teachers and administrators would 
gain and share information during the sessions and have the opportunity to 
trial ideas and knowledge between sessions. Extensive use was made of the 
resources of the educational jurisdiction during the sessions. Case studies of 
specific behavior problems were used so that those attending could apply 
their experiences and school situations in looking at possible student support 
approaches. 
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The format for the Pl program is set out in Table 18.2. While it has 
similarities to the training for specialist behavior teachers in Model 1, the 
focus here is on appropriate solutions for the teachers’ own classes and 
schools based on a behavior problems knowledge base.

In each case study, the focus is on identifying the key classroom factors that 
may have exacerbated the behavior and those that maintain the behaviors. 
Participants are asked to look at how the behaviors could be supported in 
terms of teaching and learning in the classroom, social skills needs, whole 
school management issues, and risk management issues. The aim is to ensure 
that, while all areas need to be acknowledged, the impact on each would differ 
depending on the specific behavior needs. Hence minor disruptive behaviors 
would have an impact on teaching and learning strategies, but most likely 
not on whole-school management strategies and risk management. For a 

Table 18.2 Class and school approaches to supporting student behavior change.

Session Focus

Day 1 • Introduction to when behavior becomes problem behavior
• Classroom factors in developing and maintaining student behavior 

problems (student, teacher, curriculum and resources, physical setting)
• School-wide behavior issues including all school locations and the 

positive behavior support model (PBIS)
• Linking mental ill-health and behavior problems in schools
• Disability Standards for Education Act (Parliament of Australia, 2005) 

and it effects on students with special needs, including students with 
emotional disorders

• Assessment of behavior problems and the Functional Behavior 
Assessment (FBA) process

• The school community and management of student behavior needs

Twilight 1 • Risk assessment and management and the jurisdiction’s policies and 
procedures

• Developing individual positive behavior plans for students, including 
the jurisdiction’s policies and procedures

• Supporting student behavior in the classroom – disruptive student 
behaviors (case studies)

• Supporting students with ADHD behaviors (case studies)

Day 2 • Supporting students with withdrawn, OCD and depressed behaviors 
(case studies)

• Violent, explosive and aggressive behaviors in schools 
• Supporting students with violent behaviors, ODD, and CD (case 

studies)
• Bullying behaviors in schools (case studies)

Twilight 2 • Management of students with special needs where behavior is not the 
primary factor

• Behavior support needs of students with ASD and AS (case studies)
• Student well-being – risks and strategies
• Whole school well-being strategies
• Staff well-being – maintaining well-being as a teacher
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student with violent and oppositional behavior, there would be a significant 
impact on all four areas. at all times, the model was one of exploring possible 
options rather than there being defined approaches.

This Pl approach has been in effect for three years and all schools in the 
jurisdictions have been included in at least one of the seven rotations a year. 
In addition there are semester overview sessions with all senior management 
and consultants in the jurisdiction and the program is highlighted at principal 
review sessions annually. While primary teachers and principals have been 
enthusiastic in their support and many principals have chosen to complete 
the Mini Certificate themselves, no secondary principals have attended 
and there is considerably more resistance to the program among secondary 
teachers than primary teachers. This presents a key challenge to the value of 
the program as a systemic approach to supporting student behavior across 
all schools in the jurisdiction.

Implications and chal lenges aris ing from the 
approaches

Model 1 was designed to prepare specialist behavior-focused teachers to 
work in a large state education system that has a considerable number of 
specialist behavior staff (over 500 staff), employed across a diverse number 
of specialist behavior settings and catering for a considerable number of 
students from that and other education providers in that state. The need 
to have a qualified base of staff was a key priority for the development of 
the training program. In addition, the system had made a commitment to 
provide all schools with access to specialist teacher support in managing 
student behavior within the mainstream school. This had placed considerable 
strain on the numbers of qualified staff available to fulfill this role. 

Model 2 is a proactive strategy which enables staff to be provided with 
a sustained Pl program that is designed to support activities in the schools; 
supports the jurisdiction’s integrated approach to supporting student 
behavior change at classroom, school and systems level; and provides the 
opportunity for staff to access Pl as part of an integrated approach to 
learning and teaching. Having a commitment to an evolving model over a 
series of years also allows schools to remain in contact with current practices 
and ideas as different staff attend each year. It also ensures that policies and 
practices are reinforced through the learning and activities.

The two models address differing needs. While the first develops skills 
of specialist teachers to provide support to mainstream teachers, the second 
focuses directly on improving teacher understanding and skills within their 
classroom and school. The value of this approach is that the Pl is thus 
personalized, challenged and validated concurrently.
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Professional  learning as 
col laborative inquiry
Working together for  impact

Joanne Deppeler

Learning outcomes

•	 Teacher professional learning (Pl) is effective when it achieves 
improved student learning.

•	 Teacher Pl should be reframed from something that is done to teachers 
to something that teachers continue to do together.

•	 learning Improves in networking Communities (lInC) uses 
collaborative inquiry (CI) as a vehicle for Pl, demonstrating positive 
outcomes for teachers and their students.

Introduction 

Education systems throughout the world are being challenged by 
governments to be more responsive to the diversity of their learners and 
to monitor and evaluate the effectiveness of their services to ensure high 
standards are achieved by all students. Education reformers have recognized 
that standards alone are not sufficient to change practices that impact 
positively upon students’ learning. There is good evidence that the quality of 
teaching has substantial impact on students’ learning outcomes in countries 
such as australia, Canada, Finland, France, Israel, new zealand, Scotland, 
Sweden and the uSa (Timperley and alton-lee, 2008). It is recognized that 
if we are to realize continuous improvement in the quality of schooling for 
all we must build the capacity of our teachers to meet this challenge. This 
chapter outlines lInC as a model of teacher Pl aligned with values of social 
justice and the goal of improving outcomes for students. The research which 
informed the design principles of lInC is outlined along with the conditions 
that supported the implementation. 

What condit ions make teacher professional 
learning ef fective?

Teacher Pl is effective when it achieves the goal of improving student 
learning. Concern over this issue has prompted researchers to consider the 
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links between the design of the Pl, evidence of changed teachers practices and 
the impact upon student learning outcomes (Penuel et al., 2007). Education, 
directed towards improving the social and academic achievement of lower 
performing students and those with disabilities, has long been associated with 
a set of research-based practices that have arisen from education psychology. 

While knowledge from research in education psychology has an 
important role to play in teaching practice, it often exists in tension or even 
competition with other forms of knowledge about classrooms and schools. 
Teacher Pl has typically employed a training model in which experts provide 
the theory and the research-based methods; schools provide the setting in 
which that knowledge is practiced; and teachers provide the effort to apply 
the knowledge. 

In australia for example, teacher Pl for supporting diversity in classrooms 
has emphasized ‘best’ practices for educating ‘special’ students who do not 
respond to the general teaching arrangements (Deppeler et al., 2005). While 
there is some evidence that this form of Pl can be successful in changing 
teachers’ levels of confidence and attitudes towards inclusive schooling, it has 
been less effective in changing teaching practices and demonstrating traceable 
effects on improving student achievement. one of the reasons suggested for 
these findings is that experienced teachers do not approach Pl as ‘empty 
vessels’ but rather as professionals with existing knowledge, experiences and 
developed theories of students learning and teaching (Timperley and alton-
lee, 2008). Pl that has focused exclusively on instructional practices is often 
perceived by teachers to be disconnected from their practices in the school 
(lieberman and Pointer Mace, 2008). as the school environment influences 
the kind and form of knowledge that teachers can put to work, a connection 
to practices is essential. While this is important for teachers generally, it has 
had particular significance in respect of students who present with significant 
learning and behavioral challenges for teachers in mainstream schools. 

For more than a decade, ainscow and his colleagues have argued that 
for ‘real’ changes to occur in inclusive education practices, the school 
environment must support the teaching practices and students’ learning 
(ainscow et al., 2006). as teaching is also a dynamic, evolving process teachers 
must have ongoing access to new knowledge as it emerges to review and 
modify their practices. Findings from ‘best’ available research can provide an 
invaluable frame to refine their conceptual and pedagogical understandings 
about teaching and learning. This ‘new’ knowledge, however, will need to 
be examined in light of local understandings and practices and with regard 
to how those findings might be interpreted and applied in their particular 
school environment (Parr et al., 2007). In light of these issues, the current 
consensus is that teacher Pl must be reframed from something that is done 
to teachers to something that teachers continue to do together. 

To realize continuous improvement in the quality of schooling for all 
will require changes in the collective professional knowledge and practices 
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of teachers that are connected with their school. Teachers and leaders 
will need to collaborate to evaluate the impact their practices have upon 
students’ learning and make Pl an integral and continuous part of their self-
improving work. In this way, Pl is distinguished from traditional forms of 
teacher inservice that have occurred in episodic or stand-alone workshops 
and bears a strong similarity to descriptions of organizational learning in 
schools (Mulford, 2008) and work in professional learning communities 
(Dufour et al., 2008). 

Working together for impact 

The lInC project was framed by these conditions and was intended to be 
both responsive to inclusive education reform and generative of practices in 
differing school contexts (Deppeler, 2007). a brief overview follows. lInC 
Project 1 was conducted in eight primary and secondary schools in rural, 
regional and metropolitan Catholic schools in victoria, australia. lInC 
Project 2 was conducted in six Catholic secondary schools in metropolitan 
Melbourne, australia. lInC Project 3 (2008–2011) has a specific focus 
on improving literacy in Catholic secondary schools. The stated aim is to 
build capacity for improved practices that strengthen outcomes for diverse 
learners. university researchers and school-system professionals work in 
collaboration to provide ongoing school-based Pl for teachers in a network 
of schools. a range of both quantitative and qualitative research methods are 
employed to document and analyze measures of student learning, teachers’ 
pedagogical practice, professional knowledge and capacity over time. Details 
of these methods have been documented previously (e.g. Deppeler, 2006, 
2007; Meiers and Ingvarson, 2005). 

an emphasis on working together for impact is embedded in every aspect 
of lInC. This is not conceived of as a simple linear process where knowledge 
from research is disseminated by experts to teachers in schools and then 
adopted. It involves a much more collaborative process that is interactive 
and distributed across participants, and where new knowledge is constructed 
to change practices. lInC places a strong emphasis on locating collective 
responsibility and accountability for all students at the school level through 
the investigations of conditions in each school. 

Collaborative inquiry

Collaborative inquiry (CI) was adopted to describe the Pl approach. lInC 
creates opportunities for teachers to collaborate and to use evidence to 
critically analyze practices in their school in order to generate new knowledge 
and transform practices. Teachers and leaders in each school volunteer to 
work together in Pl teams to conduct inquiry. Teams vary between five and 
twelve members. at six-month intervals participants submit and present 
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research reports for university credit and to inform the school community. 
The success of CI depends upon building teachers’ capacity to collaborate and 
to engage in practitioner research; to understand and act on the challenges 
with which they are faced. While particular activities vary according to the 
goals, needs and actions of each school, Pl teams follow a common cycle of 
evidence gathering, collaborative examination and discussion of evidence, 
followed by investigations of practices in each of the three phases of the 
program. 

In Phase 1, Pl teams begin with an auditing process, collecting and 
examining evidence about student achievement and the teaching and 
learning culture in their school and select a focus for development. In 
Phase 2, investigations are narrowed to understand in detail the effects of 
specific practices on student learning. In the final phase, teacher research and 
development work continues and the team attempts to align school-wide 
policy and practices with their findings. 

Teachers document and share research findings at network conference 
and on the lInC website. university educators support teams throughout all 
phases and actively model dispositions consistent with CI including respect, 
open-mindedness, critical examination of evidence and collaborative 
engagement with others. 

LINC: Change for teachers and impact on 
student learning 

The CI practices previously described have supported teachers to understand, 
articulate and change their practices in a range of school contexts that in 
turn have had positive significant impacts on students’ learning. Internal and 
external evaluation evidence has demonstrated that lInC has been highly 
successful in generating significant positive changes in teacher knowledge, 
practice, efficacy and student literacy outcomes across lInC schools 
(Deppeler, 2007; Dick, 2005; Meiers and Ingvarson, 2005). 

one year after the completion of each project a representative of the 
Catholic Education Commission victoria (CECv) school system conducted 
interviews with the leaders in these schools. In all but one school in each 
lInC project, leaders indicated that in-school inquiry processes continued 
to be systematically linked with student achievement and curriculum across 
classrooms. In one school these processes informed the work of a committee 
responsible for the identification and development of teacher Pl. Taken 
together the findings from our research provide strong evidence of the 
effectiveness of the approach. Particular aspects of the program appeared 
to be important for supporting implementation and enhancing the eventual 
impact of the Pl on practices. In the following sections, examples related to 
these aspects are described to exemplify findings of the program. 
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Collaboration and col lect ive responsibi l i ty 

This appeared to be enhanced by the initial audits that were conducted in 
each school. It was during these audits that teachers first collaborated in the 
examination of evidence. It was expected that as a key condition examination 
of evidence would be an important vehicle for developing common 
understandings and shared focus for change. What was not expected was 
the profound influence the audits had on teachers’ beliefs about the value of 
inquiry and on determining their particular focus. The Pl teams used a range 
of different tools to audit school-wide practices in order to identify foci for 
development and for further investigation. all schools used a questionnaire 
developed from a revised version of the british Index for Inclusion (booth 
et al., 2000) and student achievement data. Data were summarized by the 
university and returned to Pl teams in each school for discussion. Teams 
were supported to examine their data and identify possible barriers and 
supports for lower-performing students and to make decisions about foci for 
further investigation. 

For example, identified issues surrounding homework and non-submission 
of assignments resulted in an investigation of work assigned to students for 
assessment in the previous term, in a selected year level. Teachers collected 
assignments, assessment criteria and examples of work that had been assessed 
at high and low levels. It soon became clear that teachers were employing a 
range of different assessment criteria for similar assignments, had different 
understandings of various types of texts (e.g. ‘report’ or ‘essay’) and there 
was unnecessary duplication of tasks. 

In other schools the audit prompted critical analysis of the congruence 
between the assessment tasks and goals for student learning and considered 
the relationship of teacher assessment to student achievement. In many 
instances, the audit prompted teachers to observe and document student 
responses to pedagogy across classrooms. Teachers frequently noted that the 
auditing process was critical for ‘building the team’ and developing a shared 
understanding of the culture of their school and for developing investigative 
skills. university educators believed that audits were critical for making 
visible the differences between the espoused values in a school and the 
practices that were enacted and for making these understandings explicit. 

Access to research knowledge and profess ional 
expert ise 

This was another condition that teachers reported was not typically available 
in their daily work and had supported their Pl. However, Pl was not just 
about ‘new’ knowledge or pedagogy. The process of using evidence to link 
student learning with the quality of their teaching was fundamental to the 
development of pedagogical knowledge. We believe teachers’ engagement 
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with a professional with specific ‘expertise’ was important in this process 
for enhancing the depth of teachers’ understandings and the rigor of their 
inquiry. 

For example, in schools where literacy improvement was a focus, teachers 
worked with an educator with expertise in literacy. one particularly powerful 
activity engaged teachers in writing assessment moderation. Teachers were 
supported to interpret explicit assessment criteria and examine exemplars of 
students’ writing. The exemplars were selected by a literacy ‘expert’ from 
student texts produced through the audit process. an agreed-upon set of 
assessment criteria for argumentative writing was used to support teachers 
to articulate and share knowledge. Prompting from the literacy professional 
enabled teachers to examine some of the overlooked assumptions they had 
made about students who experienced literacy difficulties and to view their 
customary practices in new ways. 

The process highlighted how the differences in teacher’s values, literacy 
understandings and prior experiences influenced student assessment 
outcomes. Teachers valued the shared analysis, because it developed common 
understandings about assessment, making it possible for them to reframe 
their practices in light of these understandings. 

Consistent with black and William’s (1998) work, assessment practices 
that emphasized the learner’s contribution as a source of data (questioning, 
feedback, shared criteria, and peer and self-assessment) became common. 
Teachers believed that professional discussion with others allowed them to 
deepen their understandings about theory as well as pedagogy because it 
was integrated and specifically connected to the curriculum and students in 
their school. as teachers read the theoretical and applied research literature 
relevant to their investigations they developed a common language to engage 
with their evidence and to design collaborative investigations focused on 
pedagogy. Teachers tested ‘new’ knowledge in classrooms and shared their 
findings with colleagues. 

Teachers emphasized the importance of this work in changing not only 
what they noticed but also how they interpreted events. In particular, evidence 
of positive changes in the learning of the lower performing students was 
directly related to their teaching. This often surprised teachers and raised 
their expectations for these students. 

It appears that teachers’ understanding about pedagogy is closely 
connected to their understanding about student diversity and learning and 
that this is not easily separated from their understanding of the inquiry 
processes. as teachers became more competent and confident in engaging 
with evidence in order to understand their practices they became more 
confident in developing and testing pedagogy and reframing assessment 
practices. 
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Discussion

What is clear from this work is that teachers’ learning in relation to these 
processes requires time to develop. This two-year program provided a 
majority of teachers with sufficient opportunities to build trust, skills 
and confidence in applying collaborative inquiry to complex problems. 
approximately one third of the teachers continued to collaborate and use 
evidence to connect theory with practice and student learning. a small 
number of teachers in each of the teams were able to use some CI procedures 
but remained reliant upon colleagues and university educators to shape and 
guide their investigations. It may be that these teachers will need more time 
to engage with CI in their Pl community. 

Teachers agreed that submitting work for assessment and credit in a 
postgraduate subject provided both an obligation and an incentive to enact, 
document and report their research and enhanced the quality of their work. 
Purposefully designing Pl may require some further thinking about what 
alternative practices might best provide incentives and support the diversity 
of teachers in schools. 

There is a complex interplay of collaboration among schools and the 
university that creates a powerful learning space for inexperienced teachers 
to learn from and with experienced teachers and university educators. This 
process is highly challenging and included resistance and interactions filled 
with tension when teachers and teacher educators attempted to introduce 
teaching that went against current practices. What is also clear from this 
work is that leadership needs to be exercised at all levels. Consistent with 
previous research, the leaders in each of the lInC schools and administrators 
in the university and in the Catholic education system played a critical role 
in dealing with resistance and building structures to support teachers’ work 
focused on improvement. 

While CI by no means guarantees positive outcomes to the school 
community, Pl that models democratic processes and builds upon the 
knowledge of teachers and leaders in seeking solutions is a necessary first 
step on the path to achieving school change for socially just ends. The next 
step is to better understand how teachers and leaders influence and support 
one another in the CI process and how this might be enhanced to influence 
the quality of teaching. 

If we seriously believe that responsibility and knowledge should be 
shared rather than centered on an individual teacher or leader then we 
must encourage not only a collaborative approach to Pl but also a greater 
understanding of the form and extent of collaboration and inquiry in a given 
school community. How do teachers and leaders adapt their CI practices 
to meet the changing needs of their school community and respond to the 
circumstances in which they find themselves? 
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These processes are complex and will not be easy to unravel but are 
important for the research community to address. The success of achieving 
the goals of equitable access to quality education is an ongoing process for 
all those involved – teachers, researchers, teacher educators, and policy 
developers and analysts. It will require structures and contexts that support 
the ongoing Pl of all those who are engaged in this process and that connects 
research with the realities of shaping teaching and leading practice in schools.
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Chapter  20

a four-ply model of 
professional  development 
for inclusive education

El izabeth O’Gorman

Learning outcomes

•	 Review the findings from research on teachers’ preferred professional 
learning (Pl) opportunities.

•	 outline the key features of the four-ply model of Pl for teachers 
working in the area of special education needs (SEn).

•	 Consider the potential for international implementation of a similar 
model.

Introduction

This chapter examines a model of continuing Pl for teachers within 
a framework of inclusive education and in relation to a research project 
undertaken with teachers who have specific responsibility for students with 
SEn in mainstream schools in Ireland [i.e. learning Support/Resource/
Special Education teachers (lS/R/SEn)]. 

The rationale for the project derived from the recent policy reforms 
in special education provision in Ireland that resulted in an increasing 
number and diversity of students with SEn attending mainstream schools. 
Internationally, research has demonstrated that teachers are an important 
factor in the quality of student learning (oECD, 2005). In advancing a policy 
of inclusive education, the Irish government Department of Education has 
increased provision for Pl in special education in order to build capacity in 
the education system (DES, 2006). one aspect of this project was to explore 
preferred options for Pl among teachers. The findings supported a four-
stranded approach to Pl that combines the teacher, the school community 
and institutions of higher education with the government Department of 
Education and Science sponsorship. 

the four-ply model

The model of Pl detailed in this chapter is one developed in Ireland as 
a funded program for teachers working in the area of special education. 
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This model engages four key stakeholders in realising the program. The 
interweaving of the strengths of these four strands presents a robust 
partnership for promoting Pl in inclusion/SEn in Ireland. 

Qualified teachers, working in the area of inclusion/SEn at primary (4–12 
years) and post-primary (12–18 years) levels, receive government funding 
(which includes their course fee and a period of paid leave with substitute 
cover) to participate in a year-long postgraduate program of Pl. access is 
through an open competition supported by the school’s recommendation. 
While the precise components of the programs vary with the host institution, 
they share common elements. During their paid leave, teachers are based in 
a university or college of education. There they participate in an intensive 
series of lectures, workshops, seminars and tutorials relating to a range of 
topics on inclusive education. Teachers also visit or take up placements in 
other education settings. as part of the coursework assessment, teachers 
write academic literature reviews and undertake school-based research 
projects in their own schools on diverse areas such as diagnostic teaching, 
developing and implementing education plans, collegial collaborative 
practices and parent–professional partnerships. These assignments are 
in addition to their normal teaching and special education related duties. 
They are supported in these endeavours by college/university staff who 
visit the schools, assess teaching practice and offer individual, team and 
whole-school–community in-service. Teachers who successfully complete all 
modules are awarded a university accredited graduate Diploma in SEn and 
are entitled to an additional allowance from the government if they remain 
working as inclusion specialists. Since 2003, this four-ply model of Pl has 
been available each year to teachers who work in this area in mainstream 
schools in Ireland. Following a review in 2006 of Pl provision in SEn/
inclusion, the Department of Education and Science increased funding to 
300 places per year.

Overview of  research project

The research was undertaken during the period May 2007 to June 2008 to 
explore aspects of inclusive special education in Ireland. a mixed-methods 
approach was utilised comprising a survey questionnaire, focus groups and 
semi-structured interviews. While the research covered a wide range of 
inclusion related areas, the focus of this chapter is on the Pl sections. The 
specific areas of interest is on the preferred and the most effective context 
for Pl as perceived by teachers, principals and other stakeholders. 

In all, 1,492 questionnaires were distributed to all post-primary schools 
and to a sample of primary schools in Ireland, with a response rate of 
55 per cent. The returned questionnaires contained details on the school 
community with particular emphasis on the special needs aspects, the 
teaching and learning environments and the teachers’ professional experience 
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and requirements. Interviews and focus groups took place with teachers, 
principals and stakeholders from a number of organisations involved in 
Pl for teachers, the education department and course provider personnel 
(o’gorman and Drudy, 2008).

Quantitat ive and qual itat ive data instruments

Separate surveys were given to teachers and principals. In both, two sections 
related to Pl; ranking questions on their preferred context for Pl and open 
questions on perceived effectiveness of Pl contexts. In the interview and 
focus group schedules for teachers, principals and other stakeholders, topics 
included what type of in-service or Pl programs and courses can best provide 
the requisite skills and knowledge for lS/R/SEn teachers and what is the best 
way of developing teaching skills. 

Findings

Preferred context for profess ional  learning

Teachers and principals were offered a listing of Pl options that were 
available in Ireland at that time. These ranged from in-school support to on-
line distance education, which respondents were required to rank in order 
of preference. The number one choice for the majority of respondents was 
a preference for block release from school to attend a college/university 
program. This was ranked more frequently than all other Pl options (see 
Table 20.1). 

The top three preferred options for Pl were attending a college/university 
program, network meetings with other teachers and school-based support, 
which accounted for 57.5 per cent of all teachers’ choices and 60 per cent of 
all principals’ choices.

When the teachers’ results were analysed by sector, there was very little 
difference in the ranking of options between the primary and secondary 

Table 20.1 Preferred context for professional learning.

Rank Professional learning context Teachers 
n=608

Principals 
n=386

Most frequently 
ranked 1 

Block release to attend a 
college/university programme

34.4% 25.4%

2nd most frequently 
ranked 1 

Network meetings with other 
teachers 

13.2%. 20.5%.

3rd most frequently 
ranked 1

School-based support 9.9%. 19.9%

Other options accounted for the remaining responses.
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teachers. The result was similar when analysed on a geographical basis. 
Contrary to expectations, there was a low preference for on-line learning 
from rural-based teachers, even among teachers who had experience of 
using on-line learning. The potential for using the internet to access Pl is 
gaining acceptance, but is in the initial stages of development in Ireland. 
In all, 41.5 per cent of the respondents indicated that they had used the 
internet to access Pl. This figure was higher for primary teachers (50.6 per 
cent) than for post-primary teachers (29.8 per cent). Despite this, on-line Pl 
has the potential to become a significant factor in the future.

overall, there was great similarity between the teachers’ and principals’ 
rankings of preferred options for teacher Pl. an interesting difference, 
however, emerged from the sector analysis. While the preferred context 
for all principals was for block release to attend college/university courses, 
secondary principals were slightly more in favour of school-based support. 
This is interesting in light of secondary principals’ subsequent indication 
that they perceived block release as the most effective means of improving 
teaching. Perhaps the difficulties at secondary level associated with providing 
substitute cover for teachers who are on block release may have had an 
impact on their rankings.

Most effect ive profess ional  learning

In an open question, both teachers and school principals were asked to give 
their opinion on the most effective way for teachers to develop their teaching 
skills. The responses to this open question confirmed college/university 
courses as the most highly regarded option, though the pattern of responses 
here was more varied (see Table 20.2). 

Table 20.2 Most effective professional learning contexts.

Most cited effective 
professional learning 
contexts

1st most cited 2nd most cited 3rd most cited

Teachers’ responses
n=679

19.6%
Block release 
to attend a 
college/university 
programme

17.3%
Network meetings 
with other teachers

12.5%
In-service
single-session

Principals’ 
responses 
n=349

33.8%
Block release 
to attend a 
college/university 
programme

18.4%
In-service
single-session

10%
Network meetings 
with others/ 
On-the-job 
experience

A wide range of options accounted for the remaining responses.
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Teachers cited tertiary courses as the most effective means of developing 
their skills but their responses were more evenly distributed across a broader 
range of options than were principals’ responses. The areas included by 
teachers were attending block release courses (19.6 per cent), network 
meetings with other teachers (17.3 per cent), on-the-job observation (15.3 
per cent) and in-service (12.5 per cent). 

The principals’ most frequently cited method of effectively developing 
teachers’ skills was attending courses (33.8 per cent). (This contrasts with 
the lower percentage [25.4 per cent] that had ranked these courses as the 
number one preferred context.) There was a lesser degree of agreement 
among the principals groups on the identification of a second most effective 
method for developing teachers’ skills. The next most cited method was in-
service at a much lower 18.4 per cent with both networking and on-the-job 
experience next cited at a low 10 per cent.

both teachers and principals gave a high priority to attending courses 
and meeting others in similar situations, advice from colleagues, on the job 
experience and in-service are also suggested as suitable means to develop 
professional knowledge and skills. It is interesting to note that all the elements 
cited as being effective in developing teachers skills are incorporated in the 
four-ply model.

Discussion

The results of the quantitative data analysis support the four-ply model of Pl. 
The preferred options for Pl, i.e. those given top rankings by both teachers 
and principals, are elements of the four-ply model. These are block release 
for attendance at courses in tertiary institutions, network opportunities 
with other teachers and in-school professional development. The perceived 
value of the extended duration of Pl courses may be inferred from the high 
ranking given to block release to attend a college/university program and 
the low ranking given to day-release courses. These findings are further 
substantiated by the qualitative data and by the research literature. 

The role of  tert iary inst itut ions in profess ional 
learning.

The quantitative data indicated that teachers and principals ranked tertiary-
based courses in Pl as their highest preferred option. This is attested to 
by a teacher comment on the criteria she would use to select a course. “It 
needs to be structured, it needs to be additional, it needs to be recognized, 
like university based, or, you know, accredited and be an add on to the 
one [the qualification] you’ve got already.” This perception is shared by 
the international research community which perceives higher education 
institutions to have a critical role in the Pl of teachers (Sugrue et al., 2001; 



194 Elizabeth O’Gorman

Darling-Hammond, 2006). Thus, the value accorded to higher institution 
based Pl in the research findings gives support to the four-ply model. 

The role of  networking with col leagues

In identifying preferred options for Pl, having the opportunity to share 
expertise was the second most highly valued Pl option in the survey data. 
This was further corroborated by the interview data, for example one teacher 
suggested: 

I think there’s a lot to be said for accessing this support in groups and 
having the opportunity to discuss things with the group that you are 
with, because you learn so much, you get so much from the feedback 
from others. 

The concept of situated learning (lave and Wenger, 1991) with teachers 
initially engaging peripherally and subsequently centrally in teaching, offers 
opportunities to witness others’ practice and to provide new insights into 
alternative structures and pedagogies for SEn. However, there is a danger 
that, rather than interrogating current practice and conducting research to 
determine methods for improving teaching, poor practice is reproduced 
and teacher Pl through communities of practice merely replicates the status 
quo (Edwards, 2007). This is the primary disadvantage of an apprenticeship 
model of Pl. In contrast, in the four-ply model, through incorporating 
communities of practice as one of the four strands of teacher Pl, the positive 
aspect of such an approach is accentuated. 

In-school  profess ional  learning

The four-ply model also incorporates a strand that firmly grounds teacher 
Pl within school-based practice. This is a recent feature for university-
accredited Pl in Ireland. Clinical practice is generally not regarded as an 
essential component of continuing Pl, as a perusal of a listing of postgraduate 
education theses will reveal. Timperley et al. (2007), however, note in their 
research review that access to external expertise, such as that available 
through tertiary research, was a necessary but not sufficient condition in itself 
for teacher change. Indeed, the qualitative data from this research indicates 
that participants value the school-based element of Pl. This is evident from 
teachers’ comments: “you went back into your school, and then your tutors 
came out, visited you in your school, and you could discuss with them the 
way you were using what you were learning”. Similarly, another teacher 
states the value of in-school support as: “you could discuss with them, you 
know, ‘I’m not so sure about this or that’ so you had the mixture of the 
theory, the learning, that you needed to learn, plus the practical side”.
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The key role that supported clinical practice has to play in the 
implementation of change in teaching is also emphasised by a key stakeholder: 

I have no doubt that lectures play a part in formation, and that online 
can play a part, and that workshops play a part, but I’m absolutely 
convinced that people will not change their behavior unless you are 
there with them and I don’t think reading about something changes your 
behavior. 

a key strand of the four-ply model is the school placement and the support 
visits by university staff to teachers’ in schools to discuss the implementation 
of the research-based practice. Thus, the importance of the transfer of 
pedagogy to the school context is underpinned by the model. 

System support

The fourth strand of the four-ply model is the systemic support provided 
by the Irish government Department of Education and Science. This is a 
crucial element of the four-ply model as it emphasises the high priority given 
to special education/inclusion in Irish education. It is one of a range of the 
Department’s measures to build system capacity for inclusion. The funding 
support covers several areas. In addition to the teachers’ course fees paid 
and a substitute teacher provided to cover the teacher’s absence from school, 
seconded posts are provided to the host university/institution to increase 
their capacity to provide personnel for lecturing, school visits and research. 
Furthermore, finance is available for materials and other course-related 
costs. Indeed, this evidence of supporting policy with funding emphasises the 
degree of Department of Education commitment to inclusion. as Slee (2006) 
has noted, treasury committees are “consistently more influential” in matters 
relating to disability issues than are “Ministerial think tanks” (p. 117). In 
effect, it is the budget allocated that defines the scope of system intervention 
in inclusion rather than the quality of the philosophical argument.

notwithstanding this specific example of government support for Pl 
for special education/inclusion through the four-ply model, there are other 
examples of systemic support in Ireland through a broad range of policies 
and other professional capacity building arrangements. another measure 
is the Special Education Support Service (SESS), which delivers more 
traditional in-service in both schools and teacher education centres. Within 
government policy, teacher Pl is considered a key area in contributing to 
social and economic goals. The expansion of capacity in the education 
system through teacher Pl is seen in relation to the education system’s 
potential to contribute to economic growth and to promote social inclusion. 
In this context, the support of the government for teacher Pl in inclusion/
SEn is particularly relevant. While the recent economic downturn has led to 
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a review of educational support measures, government funding for programs 
in special education and disadvantage have retained their proportionate 
share. Findings from the literature suggest that systemic support is crucial for 
promoting inclusive schools (Ferguson, 2008). This support is in evidence in 
the Irish four-ply model. 

Duration of  profess ional  learning

The extended course duration of the four-ply model for teacher Pl is a 
feature which gains support from data. The finding that one-day release 
courses were not ranked highly was substantiated by interview comments 
on their short-term impact: “I find the tips are great but it’s there for a week 
and it’s gone, you know”. another teacher commented on short courses: 
“Sometimes in a one-day course you just scratch the surface and I know 
all the surface things. It’s getting deeper into issues that I’d like to do. So, 
I find longer courses are better”. Similarly, while acknowledging that short 
courses can have positive benefits, in their review of evidence for effective 
Pl, Timperley et al. (2007) found that the best outcomes for students were 
afforded through opportunities for teachers to challenge problematic beliefs. 
Such reformulation of beliefs is more likely to take place in an extended 
reflection on the teaching role. This was substantiated through the interviews 
with course providers. 

I think it’s better if people are open to explore their own prejudices as 
well though, and their own attitudes to people with disabilities […] and 
a year long training really allows them just to unpack that a little bit. 

Equally, other research points to the importance of significant periods of 
time spent in inclusive settings in developing positive dispositions towards 
inclusion. This emerged from an analysis of the impact of teacher experience 
in teaching students with SEn in greece (avramidis and Kalyva, 2007). 
Thus, findings from literature point towards long-term immersion, not one-
off courses, as being essential for both practice change and mind change. 
Hence, both the literature and research findings support teachers’ desire to 
engage in the year-long program as the preferred option for Pl. The four-ply 
model features this extended duration.

Conclusion and potential  for international 
appl ication

In this chapter, the parameters of a four-stranded collaborative model of 
Pl for teachers working in the area of inclusion/SEn were explored. The 
findings from this research and the literature indicate the strength of teachers’ 
and principals’ recognition of the value of higher-education institution-
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based programs; the value accorded to networking with colleagues; the need 
for Pl to be embedded in actual school practice and the need for it to be 
sustained over a period of time. all of these facets of Pl are incorporated in 
the four-ply model developed in Ireland. 

Internationally, this model offers the potential for a balanced approach 
to Pl in SEn that includes the key aspects of system-led, school-led and 
individual development needs. The expansion of this model of Pl to other 
jurisdictions is advocated as a means of promoting inclusion for the diverse 
population that are our world’s children. 

The argument that the cost implications of the four-ply model are 
prohibitive can be countered by modifications that reduce costs but maintain 
the quality of the Pl. The time out of school might be reduced and moved 
to a holiday or weekend period thus obviating the teacher substitution costs. 
Funding of Pl for teachers has, however, languished for too long behind 
that of other professions and the four-ply model is a just proposition for a 
just society. 

references

avramidis, E. and Kalyva, E. (2007) “The influence of teaching experience and 
professional development on greek teachers’ attitudes towards inclusion”, 
European Journal of Special Needs Education, 22: 367–89.

Darling-Hammond, l. (2006) “Constructing 21st-century teacher education”, 
Journal of Teacher Education 57, 3: 300–14.

DES, Department of Education and Science (2006) Annual Report 2005–2006 
Dublin: The Stationery office.

Edwards, a. (2007) Collaborative Approaches to Preparing and Developing Effective 
Teachers: Implications from and for research. glasgow: uCET.

Ferguson, D. l. (2008) “International trends in inclusive education: The continuing 
challenge to teach each one and everyone”, European Journal of Special Needs 
Education, 23: 109–20.

lave, J. and Wenger, E. (1991) Situated Learning: Legitimate Peripheral Participation, 
Cambridge: Cambridge university Press. 

oECD (2005) Teachers Matter: Attracting, Developing and Retaining Effective 
Teachers, Paris: oECD.

o’gorman, E. and Drudy, S. (2008) Professional Development for Teachers Working 
in the Area of Special Education/Inclusion in Mainstream Schools. Dublin, Ireland: 
uCD/nCSE.

Slee, R. (2006) “limits to and possibilities for educational reform”, International 
Journal of Inclusive Education, 10: 109–19.

Sugrue, C., Morgan, M., Devine, D. and Raftery, D. (2001) The Quality of Irish 
Teachers’ Professional Learning: A Critical Analysis, Dublin, Ireland: Department 
of Education & Science.

Timperley, H., Wilson, a., barrar, H. and Fung, I. (2007) Teacher Professional 
Learning and Development (BES). Wellington, new zealand: MInED (Ministry 
of Education new zealand). 



ChapterChapter  21

Including students 
with special  education 
needs in professional 
learning for teachers

Leena Kaikkonen

Learning outcomes

•	 Consider how students with special education needs (SEn) can be 
involved in developments which impact on their life, education and 
career.

•	 Identify educational solutions in inclusive vocational/professional 
education for enhancing working life, occupational and community 
access.

•	 Review an in-service inclusive training initiative for vocational teachers.

Introduction

The promotion of inclusive education has been of high priority for years and 
many countries have been devoted to the shared goal of providing inclusive 
education practice. Progress for inclusion, however, varies. For example, in 
2006 some 75 million children were not in school, 55 per cent of them 
girls and slightly less than two-thirds of the relevant school-age population 
worldwide were enrolled in secondary schooling. In wealthy countries over 
a third of children complete university compared with much of sub-Saharan 
africa where a smaller proportion completes primary education and just 
5 per cent attend university-level education (unESCo, 2008). Hence, the 
global goals might be the same, but the local paths to reach education for all 
and especially for inclusive education are diverse. 

as the developments of education systems take place in their own 
contexts, so too are the starting points for teacher skills and teacher pre- 
and in-service training. If an impact on teacher development in inclusive 
education is hoped to take place then solutions within teacher education 
need to acknowledge as a starting point the national/local existing policies, 
funding systems, education structures and practices besides the actual 
philosophies and pedagogies of inclusion to be adapted into each system. 

This chapter draws upon some experiences which have taken place in 
European in-service training collaboration, especially those in the new 
member states and access countries of the European union. It describes a 
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nordic–baltic project called ‘a school for all’ and particularly one initiative 
called the Transition Project in lithuania under that umbrella project. This 
chapter focuses on experiences of student involvement in development 
undertaken to change the lithuanian situation. 

Vocational  education as the developmental 
context 

Much of the research on inclusion has focused on the compulsory level 
of education, or to some extent on the provision of early years education. 
less emphasis has been placed on post-compulsory levels of education. 
accordingly, much of the solutions provided in literature focus on the 
questions related to these levels. Ferguson (2008) proposes that development 
of inclusive education is not about ‘quick fix’ school reform, but is ongoing 
school improvement and renewal focusing on real fundamental changes in 
social institutions. This demands the creation of an inclusive culture as the 
heart of school improvement and raises several dimensions to be reviewed 
such as national and local policy, the organizational dimension, teacher 
development, human and material resources, pedagogical and curricular 
development, and values (Skidmore, 2004). 

värri (2002) claims this situation, however, might be perceived unbearable 
if not paradoxical for teachers who must be able to respond to societal 
fragmentation, challenges set by the market economy, and to develop the 
school on a local level as well as simultaneously provide support according 
to postmodern demands, taking into account each learner’s needs in building 
their own identities. Moreover, teachers in developing countries might 
struggle with gaining many essential resources which are taken for granted 
in developed countries including basic infrastructure such as electricity, seats 
and textbooks (unESCo, 2008).

Concerning vocational education, many of these questions discussed 
are definitely relevant. besides the whole-school approach, however, an 
additional wider consideration for a whole-life approach is needed. The 
demand for vocational teachers’ societal competence is much needed if 
they wish to meet the challenges entailed in the surrounding world and the 
needs of all their students whilst entering it. With the ever rapidly changing 
global world and working life, questions related to vocational education 
and vocational pedagogy cannot be emphasized within schools. Instead, 
teachers need to constantly interpret working life and demands not only 
for continuous identity-building but also for professional growth for all 
involved in broader life contexts. They also need to link their pedagogical 
decisions to these complex processes. Teachers need to construct a reflective 
attitude towards their work in order to be able to appropriately respond to 
the challenges of the present and future and to help their students to achieve 
skills needed in the quickly changing working life and life in general.
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the in-service training init iat ive for vocational 
teachers

The principles of education equity and equality have only relatively 
recently been written into lithuanian education regulation (Republic of 
lithuania, 2003). according to these principles, special needs education 
can be provided by any school that offers compulsory or comprehensive 
education. at the moment of starting the Transition Project this was as yet 
not the case. In agreement with previous legislation, vocational schools were 
not open for students who during their compulsory education had been 
identified as having SEn. Consequently, students identified with SEn only 
had the choice of either applying for special vocational school or attending a 
limited one-year preparatory training course in ordinary vocational school. 
This approach had its history in previous decades when the structures of 
vocational education were based on a highly planned soviet economy and 
education arrangements of students with SEn, like in Eastern European 
countries in general, were organized in segregated settings following the 
dominant theory of defectology (Rose et al., 2007). 

accordingly, the development of the Transition Project was influenced by 
the fact that participating teachers had not been involved in integrated or 
inclusive settings. In line with ongoing developments for more inclusive basic 
education, the lithuanian Ministry of Education additionally wanted to open 
up post-compulsory possibilities for students with SEn, emphasizing that this 
would also demand training of vocational teachers. Ministry representatives 
urged for a very practically oriented teacher in-service training program to 
improve teachers’ pedagogical skills to support students’ participation in 
ordinary study groups and to establish successful transitions of SEn students 
from comprehensive school to vocational education. The Transition Project 
was considered as a pilot to gather experiences for further development of 
more inclusive vocational education. 

The piloting was implemented in two counties from which 21 students 
were selected. Each of them had in compulsory education been defined as a 
student with SEn, which in most cases meant specific learning difficulties or 
social and behavioral difficulties. In the project, the Ministry of Education 
provided students with special permission to attend ordinary vocational 
education and to choose, ignoring the existing limitations, whatever vocation 
they would hope to study to achieve a formal qualification or diploma, in 
order to enter employment. The 21 participating teachers were selected 
according the occupational programs that students chose so that these 
teachers would be teaching the selected students. The project was developed 
to follow the chosen students from the last spring of their compulsory 
education until the end of the first year of their studies in vocational schools. 

During the one-year process, seminars were organized for the teachers 
in order to help them support the students in their transition process 
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and learning. The headmasters of the schools were also involved in some 
seminars, and the representatives of the Ministry of Education and Regional 
Education offices were present at all the seminars. The participation of 
diverse partners was hoped to promote bottom-up and top-down approaches 
as well as further developments.

training approach

Even though the project was about training teachers, the students were 
put at the forefront of the project. a significant innovation was to include 
the students in the seminars provided for teachers. This was done for two 
reasons: firstly, to highlight for the teachers that students with SEn are 
subjects of their own lives and can be involved in decisions concerning them; 
secondly, the solution supported the development of communicative and 
reciprocal relationships between the teachers and students. The importance 
of listening to the voices of students (Shevlin and Rose, 2003) was considered 
essential for further development within vocational education settings and 
thus teachers were practically engaged with gaining student insights. as the 
teachers had no previous experience regarding inclusive education, they 
were given a chance to learn through examining the situation of one student 
without having to worry about too many issues at a time. This case-based 
approach helped teachers experience that ‘meeting needs of an individual’ 
means actually ‘meeting the individual’. 

The previous educational practice in lithuania was described to have 
been quite hierarchical, based on frontal and formal instruction. Many 
of the participating students seemed to be reasonably shy and were used 
neither to expressing themselves nor to being heard. Consequently, there 
was a presumption that without any supporting practical ‘tools’ students and 
teachers might have difficulties to proceed in their mutual interaction and 
cooperation. When working in the seminars, most of the time participants 
were all together, but sometimes they were divided into two groups whilst 
preparing for further activities. For example, when starting to work on IEPs, 
students first made, with the support of trainers and using pictures, posters 
about themselves in order to talk about their existing strengths, wishes and 
future plans. If the process was to be started with only discussions or papers 
and pens, it was expected that the situation would end with either one 
or both sides not feeling comfortable, or it would have easily been led by 
teachers. all in all, the approach posed a real challenge for interaction, as for 
example when training, the trainers’ speech had to be considered to be for 
students and teachers at the same time. 

Some of the seminar days were organized only for teachers and 
headmasters in order to fulfil their expectations to acquire knowledge on 
issues such as special needs, IEPs and transitions. Trainers emphasized, 
however, that knowledge itself would not solve the questions. Instead, the 
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more crucial issue was how the knowledge was to be transferred to everyday 
practice of the teachers and schools, and how the training could or would 
change existing procedures. The learning tasks that teachers were working 
on between seminars were designed to be strongly connected with the real-
life questions of their students. Finding solutions to guide the students 
supported not only students’ individual process in the transition phase or in 
learning, but also teachers in their reflective practice and wider professional 
learning (Pl). activities and methods used were work-based and case-based 
and emphasized active, collaborative, experiential and contextual learning. 

During the seminars there were organized times for sharing and discussing 
individual experiences and knowledge acquired for their solutions and 
developing ideas together further. as a consequence teachers had a chance 
to formulate a more general picture and to pay attention to wider school 
development. To promote reflective practice teachers made notes upon 
activities taken. It was hoped that by reflecting on their own process during 
the year some more general models could be found for schools to organize 
transitions in the future. additionally, this in-service training had a so-called 
developmental orientation. as suitable previous practices and examples in 
the lithuanian context did not exist, they had to be developed while learning. 
These concurrently improved teachers’ abilities to constantly develop their 
own work, a competence definitely needed in the current rapidly changing 
world of work. 

It was considered important to create a supportive, open and safe setting. 
The atmosphere in the workshops was experiential, positive and enthusiastic 
and it seemed to diminish the fears that vocational teachers had in the 
beginning of the project in terms of teaching students with SEn. It also 
seemed to promote the growth of self-esteem of the students. Evidence of 
this growth was that students who hardly had the courage to say anything 
in the beginning of the project, fluently answered questions asked by the 
interviewer about their vocational studies and future plans at the end of their 
first year in the final seminar of the project and in front of an audience of 
approximately 100 people.

reviewing the project

The one-year project seemed to achieve quite well the targets set for it. all 21 
students were able to accomplish their first year of studies quite satisfactorily. 
a wish to follow the process further, however, emerged, and so a small-scale 
follow-up study was started on student experiences and success. 

Data were collected twice from the students involved in the project in both 
counties (called a and b). The first data collection on students’ experiences 
of studying at vocational school was undertaken at the end of their second 
year of studies. Fourteen of the 21 students participated in this phase. 
The second batch of data on students’ experiences, which focused on self-
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evaluation of their own success and their thoughts of transition from school 
to working life, was collected at the end of their third year of studies. Eight 
students attended these interviews. The data were collected with a structured 
questionnaire supported by interviews where students were asked in more 
detail the grounds upon which they based their answers. The students’ oral 
answers were written down by one of the interviewers. Data of students’ 
success were simultaneously collected from the teachers in the spring of the 
second study year. In the spring of their third study year teachers and county 
administrators gave information about students’ situations at the point of 
completing their studies. 

Students’  experiences on studying at vocational  school 

In general, most of the students with SEn appeared to have enjoyed 
studying at the vocational school and were happy with their own educational 
performance. Most students were satisfied with the contents of lessons 
provided for them and additionally found the atmosphere of the school 
supportive, saying that helping others is usual in their groups. Further, 
students felt that they were accepted at school and especially that teachers 
respected their opinions. all students were pleased with the occupational 
field they had chosen (Kaikkonen et al., 2006).

Moreover, students pointed out some critical issues. a majority of the 
students did not feel good after exams, expressing that the exams did 
not prove their real know-how, e.g. due to facing time constraints whilst 
writing. They were also critical in regards to the teaching not being 
illustrative enough, and that they were provided with insufficient feedback 
from teachers. What’s more, they claimed that their study group was not 
peaceful enough to study in. The students in County a, however, appeared 
to have more negative opinions compared with their peers in County b (see 
Table 21.1). Students raised challenges for teachers to improve their skills 

Table 21.1 Students’ experiences on studying at vocational school after two years of 
studies.

 County A County B

Not satisfied with the ways of working 43% 0%

Not satisfied with the space and opportunities to express 
their views 

72% 20%

Attention not paid to the students’ needs 43% 0%

Bullying experiences 67% 0%

School as insecure place 71% 20%

Teachers do not inspire students to learn 71% 0%

Worried about going to work 43% 0%
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in facilitating learning. Ferguson (2008) calls this a shift from teaching to 
learning, i.e. enabling students to engage in more meaningful, personalized 
and differentiated learning. Students articulated this by hoping for varied 
means of learning assessment, as well as ways of illustrating, visualizing 
and using diverse methods in teaching. Ferguson claims that this demands 
moving from offering services to providing support; ‘one size does not fit 
all’ but instead, we need to ensure learning using a variety of strategies. 
nevertheless, teachers themselves told of how they had improved their own 
skills and working methods with all students.

Students’  experiences of  their  success  in studies

altogether 21 students started studies within the Transition Project. Three 
years later, students self-assessed and teachers’ evaluated that 13 students 
were expected to pass the national vocational exams. Seven of them were also 
expected to pass maturity exams and to get an upper secondary education 
certificate. additionally, one student passed only the general subject exam. 
When comparing these students’ success with the aims set for the project, 
it is worth remembering that in the three-year training program students 
normally accomplish both the vocational qualification and the general upper 
secondary education certificate. The initial target set in the Transition Project 
for the students with SEn was to attain only the vocational qualification. 
Two-thirds succeeded in this, and additionally one third of them also passed, 
maybe a bit unexpectedly, the national upper secondary level general 
education exams.

yet, by the end of the third year, schools and regional education authorities 
provided information that one third of the students in the end were not able 
to pass their studies as planned. according to the information, one of the 
students had applied for time off from the studies due to personal reasons, 
and the school expected him to return. The other six students had dropped 
out from the system, two girls due to getting married and having children, 
one boy due to going to work and another three due to moving abroad. 
according to the teachers, this last reason was seen as a growing tendency 
in lithuania. 

Transit ions to working l i fe

In the follow-up study insights into the transition from school to adult life 
were also gathered, in addition to how successfully this was developed for 
the students and how they were supported in this phase by their tutors and 
schools. 

In the final interviews all students with SEn declared that they had 
developed skills to act according to the rules of working life. They considered 
that they had raised their self-esteem and now felt brave enough to ask 
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for help; an issue which in the teacher-led system was not a self-evident 
result. Furthermore, students felt able to take responsibility for their work 
and cooperate with more experienced workers. Seven out of eight students 
fully agreed that they had learnt skills needed for working life. all agreed 
that their general knowledge was good, yet only two of them were fully 
confident with their professional-specific skills, and three students with their 
professional-specific knowledge. one student was not very motivated to go 
to work.

Students also expressed that during their vocational education they 
had become well acquainted with their working practice placements. as 
opposed to their feelings about not receiving enough feedback in the school 
environment, students said that they had got good feedback during their 
working placements and felt they also had self-evaluated and discussed their 
skills with their teachers in school. They received support in transition from 
school to work, but this was provided by their friends, parents or other 
close persons, not teachers. Students commented that the teachers should 
put more effort into building connections to working life and developing 
skills in career guidance and counselling. nevertheless, most students felt 
that their relationship with their teachers was good; all felt that they had 
been able to discuss with their teachers about moving towards working life. 

Even though students’ opinions were mostly positive, their transition out 
of school cannot be said to be too promising. of the eight students who were 
present at the interviews in the third spring, only three had found themselves 
a work placement after school. Three of them had not yet been successful in 
this, and two students were undergoing negotiations. It is also noteworthy 
to mention that of these eight students only half mentioned that they were 
going to work in the occupational field that they had studied. The other four 
mentioned some other vocational field.

Discussion

a concluding question emerges: Did this teacher training initiative involving 
students promote the development of more inclusive education in vocational 
schools in lithuania? 

Some significant changes took place. The most important of them was 
the amendment of education legislation, which nowadays provides more 
possibilities for students with special needs after completion of their basic 
education. The legislative change was influenced by several factors. The 
Transition Project, however, might take some credit for promoting this 
amendment through the experiences afforded in it and affecting decision 
making on a national level through the keen contact with local stakeholders 
including teachers and students, and administrators and policy makers. 

The training for teachers was influenced by reflective practice where a 
more holistic and comprehensive approach was used to promote teacher 
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development, aiming at pedagogical actions which take full account of both 
their learners’ needs and the wider contexts influencing education settings 
and provisions. a strong focus of the training was upon the development of 
understanding more general questions of learning and teaching in current 
practice in vocational education and training, as opposed to teaching 
approaches specifically aimed only at young people with special needs. 
This experience had raised teachers’ awareness of student diversity and 
how to cope with it among teachers and also promoted the pedagogical 
improvements of procedures with all students. Moreover, teachers gave 
opinions that attitudes, both in participating schools as well as their own, 
towards students with SEn had changed to be more positive, which can also 
be considered to be a meaningful result.

Shevlin and Rose (2003) suggest that by listening to the opinions of young 
people, teachers can gain insight and understanding which enables them to 
develop more inclusive policies and practices. This was emphasized in both 
the project and the follow-up which was undertaken. based on the research 
data, it seems that many of the students had found this experience valuable. 
The most radical comment of this kind was one student saying ‘this project 
has changed my life totally’. other students claimed during the process that 
this experience had increased the growth of their life skills and self-esteem, 
as well as encouraged them onwards in their life. 

all in all, the student achievements in the project can be said to be well 
in line with the targets set; students were included in vocational education 
and they all were able to pass the first year of their studies satisfactorily. 
Students wished to achieve a formal qualification or diploma in order to 
enter employment later on. Some drop-outs were known to have happened, 
due to ‘ordinary’ adult life changes, but the project and additional support 
for teachers and schools had finished after the first year. Still, the forms and 
continuity of guidance provided within and from schools still left challenges 
to be considered.

as a closing remark it is noteworthy to mention that in the beginning 
of the project many of the teachers doubted that students with SEn would 
be able to succeed in studying in ordinary vocational education. The good 
success of two-thirds of the students maybe surprised all involved and gave 
a challenging but positive lesson to reflect upon for further developments of 
the system. 
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Init ia l  teacher training to meet 
the needs of  students with 
disabi l it ies who are cultural ly 
and l inguist ical ly  diverse

El izabeth A .  West

Learning outcomes

•	 Describe a process for developing context-relevant professional 
learning (Pl) using teachers’ voice.

•	 Define the major elements of culturally responsive teaching.
•	 list effective practices for working with students from culturally and 

linguistically diverse backgrounds who have disabilities.
•	 Identify and consider implications for own Pl context.

Introduction

The changes around the world caused by globalization and worldwide 
immigration have produced a diverse student base. given the world’s 
changing demographics a reconceptualization of effective teaching of those 
who are culturally and linguistically diverse (ClD) is needed. Provision 
of such services directly depends on teachers who are knowledgeable and 
skilled, but who are also able to establish trusting working relationships with 
children and their families. 

It took the uSa nearly 10 years to have all states come into compliance with 
its national law to support individuals with disabilities. Change is happening 
at a rapid pace in many countries and many teachers across the world echo 
a sentiment of anxiety (bradshaw et al., 2004) and concern over perceived 
competence (Forlin, 2005). In many countries teachers are also being asked 
to ensure that all their students achieve, regardless of background. 

The doors have been opened but many countries are now grappling 
with how to prepare teachers to meet the needs of such a heterogeneous 
population. understanding culture is important in that we can remove 
unintentional barriers to a student’s success. Physical presence alone does 
not lead automatically to effective participation and improved achievement. 
The quality of education depends on the competence of teachers and 
competence is defined and addressed differently throughout the world. In 
addition, attitudes and beliefs of teachers must be examined to facilitate 
acceptance and growth.
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This chapter will focus on providing an approach to facilitate Pl for 
teachers who work with ClD students who have been identified as having 
a disability.

Professional  learning

although many resources have been committed to Pl and improved 
teaching, studies reveal the failings and shortcomings of many of these 
efforts. In most parts of the world, the majority of inservice programs are 
“too short, too unrelated to the needs of teachers, and too ineffective to 
upgrade teaching knowledge” (villegas-Reimers, 2003, p. 63). Teachers, 
both special and general educators, may come to the classroom with a very 
different initial teacher education (ITE) profile and different programs are 
offered in different parts of the world. Educators must not only have skills 
to provide modifications and accommodations but also have skills to provide 
instruction that is culturally and linguistically responsive. 

Formal multicultural education and special education preparation for 
these teachers has typically been a minimal part of ITE programs, thus 
teachers learn on the job. Prater et al. (2008) identified traditional ITE 
preparation as being inadequate in preparing educators to teach culturally 
and/or linguistically diverse students. not all ITE programs readily embrace 
multicultural education or culturally responsive teacher education pedagogy. 
Professional learning for teachers must acknowledge prior training and build 
upon what teachers report as being helpful to facilitate their own learning.

teacher voice

Much of the Pl currently available to teachers working with ClD children 
with disabilities tends to emerge out of a “top-down” process, well removed 
from the realities of these teachers’ daily work with this population of 
children and their families. Topics for such Pl sessions typically contain 
generic content and teachers are never solicited for information regarding 
their actual needs. Teachers must be given a voice from which Pl practices 
can then be developed. The process of listening to the teachers themselves, 
as reflective co-constructors of Pl programs, could serve to ensure that 
teachers are an explicit element of the training debate, which in turn will 
positively influence the way teachers respond and make meaning of their 
learning.

The use of data generated from interviews can lead to the identification 
of instructional knowledge and skills necessary for a particular setting given 
resources or lack of. Data can contribute to the design and implementation 
of model Pl programs for teachers who work with ClD students with 
disabilities. Thus, Pl goals can be developed from this data, reflecting the 
voice of the teachers. Key elements [based upon the national Professional 
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Development Center on Inclusion’s (nPDCI) conceptual framework] must 
be examined during the Pl planning stage i.e. (1) who? characteristics of the 
learners and contexts; (2) what? the specific content of the learning; and (3) 
how? the approaches.

Who: Characterist ics  of  the learners and context

Teacher preparation programs in the 21st century for students with 
disabilities should focus on understanding the meaning of cultural and 
linguistic diversity; respecting families’ home cultures; understanding 
the importance of family-centered practices; understanding of culturally 
competent practices; and being willing to confront “old” practices. 

a key factor in ensuring student success is teachers’ understanding and 
appreciation of how culture shapes academic and social development. This 
is particularly crucial when students come from cultures different from 
our own. by developing and sustaining culturally responsive practices with 
families, teachers can improve outcomes. In addition, knowing the “who” 
may help to reduce the disproportionate representation of minorities 
in special education programs as we generate a greater understanding 
of ways of learning and how to teach to meet these ways. Harry (2002) 
refers to the power of cultural capital and the discrepancy between schools’ 
perceptions of such capital and the capital actually possessed by families. 
Further, Harry provides culturally inclusive ways to build relationships with 
families and suggests that a multicultural emphasis in personnel preparation 
programs should focus on process rather than cultural content. Knowing the 
characteristics of the learners and context is the first process in developing 
culturally responsive programs. artiles (2002) and gee (2001) identify 
that instructional methods do not work or fail as decontextualized generic 
practices, but work in relation to the social-cultural contexts in which they 
are implemented.

What:  Profess ional  learning content

How do we determine the “what” for Pl within particular contexts? The 
“what” should reflect the themes and/or categories generated from teacher 
interviews.

An example

My colleagues and I describe an international research project in the uSa 
and the uK that explores teachers’ views of a recent learning experience 
they perceive to have been effective for them (West et al., 2006). Fourteen 
teachers attending graduate courses at a university in the uSa (six teachers) 
and a university in the uK (eight teachers) formed the sample. a primary aim 
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of this project was to identify elements of what was working well in relation 
to continued Pl for this group of teachers, which would subsequently inform 
the teaching and learning opportunities developed. Individual structured 
interviews generated data that allowed an insight into the personal meaning 
making made by the teachers about their own learning experiences, and 
their thoughts on continued Pl, for them and their colleagues in schools and 
across their districts. 

This collaborative project illustrates that although the two groups of 
teachers live and work in different international contexts, similar themes 
relating to factors that contribute to effective learning emerged. These 
themes focus on relating theory to practice, mediated teacher learning, 
learning from others, and reflection in action. Two categories, seeing the 
relationship between theory and practice and learning from others, emerged 
as particularly important for the teachers. 

a key component of this relationship seems to be how teachers are 
introduced to theory and how they are shown the relevance of this to their 
school and community context. The nature of relevance varied across the 
teachers with some relating to particular issues with individual students, 
and others relating to their classroom, school and district contexts. The 
important factor appears to be the personal relevance that each teacher is 
able to attribute through the learning experience which impacts decisions 
about their level of engagement in such learning. Instructors of teacher 
education courses need to assist pre-service teachers in making the connection 
between theory and practice. They must be able to understand and apply 
ClD theoretical orientation to particular contexts. This connection can be 
facilitated by designing coursework that has relevancy for a variety of ClD 
contexts. Results of this research reflect that teachers who were offered 
experiential learning opportunities, with mentor support, felt they were able 
to apply their new knowledge in the classrooms. 

The collaborative element of sharing and learning from colleagues, 
parents, students and others has also been highlighted as a particularly 
important element in effective learning for teachers in this study. The teachers 
discussed this process of sharing and collaboration as being both formal 
and informal; formally through mentoring by instructors and engaging in 
collaboration during courses, and informally through sharing examples of 
daily experiences with each other. Partnering with ClD families who have 
a son/daughter with a disability is crucial as teachers seek to understand and 
provide responsive practices.

Teaching  and learn ing :  Cultura l l y  respons ive  pract ices 

numerous models have been developed to assist educators to be culturally 
responsive and to practice culturally responsive teaching. These frameworks 
have been minimally applied to students with disabilities who are ClD. These 
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skills must be explicitly taught and supported to ensure teachers have the 
critical skills necessary to meet the needs of the child, family and community. 

gay (2002) defines culturally responsive teaching as “using the cultural 
characteristics, experiences, and perspectives of ethnically diverse students 
as conduits for teaching them more effectively” (p. 106). gay identifies and 
examines five essential elements of culturally responsive teaching: developing 
a knowledge base about cultural diversity, including ethnic and cultural 
diversity content in the curriculum, demonstrating caring and building 
learning communities, communicating with ethnically diverse students, and 
responding to ethnic diversity in the delivery of instruction. Components 
of a variety of models in some form can be examined for Pl based upon 
the strengths and needs of the particular context. use of teacher interviews 
around such content could generate a profile for Pl that ultimately builds 
on existing strengths.

Rather than alienate students from their home and community cultures 
and languages, teachers should build upon the cultures and languages of 
students from diverse groups in order to enhance their learning. Diversity 
provides rich opportunities to create learning environments in which 
instruction is enriched, the academic achievement of marginalized students is 
enhanced and the education of all students is improved. Teachers must seek 
to be culturally responsive and competent and realize that this is a process; 
it is a lifelong quest as we enter the classroom as learners.

How: Profess ional  learning approaches

Educating students with a disability who are also ClD in inclusive 
environments requires collaboration by a variety of stakeholders. There 
are many collaborative approaches to Pl, including consultation, coaching, 
communities of practice, lesson study, mentoring, reflective supervision and 
technical assistance (nPDCI, 2008). a range of Pl practices exist in the 
context of school improvement. For example, teacher–researcher alliances 
have been formed (e.g. vaughn et al., 1998) and collaborative communities 
developed (e.g. Englert and zhao, 2001); professional development schools 
(voltz, 2001); critical friends groups which are teacher support groups 
(bambino, 2002); Friday forums where teachers support each other by 
relying on internal expertise (Hudson, 2002); and a variety of professional 
learning communities or networks. 

Discussion 

Teachers’ response to inclusion is often associated with their perceptions 
of the availability of training, resources, and administrative support. This 
chapter has offered one example to solicit teacher voice to co-construct 
culturally responsive learning opportunities.
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Developing a sense of community through some forum of discourse is 
important for educators. This appears to be a key ingredient in successful 
programs that prepare teachers to work with culturally and linguistically 
diverse students. This emerged as a key theme in our research (West et al., 
2006). 

Mentoring is another way to allow a teacher’s voice to be heard. The 
application of theory to practice is an essential component of learning in 
teacher education. The use of mentors could serve to bridge theory to practice 
and to provide support in an occupation that can be isolating. Mentoring is 
effective both in supporting new professionals as they enter the field and in 
retaining professionals. Teachers can be paired with mentors, and both can 
become part of a community-of-practice that supports each other through 
informal Pl. Several elements of the community-of-practice framework 
are important. group members share, build upon and transform what they 
know about effective practice. They co-construct knowledge through mutual 
analysis of each other’s experiences and apply new knowledge. Thus, all 
members, regardless of professional status, contribute to the professional 
community’s knowledge base.

To be culturally responsive, teachers must reflect upon ways to connect 
with the broader community and culture to align with the classroom context. 
Teachers can increase the academic and social achievement of students from 
diverse groups if they make use of, and build upon, the knowledge, skills, and 
languages these students acquire in the information learning environments 
of their homes and communities.

Conclusion

The persistent achievement gaps between various racial and ethnic groups 
are evidence of the challenges these students face and challenges we must 
address. Teacher preparation practices must be responsive to these issues and 
diversity as a consequence of changing demographics. Contrasting values 
and behaviors among participants in a given setting can lead to conflict 
and confusion about goals and instructional practices. lacking sufficient 
understanding of the experiences of minority families, even the most 
dedicated teachers can hinder children’s learning and progress.

an increasing body of research demonstrates that the single factor 
making the most difference in student learning is the quality of the teacher 
(nCTa, 1997). Thus, Pl can serve as a catalyst for social change as it 
influences quality and empowers teachers. We can challenge teachers to view 
educational beliefs and practices through the lens of social transformation 
to examine which beliefs and practices foster the equality of each voice, and 
which beliefs and practices perpetuate oppression and marginalization of 
certain individuals and/or groups. 
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Families, teachers and administrators should be engaged in a process to 
provide input to facilitate the development of culturally and contextually 
relevant Pl opportunities. To meet the needs of an increasingly heterogeneous 
society, it is imperative that we are prepared to respond effectively to families 
and children from varying cultural and linguistic backgrounds. If educators 
fail to understand cultural and linguistic diversity the risk of impeding the 
success of children from cultural orientations different from our own remains. 
ITE must provide activities and experiences that foster this understanding.

We must create culturally and contextually relevant professional learning 
experiences using teachers’ voice. Improved teacher preparation programs 
and Pl activities are necessary for realizing the goals of inclusive services for 
the ClD learner with an identified disability and his or her family. 
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Cooperative action research 
in a “Learning in regular 
Classrooms” school

Huan Song

Learning outcomes

•	 understand the learning in Regular Classrooms (lRC) approach in 
China.

•	 Reflect upon how a collaborative action research program can support 
professional learning (Pl) for a teacher engaged in lRC.

Introduction

In 1982, the newly revised Constitution of the People’s Republic of China 
stated that “the nation is responsible for providing disabled citizens with 
opportunities to work, live, and be educated” (national People’s Congress, 
1982, article 45). according to the Compulsory Education law of the 
People’s Republic of China, all children including those with disabilities 
who have reached the age of six shall be enrolled in school and receive 
compulsory education for the prescribed number of years. Due to the large 
number of students with disabilities and the lack of special schools, a national 
policy on inclusive education called “learning in Regular Classrooms” 
(lRC) was delivered by the Chinese government. Specific regulations 
and details of implementing the lRC program were stated in the 1994 
Tentative Regulation on Implementing learning in Regular Classrooms 
for Children and adolescents with Disabilities. In 2007, the lRC program 
served approximately 65 per cent of students with disabilities (Ministry of 
Education of China, 2007).

Deng and guo (2007) state that there exists a gap between the ideal and 
reality of inclusion in China. according to the results of their empirical study, 
the idea of full inclusion of individuals with disabilities into mainstream 
schools and society is supported extensively in principle. Most special 
education administrators, though, acknowledge that in practice it is too hard 
to realize this goal. a recent study on teachers in kindergarten also shows 
that more than 80 per cent of teachers agree with the concept of inclusion 
but less than 12 per cent had received special education training, and around 
64 per cent do not have enough confidence to implement inclusion (yan, 
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2008). Changing attitudes is not enough. Where inclusion is working, we 
need to ask teachers what or who is helping them to be successful, and where 
inclusion is not working, we need to ask what gets in the way. 

action research is a special research form which focuses on improving 
practice, but can also serve as an approach for teacher Pl. It can lead to 
professional understanding, personal growth, and political empowerment. 
Many studies have shown that participating in action research can change 
teachers’ concept of the teaching profession, increase teachers’ self-confidence, 
and inspire teachers’ creativity (e.g. noffke and zeichner, 1987). Recently, 
action research has been used as a powerful strategy for improving inclusive 
practice (Carrington and Robinson, 2004). little attention, however, has 
been paid to the relationship between action research and teacher Pl for 
inclusion. In this chapter, a case study will be described to show the effect of 
action research on the teacher Pl for inclusion.

action research teacher professional  learning

In an attempt to investigate how teachers cope when involved in the lRC a 
collaborative action research project was initiated. 

a school that had applied the lRC program for three years was selected. 
It was one of many junior middle schools located in an area between city 
and countryside in Chaoyang district, the most developed district of beijing. 
The large number of students with disabilities and the lack of supporting 
conditions are problems faced by this school and teachers. There are one or 
two students with disabilities in most classes in this school, and most of these 
students have an intellectual disability. 

The partner of this collaborative action research project was a 37-year-
old female teacher who had taught social studies for 15 years in this school. 
From 2006, she engaged in the lRC program. She had one student, Xu, with 
intellectual disability in her class. Xu was 16 years old, and got his certificate 
of intellectual disability at the age of 12 when he was studying in a primary 
school. The teacher expressed an interest in lRC and inclusive education 
and Xu’s parents accepted and supported this action research project. The 
project became possible due to the teacher being free of her routine work 
because social studies is not included in the senior high school entrance 
examination. The action research team, therefore, consisted of myself as the 
teacher educator, a postgraduate student majoring in special education, and 
the teacher.

The collaborative action research method was applied in this study. There 
were four phases which are summarized in Figure 23.1.

action research is a cyclical process in which action alternates with critical 
reflection. The research design acknowledges that new issues may emerge 
and develop during the study and mirrors the complexity of classroom 
teaching. Data collection methods included focus group interviews, 
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individual interviews, participant observation, and reflective journals. Data 
analysis was both inductive and deductive in nature for the “construction of 
meanings of inclusion and creating the practices that said to be inclusive” 
(Clough and barton, 1995, p. 12).

a story of  action research and a journal  of 
teacher learning

It was a warm afternoon in September when I came to the school to 
do the first participant observation. a seat was prepared for me just 
beside Xu, and I spent almost the whole afternoon in the classroom 
to observe him. During the four lessons in the afternoon, he just sat 
in his seat without any textbook on his desk, looking casually around, 
moving his body forward and backward from time to time and dozing. 
He hardly caught any attention from the teachers the entire afternoon 
and it seemed he was in his own world.

 (Journal notes) 

These notes are taken from the researcher’s field journal. It would seem 
that Xu had been in a similar situation since he came into this school. Xu 
also complained that: “The 45 minutes of a class passed too slowly. I always 
feel anxious when I walk into the school gate … I really don’t know how 
to kill the time.” The teacher once tried to connect with Xu’s parents, and 
his parents just said: “Xu is different from others. We have no requirement 
for his learning performance. The only expectation is not to make trouble 

Problem 
clarification

What are the 
problems which 
are faced by Xu 
in his learning? 

Planning

Program
action

Progress
evaluation

Reflection

How do we 
design lesson 
to get Xu’s 
attention and 
engagement in 
learning?

What are the 
effectiveness of 
the designed 
activities? Need 
to propose 
further action 
research plans?

How to guide Xu 
to engage in
learning activities?

Figure 23.1 Cyclic process of the cooperative action research
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for teachers and family”. The Chinese teacher in Xu’s class tried to involve 
Xu in the class, but failed eventually because Xu was neither willing to 
participate in the studying activities nor able to understand what the teacher 
taught. Xu also said: 

Chinese lesson is just to repeat what is already written in the textbooks; 
Mathematics is always to learn pi and other things; English is to endlessly 
copy and recite the text … I am not good at such rote learning for I am 
somewhat slow-minded. 

It would seem that due to his learning difficulties and his parents’ negative 
attitude, Xu had become accustomed to the idea of just staying in the 
classroom peacefully and waiting for the end of the lesson. 

The f irst  round of  act ion research

Problem c lar i f i cat ion

In the problem clarification of the first round of action research, the research 
team used reflective interviewing and analytic discourse to determine the 
problem. The teacher was asked to describe the problem briefly, and she 
stated that “Xu is so silent that he isn’t concerned about teaching and 
learning”. after the first team meeting, the teacher and the researcher began 
to observe Xu and complete reflective journals to clarify the problem. 

In the second team meeting two weeks later, the three members of the 
research team shared their observation notes and reflective journals and 
discussed the problem with each other. From the observation notes, the 
research team found that sometimes Xu would exhibit some interest in the 
class when the teacher mentioned living examples related to the real world, 
especially about cars and computers. Some useful information given by Xu’s 
parents also showed that Xu had a hobby collecting documents about cars 
and electronic products. The research team came to the conclusion that Xu 
does have an interest in learning, but does not find every lesson interesting. 
The problem clarified by the research team is how to call Xu’s attention to 
learning.

Planning 

Considering the former experience of Xu, the teacher suggested that the first 
step should be small and carefully designed. The teacher designed one or 
two questioning sections in each lesson. In such questioning sections, some 
questions were specially designed as more practical in order to arouse Xu’s 
interest in learning and let him give the answers more easily. For example, in 
a lesson about the 30 years of change in China, the teacher asked students to 
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describe some changes in their families and communities. Xu was asked to 
answer the same question. 

Program act ion 

This phase was to put the plan into practice. The teacher worked hard to 
design suitable questions and integrate them into each lesson. The design 
of each lesson plan and questions were discussed with other members of 
the research team before the class. The unit “the situation of our country” 
consisted of four lessons, and each question in each lesson was related 
to cars and computers which interested Xu. “When we talked about the 
change of our real life, he actively engaged in discussion … when his answer 
was correct, he was so happy and called ‘yEaH’” (Teacher observation 
notes). The teacher also wrote in her reflective journal that: “actually he 
is so happy to get teacher’s regards according to his performance in the 
lesson. He really is a simple and lovely child, and (I) should give more 
attention to him.”

Progress  eva luat ion 

The research team met together for the third time to inspect the data 
collected from interview, participant observation, and reflective journals, 
and to evaluate the effect of the first round action plan. The teacher began 
to recognize that: “Xu has some abilities … he can engage in (class), but we 
used to ignore him. and such neglect has been a part of our habit.” She also 
realized that:

Xu is stereotyped by his label. because of his label, he found an excuse 
not to study and for his laziness in learning. What is expected of him is 
not to make trouble. and as for learning he thinks he’s allowed to have 
poor performance due to his “abnormality”. 

after the first round of action research, the teacher not only knew more 
about Xu, but also worked out the strategies to stimulate the learning 
motivation of such students with disabilities like Xu. The most important 
was that she learned to be empathetic and to treat those students with respect 
and kindness. as Darling-Hammond et al. remind us:

The most important differences in what happens to children at school, 
depend on who their teachers are: what they understand about children 
and about learning, what they are able to do to respond to the very 
different approaches and experiences children bring with them to the 
learning setting, what they care about and are committed to as teachers. 

 (Darling-Hammond et al., 2002, p. 150) 
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The teacher and other observers, though, gradually found that Xu 
would engage more in the questioning section, but often move back to 
the original status for the rest of class. What was the next step they should 
take?

The second round of  act ion research

Problem c lar i f i cat ion

Data from observation notes and reflective journals showed that Xu learned 
little of the social studies curriculum despite behaving better in the class than 
before. Therefore, in the fourth research meeting the teacher clarified the 
new problem: how to engage Xu in meaningful learning not just in talking 
about topics related to his interests. according to Freire and César: 

… it is not enough to put all the children together in a regular school 
setting, even in a regular classroom where they share a common 
curriculum, if they are not provided with the means to successfully 
appropriate it. Therefore, school has to facilitate each child reaching 
his/her potential and appropriating a set of shared “tools” that will allow 
them to fully develop their potentialities and become fully included in 
the society of which they are a part.

 (Freire and César, 2003, p. 351) 

Planning

Sometimes our teachers feel that we should treat students equally, but 
the requirements fall down when we face students like Xu. In fact we 
shouldn’t treat him in this way. Maybe he can’t reach the level like 
others, but he can arrive at a lower level.

 (Xu’s teacher in interview) 

In the second round of action planning, inquiry learning activities were 
initiated into the class. Teaching social issues through inquiry allowed 
students to conceptualize a question and then seek possible explanations 
that respond to that question. Inquiry is suitable to students with intellectual 
disabilities for its characteristics such as authentic, collaborative, self-
regulation, and intuitionist approaches (arends, 2004). The designed inquiry 
learning activities were related to the topics of the curriculum of social 
studies. For example, students were divided into several groups to collect 
the information on different nations of China when the teacher taught about 
“China as a multinational country”. Xu also joined one of the student groups 
to take inquiry learning. 
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Program act ion 

at the beginning, the teacher asked the leader of the group which Xu joined 
to arrange a suitable task for him and help him to do it. but Xu’s performance 
greatly surprised the teacher:

of course, I was still worrying about him. I am afraid that Xu, who 
doesn’t engage in anything, dislikes trouble and would find an excuse to 
refuse. However, the next day when I met Xu in the corridor, he said to 
me complacently: “I collected them and handed them in. It was too easy, 
and I found lots of things.” 

as for Xu’s performance in the classes, firstly the frequency of his 
interaction with the teacher and other students increased. Secondly, the 
homework completed by Xu such as the inquiry report was outstanding. In 
the inquiry report about Dongxiang (a minority 东乡族), Xu had collected 
the related information of more than 4000 words through the internet and 
used the framework offered by the teacher to classify and coordinate the 
information into an integrated report and made it into a word file. Thirdly, 
Xu mentioned that he had learnt a lot from the inquiry learning activities, 
“I feel it is interesting. The lessons taught by the teacher are abundant in 
content, and easier. you will not feel too tired. The content is ample and 
extensive … I can learn about various aspects.” Xu also favored the inquiry 
learning activities, especially the collaboration with classmates and collective 
show. “For example, I can get knowledge that I do not know from my peers 
and vice versa.”

at the same time, the teacher reflected on the reason for Xu’s performance. 

Progress  eva luat ion

after one month of action, everyone including Xu himself all noticed the 
change that had happened to him. In the teachers’ reflective journal she 
wrote that: “I found he had obviously changed. He wouldn’t sleep in the 
classroom, and he liked to walk beside me and try to seek a topic to discuss 
with me. He is also more passionate to me than before.”

Inclusion is not only a pedagogical issue, but also a right issue and a 
values issue. as the teacher was implementing pedagogical initiatives in her 
lesson, her attitude to students with disabilities and inclusive education was 
changing as well. a sense of empathy gestated in her heart. as she said:

Sometimes when I saw him, I would suddenly have a small feeling of 
regret. because I ignored him too much before, now I talked to him 
even more than in the past two years … I think he would feel lonely in 
his heart. although his classmates wouldn’t tease him, but often joke 
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with cynicism … He always stands aside when taking photos, because he 
doesn’t know where he should stand … I totally understand him. 

Her confidence in treating and teaching students with disabilities also 
increased; she said “I think the most important thing is that you should 
understand them first, and you will teach more suitably when you know 
them more. Those children have their own potential.” 

Her confidence comes from the successful experience in this two-round 
action research. according to guskey’s statements about teacher change 
(1986), teachers’ change in belief and attitude would not happen until 
they saw the learning performance of students. The confidence also comes 
from the knowledge-of-practice that the teacher constructed in the process 
of problem clarification, planning, action, and evaluation. In the action 
research process, the teacher not only reflected her own teaching practice 
and the performance of Xu, but also absorbed the knowledge of inclusive 
education, the characteristics of students with intellectual disabilities, and 
inclusive pedagogy from reading books and meeting with the partner from 
university. 

Discussion

Mainstream educators in China have to contend with large class sizes, limited 
educational resources, and an exam-oriented education. Teachers must find 
ways to include children with disabilities in regular classrooms, despite 
these systemic constraints. Some of the previous literature has approached 
the issue of inclusion as problems in changing teacher attitudes. but what 
teachers need to know urgently is how to work for inclusion. The teacher 
here had the same confusion and expectations: “[lRC] needs more research, 
maybe no more suitable ways. but now I feel there are a lack of strategies 
and means.” according to vlachou and barton (1994, p. 105), “calls for 
teachers to promote more inclusive educational priorities will be viewed as 
an additional burden, if, for example, they feel insecure, lack encouragement 
and are provided with little serious, sustained and adequately resourced staff 
development”. Findings from the interviews with the teacher’s colleagues 
also mentioned that teachers have reservations about including students with 
SEn in their classrooms since they feel that they are not well prepared. 

In this collaborative action research for inclusive education, the research 
team helped the teacher to clarify problems, to design an action plan, to 
implement the program, and to evaluate the process. The educational 
researcher became a critical friend of the teacher. The teacher became an 
active learner and a knowledge constructor, consistent with what Cochran-
Smith and lytle (1999) describe as knowledge-of-practice. 

There are three paradigms of teacher development: teacher development 
as knowledge and skill development; as self-understanding; and as ecological 



224 Huan Song

change. This involves more than changing a teacher’s behavior. In this action 
research, the Pl of the teacher was a process of seeking self-understanding, 
including reflecting upon her attitude and belief about education. In 
o’Hanlon’s (2003) discussion about the interrelationship between action 
research and inclusion, she argues that for education practice to become 
inclusive it must first become reflective. In this action research project, keeping 
a reflective journal and reflective interviewing aided the role of critical self-
reflection for personal transformation. The effects of self-reflection and the 
support from a critical friend, allowed the teacher to achieve greater Pl 
as well as solve many of the problems with Xu in her classroom. at the 
same time, good teaching of students with disabilities who are included in 
general education classrooms is the same as good teaching for all students. 
The teacher also said that she learned how to analyze the characteristic of 
different students and how to facilitate children to reach their potential from 
the process of treating Xu.

In such a standardization education context as is found in China, there are 
many barriers to the implementation of inclusive education. If the government 
wants to implement inclusive education, it has to provide teachers not only 
with new knowledge and new competences, but also with adequate human 
resources and physical support to enable this. utilizing a collaborative action 
research approach as used here seemed to have enormous benefits and 
should be seen as one possible way forward for improving the Pl of teachers 
engaged in the lRC philosophy. 
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a model professional  learning 
program for enhancing the 
competency of  students 
with special  needs
Pennee Kantavong and 
Suwaree S ivabhaedya

Learning outcomes

•	 understand a model for teacher training for enhancing competency of 
students with autism, attention deficit/hyperactivity disorder (aD/HD) 
and learning difficulties (lD) in an inclusive classroom.

•	 become aware of the application of parallel lesson plans.
•	 acknowledge sociocultural issues regarding inclusion.

Introduction

In Thailand, growing numbers of students are being identified as having 
autism, aD/HD and lD. To meet the educational and social needs of these 
students, The Constitution of the Kingdom of Thailand, B.E. 2540 (Public 
Relations Division, 1997) and the National Education Act of B.E. 2542 
(office of the national Education Commission, 1999) set forth the legislative 
requirement for the State to provide special education to people with special 
education needs (SEn) by considering their equal rights and opportunities 
to receive basic education. These legislative acts also acknowledged that the 
State is responsible for organizing appropriate education for these groups of 
students based on their abilities. Despite these legislative mandates, however, 
reports from the Ministry of Public Health suggest that there is still a lack of 
education support for these students, especially when it comes to educating 
them in inclusive classrooms. 

a significant barrier in achieving these legislative goals has been the lack of 
education provided to teachers, administrators, parents and the general public 
related to understanding the educational and social strengths and challenges of 
these students and the different ways educators and parents can collaborate to 
help enhance their learning so they can succeed in inclusive classrooms. 

The professional learning (Pl) program model presented here was an 
attempt to help professionals and parents implement inclusion effectively. 
Since inclusion is a relatively new concept in Thailand, we do not have 
sufficient trained teachers in the fields of special education and the majority 
of teachers do not understand or have enough knowledge to work with 
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students with special needs. Importantly, we do not have assistants in 
inclusive classrooms. In order to carry out effective implementation of 
inclusion we need a great deal of involvement from various parties, e.g. 
teachers in school, principals, parents, the community, outside institutions as 
well as policy-level organizations. Many countries that are like Thailand are 
experiencing similar challenges as they aim to develop inclusive education.

the program

The Pl program, which was differentiated for teachers, administrators and 
parents, involved a range of activities. The teachers were trained on five 
consecutive weekdays. This was followed by three months of working on 
planning and teaching materials. Presenters were available to assist teachers 
via phone or email. at the end of the three months the presenters went to the 
teachers’ classes and observed and reflected with them on the process. The 
parents and administrators participated in one full day of professional learning. 

Some of this was provided for all teachers, administrators and parents 
together:

1 a whole-group session addressing the concept of inclusive education 
and intervention attended by teachers, administrators and parents. 

2 guest speakers presented to the whole group on interventions for 
people with autism, lD or aD/HD. Parents were provided with a 
handbook for helping their children at the end of the day.

While some was presented just to teachers:

1 Teachers were asked to choose a specific disability workshop related to 
students with autism, aD/HD or lD. Forty-seven teachers chose the lD 
workshop and viewed a video related to cases of students with learning 
disabilities. nineteen teachers selected the autism workshop and learned 
about brain exercise activities and 41 teachers selected the aD/HD group 
and viewed a video and attended lectures about aD/HD. 

2 The project provided six hours of learning activities on content, 
curriculum and IEP development for the lD and autism groups, 
while the aD/HD group learned about behavioral modification and 
communication techniques.

3 all groups participated in differentiated six-hour workshops on the 
development of parallel lesson plans: a learning and teaching strategy 
designed to guide teachers in accommodating a range of learners in 
inclusive classrooms. Sets of teaching materials were displayed and 
procedures for developing and implementing parallel lessons were 
modelled. Each group developed at least three sets of teaching materials 
and lesson plans; presented their lesson plans and teaching materials 
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to the rest of their group members; and received immediate feedback 
from the presenters and participants.

4 Teachers were provided with a three-hour presentation on how to 
communicate with parents and ways to develop social skills. after the 
presentation teachers attended a group of their interests for the in-
service program. because of their roles in implementing instructional 
approaches to actual classrooms and reflecting on these through action 
research, teachers were trained in every angle including curriculum 
analysis and development, instructional approach, how to select and 
develop innovations, lesson plan development and action research.

at the end of the five-day training, the teachers received handbooks and 
were asked to spend three months developing their own teaching materials 
and parallel lesson plans.

Program part ic ipants

one hundred and seven school teachers, 18 administrators and 68 parents 
from 16 schools (eight from Suphanburi province and eight from Khon Kaen 
province) were selected to participate. The teachers received five days of 
training and the school administrators and parents received one day.

Curriculum

The professional learning program, developed by a team of 14 researchers and 
consultants, was based on a needs assessment completed by the program 
participants and a review of the professional literature. 

Participants selected a specific disability category and received parallel 
lesson plans related to effective interventions for that disability category. The 
conceptual framework for the content of the Pl program for the different 
interest groups focused on the following intervention techniques.

Intervention techniques for students with autism (e.g. arayawinyoo, 2003):

•	 behavioral strategies
•	 Task analysis
•	 Prompting
•	 TEaCCH (Treatment and Education of autistic and Related 

Communication-handicapped Children)
•	 PECS (Picture Exchange Communication System)

Intervention techniques for students with aD/HD (e.g. Salend, et al., 2003):

•	 Classroom environment accommodations
•	 behavioral strategies
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•	 games/play
•	 Task analysis
•	 basic skill
•	 Speech and language
•	 Problem solving, organization and study skills
•	 Meta-cognition
•	 Creativity
•	 Providing immediate feedback.

Intervention techniques for students with lD (e.g. arayawinyoo, 1999):

•	 Task analysis
•	 Highlighting
•	 Providing immediate feedback
•	 Peer-mediated techniques.

To help overcome this barrier, this chapter presents a Pl program 
designed to enhance the competency of teachers, administrators and parents 
in supporting students with SEn.

Program evaluation

a classroom observation was conducted as a following-up evaluation after 
three months. Researchers visited schools twice to provide feedback and 
share reflective problems with teachers. Forty teachers volunteered to 
demonstrate how they implemented their parallel lesson plans and teaching 
materials in actual classroom settings. The best practices were also selected 
from the parallel lesson plans. Finally, a collaborative meeting between 
school administrators, parents and teachers was organized to discuss the Pl 
program. The results of these program evaluation activities are presented 
below.

Knowledge and understanding development

Participating teachers reported that they felt they could practically use the 
knowledge gained from the training to enhance their work with students 
with a range of disabilities. They also noted that they learned techniques to 
help students with autism. Several teachers commented on the value of the 
directed learning experiences which provided them with the opportunity to 
practice and develop new instructional skills.

both teachers and parents reported that they tried to implement TEaCCH 
and PECS techniques to enhance students’ social skills. Though time did not 
allow in-depth data collection related to the development of these skills, 
teachers and parents both agreed that their students gained more social skills. 
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Parents also indicated that their participation in the program enhanced their 
confidence in helping their children develop new skills. Some parents asked 
for further advice about government financial support since they had to 
spend a lot of money in taking care of their children. Some parents reported 
that they gained more hope when learning about methods of intervention 
from the project. The school administrators expressed satisfaction with the 
Pl and encouraged their subordinates to participate in this project. Teachers 
and parents asked the researchers to continue to help them learn new 
pedagogical techniques. 

Results from classroom observations showed that the Pl program helped 
teachers reflect on the ways they could improve their instruction, which 
was beneficial for students. as for parents, their behavior changed after 
the training and they felt hopeful that there were people out there to give 
them guidance on how to assist their children. according to interviews 
conducted before the training, most of the parents showed an interest in 
the training because they wanted to help their children. after the training, 
many of the parents reported that they had implemented the knowledge 
gained. For example, with the assistance of the manual and the Pl program, 
some parents played learning games with their children which helped their 
children develop necessary skills. 

The outcomes support the work of ainscow et al. (2006) who stated that 
the success of inclusion is based on schools holding certain characteristics or 
a culture of understanding and good relationships with students. To achieve 
these, it must begin with the school principal, then involve teachers and 
parents. 

Lesson learned

In order to organize the Pl program to increase the knowledge of teachers 
in arranging learning activities to help enhance competency of children 
with autism, aD/HD and lD, the researchers studied and analyzed theories 
and the needs of participants to find ways of helping them to enable their 
students to succeed in inclusive classrooms. as a result, teachers were all 
interested and fully participated in every activity all through the five-day 
training.

From teachers’ reflections as well as researchers’ observations, it was 
found that the teachers working in inclusive classrooms had well-prepared 
lesson plans with clear explanations. They also applied various strategies 
such as buddy techniques using games and feedback (Reid, 1999), which 
were taught during the Pl program. as for the classrooms with students 
with lD, students, teachers and parents tried to use games and story-telling 
techniques. Teachers divided one lesson plan into many lesson plans but with 
smaller sequential steps. They also motivated students by using diagrams 
and pictures, giving positive feedback, as well as encouraging students to 
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participate in asking and answering questions in their teaching. Highlighting 
was also used for reading-skill development.

The test scores of students with special needs in the experimental group 
increased, though there was no significant difference between the pre- and 
post-test scores. There were, however, distinctive results in the development 
of teaching and learning activities as evidenced by the following.

Act ive  part ic ipat ion by  teachers

Teachers were active in developing their lesson plans and reflected on 
their teaching and participated in meetings after the researchers’ visits and 
observations. Teachers asked questions and informed the researchers that 
the researchers’ feedback after observing them was helpful in offering them 
clarification of lesson planning and the application of teaching techniques. In 
addition, teachers gained more confidence and motivation in applying their 
knowledge to assist students with special needs, though this might mean 
that they had more work to do. They also found that their students without 
disabilities also enjoyed and benefited from the learning activities provided to 
accommodate students with special needs. 

Increased parenta l  support

Parents realized the importance of teaching. because of their social and 
economical status, some parents could not help their children, even though 
they received a manual and learned some games from the Pl program. The 
underlying reasons were that they did not have time to read, they were 
illiterate or not very proficient in reading. after the Pl program, they gained 
a greater understanding and more positive feelings towards their children. 
before the training, they reported feeling very stressed when their children 
did not perform well at school or behaved badly and differently from other 
students. The knowledge gained from the training encouraged them to 
be more patient and sensible. For example, a mother of a child with lD 
noted that games helped them talk to each other more than before and that 
learning games could draw attention from her child, so she could teach 
him how to read and write. This mother, however, felt that she wanted to 
learn more since she only gained guidelines from the Pl program, but when 
she had problems, she could not do much due to lack of knowledge. This 
reflected that even though parents gained a small amount of knowledge, 
suggestions and intervention techniques, they were willing and tried to help 
their children as much as they could. Most importantly, nearly all of the 
parents who participated in the Pl program felt that it made them realize 
that they were not alone, or abandoned by society. 
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Improved soc ia l  awareness

Creating social awareness, giving knowledge and encouraging understanding 
between teachers and parents are all important aspects for the Pl. The 
“loving and Care” notebook was created and introduced for teachers to 
use as a mean for communication. lim and Quah (2004) pointed out that 
students with lD are often given fewer opportunities to develop important 
thinking and study skills. Teachers and parents who participated in the PlP 
gained knowledge and understanding about students with special needs. It 
did not matter whether the parents were employed or unemployed or if they 
were of a highly respected occupation or not. not only teachers and parents, 
but also school administrators received the training. School administrators 
were one of the key factors in the accomplishment of inclusive classrooms 
since they could give support and guide the way to sustainable development 
of inclusive classrooms.

Teachers reflected that Thai teachers extended kindness to students with 
special needs. but they did not know how to handle the problems and organize 
the lessons and activities for students with special needs. Participation in this 
project was useful for them as it helped them understand aspects of working 
with students with special needs. 

at the same time, other teachers at their schools should be aware and 
understand the importance of giving help to these groups of students. They 
should also have knowledge and understanding in order that the development 
and arrangement of inclusive classrooms occur within a smooth and supportive 
atmosphere. In this research, almost one-third of the teachers from almost 
all of the experimental schools were trained. In some schools, every teacher 
participated in the project. This assured us that we were on the right track to 
begin the process in helping students with special needs in schools. 

Recommendations

Some recommendations for the future at a school, institutional and policy 
level are as follows:

School- leve l  support

1 Develop teachers’ knowledge of inclusive classrooms so that every 
teacher understands characteristics of students with special needs and 
to make it easier to help children in these groups.

2 Promote the application of various teaching and learning activities 
so that teachers realize the difference between and understand the 
strengths and challenges of all of their students. This will lead to the 
arrangement of teaching and learning activities that are appropriate for 
various groups of students. 
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3 Realize the importance of inclusive classrooms despite the fact that it is 
a rather complex issue and difficult to manage. The accomplishment of 
inclusive classrooms depends largely on this factor since support from 
outsiders can help teachers to learn about and access the different types 
of support necessary for each type of student. 

4 School administrators should seriously participate in the developmental 
process of inclusive education because they are the direct supervisors of 
teachers at school, so they should have knowledge and understanding 
and be able to help the teachers. Their leadership in the arrangement 
of inclusive education can encourage teachers at school to seriously 
participate in the development of inclusive education.

5 Include plans to develop teaching and learning to help students of 
special needs in the year plan of the school. 

Outs ide inst i tut ions/ inst i tut ions  o f  h igher  educat ion support

1 The development of inclusive education will be successful and yield 
satisfactory outcomes if there is an implementation of collaborative 
action research or “evidence-stimulated reflection” as referred to by 
ainscow et al. (2006). The collaborative action research provides 
opportunities for every party involved in the research to evaluate, 
reflect, analyze and understand each other’s problems. This will lead 
to collaborative thinking in order to find practical solutions and mutual 
drive that will result in a concrete process in helping students with 
special needs.

2 The collaborative action research will be very useful when experts and 
researchers from various fields are involved in the project in order to 
be partners in sharing and learning from one another. This means that 
everyone will have the opportunity to have access to the information 
from the perspectives of researchers as well as teachers who act as 
practitioners.

3 Teacher’s colleges and institutions should offer compulsory courses 
in inclusive education or special education. according to ainscow et 
al. (2006) teachers’ understanding of inclusive education affects the 
success of intervention towards these groups of students. Teachers’ 
opinions about students with special needs are usually influenced by 
their viewpoint and attitude based on their own culture and values. 

4 Encourage exchange of viewpoints and understanding beyond the 
scope of those working at schools. Copland (2003) suggests that 
systematic research that involves every party will result in leadership in 
creating changes. It will also facilitate the participation of communities 
into the process of development. This will establish the school culture 
and lead to a sustainable process of intervention. 



234 Pennee Kantavong and Suwaree Sivabhaedya

5 Provide knowledge to teachers and parents by offering Pl. It should be 
provided continuously and include as many schools as possible. 

Pol icy- leve l  support

1 The government should foster the policy of an equal right to a better 
quality of inclusive education for all students. Toward this end, the 
government should establish a working unit to be responsible for 
identifying and supporting students with special needs in general 
schools. 

2 Promote the development of a parent’s manual for helping their 
children. Publicize this widely since there are many parents who do 
not have time to participate in training, but they should be given an 
opportunity to understand how to assist their children. The manuals 
can at least help them gain a basic understanding and intervention for 
their children.

3 Promote the organization of schools’ networking to develop inclusive 
education. Teachers with appropriate qualifications should be selected 
as pilot teachers in the network in order to give advice to neighboring 
schools and receive suggestions from others. nevertheless, the idea of 
school networks must be established systematically with research-based 
organization using the approach provided in this research in order to 
have outstanding teachers who can actually be leaders for the network. 
This method will lead to a sustainable development of the intervention 
even after the completion of the research project.

4 Publicize documents relating to policies on education for people 
with special needs. Conferences and Pl programs should be held 
continuously and nationwide to raise public awareness of and help 
foster positive attitudes towards people with special needs.

5 Establish and develop a database that provides information on sources 
of intervention for people with special needs, including diagnosis 
and screening tests, knowledge and training organizations as well as 
schools that can be a model for exchanging ideas on how to organize 
inclusive education.

Conclusion

The five-day Pl program for enhancing the capacity of students with special 
needs such as autism, aD/HD and lD in inclusive classrooms, considered 
the appropriate approach to help teachers be successful where there were no 
teaching assistants and proper teaching materials. Intervention techniques, 
teaching materials and parallel lesson plans were introduced. Teachers gained 
hands-on experiences which led to their increased confidence in developing 
their own work. The classroom observations conducted by the research 
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team created good collaboration between teachers and researchers. as for 
those teachers who did not demonstrate their teaching for feedback and 
evaluation, they at least gained some knowledge and understanding related 
to helping students with special needs in inclusive classrooms.

The one-day training session for school administrators and parents not 
only provided them with knowledge and understanding but also raised the 
awareness of the importance of good school leadership and the value of 
participation from parents. The notebook for parents worked as a means of 
communication between teachers and parents.
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Upski l l ing al l 
mainstream teachers
What i s  v iab le?

Kuen- fung S in ,  Kok-wai  Tsang,  
Chung-yee Poon and Chi- leung La i

Learning outcomes

•	 understand the wide range of challenges in upskilling mainstream 
teachers for inclusion.

•	 Identify the viable components specific for organizing courses of 
inclusion for mainstream teachers.

•	 acquire a repertoire of feasible strategies to address areas of concern 
for teachers regarding inclusion.

the three-t ier intervention model in student 
support

The adequacy of support for students with special education needs (SEn) in 
ordinary schools is debatable as it is always considered as a kind of struggle 
for resources and manpower. In Hong Kong, a three-tier intervention model 
with increasing levels of support is used to define the appropriateness in 
meeting the diverse needs of students with SEn. It is suggested that in Tier 1 
support, quality teaching, in terms of appropriate differentiated teaching, is 
recommended to support students with mild learning difficulties in class. In 
Tier 2 support, the arrangement of “add-on” intervention will be appropriate 
to meet the needs of students with persistent learning difficulties. In Tier 
3 support, more intensive support, special accommodations or specialist 
support are expected for cases of children with more persistent learning 
difficulties (Education bureau, 2007). 

In line with this intervention model, a five-year teacher professional 
development framework in integration was launched by the Education 
bureau in 2007. It is expected that about 10 per cent of teachers in each 
school would complete the basic Course on Catering for Diverse learning 
needs (30 hours). Participants learn theories and strategies in curriculum, 
teaching strategies and assessment accommodations so as to provide Tier 1 
and, to some extent, Tier 2 support. For leadership training in SEn, at least 
three teachers in a school must attend the advanced Course (90 hours) which 
includes study about students with special needs, school-based attachment 
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experience and a school-based project. The participants are prepared to plan 
and arrange the Tier 2 support in schools. In addition, Thematic Courses 
on children with specific types of need (60 hours), e.g. autism Spectrum 
Disorders (aSD) or attention Deficit/Hyperactivity Disorders (aD/HD), 
are provided covering in-depth training in these areas. after these courses, 
participants are able to manage students with more severe learning difficulties 
at Tier 3 support level in schools. 

In 2007–10, these programs were commissioned to the Hong Kong 
Institute of Education. The annual intake of teachers reached 2000 in 2007 
and 2008. because of their diverse professional needs, the operation is 
always challenging and demanding and raises many questions. For example, 
how do these courses prepare teachers competently for providing support 
in the three-tier intervention model? In what ways will the course design 
and activities help to achieve the expected goals? The following core areas 
have been identified as the key outcomes from the courses as they have the 
practical value for upskilling the mainstreaming teachers.

1 learning the concepts of inclusion.
2 Examining knowledge about supporting students with special needs.
3 Mastering the instructional techniques for diversity.
4 Sharing successful experiences.
5 Reflecting on their beliefs in teaching.
6 Participating in professional dialogue.
7 using community resources.
8 Disseminating research outcomes.
9 advocating a whole-school approach (WSa).

Learning the concepts of  inclusion

Inclusion involves quality education for students with SEn who can 
benefit from education in ordinary schools. SEn is generally considered 
as a continuum of diversity which can be appropriately catered for with 
differentiated teaching and support in learning (Education bureau, 2007; 
ainscow, 1999; Forlin and lian, 2008). It is evident that the concepts of 
inclusion have not been firmly rooted in many Hong Kong schools (Tsui 
et al., 2007). although teachers follow closely the guidelines or indicators 
for inclusion (booth and ainscow, 2000; EMb, 2004) in reviewing and 
formulating school-based inclusive policy and practice, they plead ignorance 
about inclusion. For example, the majority of teachers have little knowledge 
of the Code of Practice on Education that was derived from the Disability 
Discrimination ordinance (Equal opportunities Commission, 2001). 
according to the Code of Practice, it is assumed that all schools should exert 
effort in developing the procedures to prevent and eliminate disability 
discrimination. However, cases of neglect, refusal and discrimination 
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against students with disability are reported in schools by the media or 
reports from time to time (CSnSIE, 2003; Tsui et al. 2007; office of the 
ombudsman Hong Kong, 2009). The respect for the rights and dignity of 
students with a disability is also less emphasized in schools. In 2008, the 
government of Hong Kong responded to the united nations Convention 
on the Rights of Persons with Disabilities (labour and Welfare bureau, 
2009). at the initial stage, few actions were taken in schools to eliminate 
discrimination. There is still room for awareness enhancement, with 
particular reference to the details of the Convention below.

•	 Respect for inherent dignity, individual autonomy including the 
freedom to make one’s own choices and independence of persons.

•	 non-discrimination.
•	 Full and effective participation and inclusion in society.
•	 Respect for difference and acceptance of persons with disabilities as 

part of human diversity and humanity.
•	 Equality of opportunity.
•	 accessibility.
•	 Equality between men and women.
•	 Respect for the evolving capacities of children with disabilities and 

respect for the right of children with disabilities to preserve their 
identities. 

(labour and Welfare bureau, 2009, p.7) 

In the courses provided in Hong Kong on studying inclusion, the 
rationale and core values are appropriately elaborated in the local context. 
With in-depth study on the theories and practices in inclusive education, 
participants are expected to understand inclusion critically from different 
perspectives, such as the comparison of psycho-medical legacy, sociological 
response, curricular approaches, school improvement strategies and 
disability studies critique (Clough and Corbett, 2000). Participants, 
however, usually prefer contextual exemplars to theoretical concepts in 
the study. Cases of direct and indirect disability discrimination, disability 
harassment and disability vilification, for example, are therefore used as 
workable exemplars to inspire teachers’ reflective thinking. Consequently, 
the learning of the underlying theoretical constructs in inclusion is crucial 
but the use of appropriate strategies, such as problem-based learning or 
case analysis, are vital in achieving the outcome. 

Examining the knowledge in special  needs

Students with SEn exhibit a wide range of special characteristics, deficiencies, 
impairments and behavioral patterns that can lead to social, psychological 
or learning difficulties. The implications of their disabilities for education 
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and rehabilitation are complicated (Rehabilitation advisory Committee, 
2007). The inter- and intra-individual differences vary case by case. Rather 
than examining the deficits or inadequacy, the strengths for development 
become the major concern in learning and teaching (Mittler, 2000). Teachers 
are expected to demonstrate competency in identification, needs analysis, 
removal of learning barriers and differentiated teaching strategies when 
addressing students’ individual needs. Many teachers overlook this notion 
but focus more on individual incompetency. Therefore, in the special needs 
courses, teachers not only learn the terminology, definitions or diagnostic 
criteria of disabilities, but also acquire skills in analyzing the impact of the 
disabilities and the derived psychological, social and learning needs. This 
body of knowledge and skills can then be transferred to the examination of 
the needs of other diverse students, such as those with cultural differences, 
gifted students, and those of low socio-economic status or of ethnic minority. 

Mastering the instructional  techniques for 
diversity

Competence in catering for diversity is an essential component in teacher 
education. The aims of study should foster the positive attitude of teachers 
to all students with mixed ability as well as empower them with the skills 
to address the wide range of needs these students exhibit. For students 
at different tier support levels, many instructional techniques, supported 
by literature and research, are possibly recommended for classroom 
practice. For example, the visual cues for students with aSD, behavioral 
modification for students with aD/HD, literacy programs for students 
with dyslexia, differentiated teaching for low achievers and enrichment 
activities for ethnic minority students are popularly found in schools in 
Hong Kong (Sin, 2004). Teachers are also familiarized with the use of 
response to intervention models in addressing the students with SEn at 
the Tier 3 level. Some teachers experience success in using the training 
resources, derived from the theory of mind, to enhance the social cognition 
of students with aSD. In relation to those innovative strategies, teachers 
should make professional decisions in the selection process. Training, 
practice and evaluation are necessary but the process takes time and effort. 
It is difficult for the participants to master all the instructional techniques 
effectively for diversity in the short but intensive courses provided. Class 
observation, sharing sessions and try-outs are also essential for improved 
pedagogical practice. Sometimes, by experiencing the disabilities, teachers 
may know more about the difficulties that the students with SEn encounter. 
Their first-hand experience in simulation games or social contact with 
students with SEn refines their planning and teaching. The participants, 
therefore, cherish opportunities such as school attachment, for learning 
and practicing the instructional techniques for diversity. 
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Sharing the successful  experience

Since the introduction of the WSa in addressing diversity in 2003, a lot 
of changes at different levels have been observed in Hong Kong schools. 
Many schools firstly formulated policy and practice at the school level, 
which was followed by the setting up of a learning support team at the 
organization level (Tsui et al., 2007). at the very beginning, schools focused 
on teacher empowerment so that teachers worked competently in writing 
individual education programs (IEP) and doing case work. With support 
from the Education bureau and special schools acting as resource schools 
(Forlin and Rose, in press), some schools successfully launched projects in 
curriculum differentiation and behavior management. In response to school 
bullying, peer support programs, mentor schemes or “disability awareness 
programs” were identified in some schools. The introduction of co-teaching 
was widely launched in some cluster schools (Hui et al., 2004). Some schools 
also recognized the significance of home–school partnerships in learning and 
teaching. Parents were encouraged to take part in many school activities. 
More importantly, teachers attempted to use innovative strategies in their 
teaching. Structured teaching, visual cues, paired reading, multisensory 
approaches or social skills training were adopted in regular classrooms (Hui 
et al., 2004). It is encouraging that a lot of successful experiences have been 
disseminated in seminars, workshops and publications in local context (Hui 
and Sin, 2003). The impact of the sharing culture and partnership model is 
far reaching, in terms of professional growth and school development. In the 
course activities, on the one hand, exemplars of good practice are identified 
for guest talks or seminars. on the other hand, participants are encouraged 
to share their success or front-line experience with others through different 
channels, e.g. e-learning, group presentations or by case analysis.

reflecting on the bel ief  in teaching

Inclusion is always considered as the realization of “education for all” and 
the way to achieve excellence in teaching and quality education. The long-
term goal is to eliminate discrimination so as to build up a harmonious 
community with acceptance and support. The difficulties identified in the 
process of implementation generally discourage teachers in Hong Kong 
from achieving this goal. Inadequate support, poor leadership, ineffective 
management, large class sizes and a wide range of special needs are all 
sources of frustration (CSnSIE, 2003; Forlin and lian, 2008). Teachers have 
strong resistance to curriculum or instructional differentiation, in view of 
the enormous effort and huge amount of time for preparation. They do, 
though, recognize the potential value in addressing individual needs, if the 
intervention plan is tailor made. This “cognitive conflict” leads to their 
upsets and disappointment. Indeed, attitude change is the most challenging 
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task to be dealt with in the course. It is evident that the knowledge and skills 
they acquire changes their misconceptions about inclusion. For example, 
after the in-depth study in literature and research reports, teachers are able 
to examine critically the issues in classroom practices and school work. In 
case analysis, they explore the alternative strategies in addressing the needs 
of the individual child. Their reflection in group presentation is always 
affirmative and promising. Their belief of inclusion is always made known 
in the reflective part of their written assignment. Therefore, for successful 
special needs courses, the inclusion of the objective for fostering positive 
attitude and change is distinctive and necessary.

Partic ipating in professional  dialogue

Professional support is particularly important at the Tier 3 support level. 
Partnership and dialogue are increasingly noted within the support system. 
apart from the case conferences and meetings, teachers are expected to take 
part actively in seminars, workshops, forums or symposiums for professional 
or academic exchange. More importantly, these activities help them build up 
professional links and establish future partnerships. In the past, the specific 
terms, autistic spectrum disorder, dyslexia and developmental coordination 
disorder, were not widely known to the public. Teachers found it difficult 
to interpret the implications of educational assessment and followed closely 
the recommendations suggested by the educational psychologist or other 
professional. Frequent dialogue exchange during the course of study, 
however, clarifies these misconceptions or misunderstandings. Teachers 
are able to comprehend correctly the assessment results and to formulate 
appropriate intervention plans. In some cases, for example, with the advice 
from the audiologist, the teacher can find out how to use the FM receiver in 
class teaching or assist students with hearing impairment to use their hearing 
aids properly. after consultations with occupational therapists, the teachers 
are able to set up a barrier-free school campus or use the auxiliary aids for 
students with physical disabilities or with visual impairment. The resultant 
outcome of effective communication and partnership signifies the essence of 
a trans-disciplinary approach in addressing diversity (ainscow, 1999; Hui et 
al., 2004). 

Using community resources

In most Hong Kong special schools, a team comprising a nurse, a speech 
therapist, an occupational therapist and a physiotherapist work collaboratively. 
The special schools also seek help or advice from professionals, e.g. a clinical 
psychologist or psychiatric doctor, or from the community. Mainstream 
schools, though, lack the appropriate expertise and resources in addressing 
their students at the Tier 3 support level that is more intensive and professional 
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in nature. unlike special schools, mainstream schools are not entitled to or 
adequately provided with all types of professional or therapeutic support. 
Following the introduction of a new funding mode, mainstream schools are 
now able to hire quality services from ngos or professionals for supporting 
their students. For example, because of the availability of grants for speech 
training, many speech therapists started their own business offering school-
based training to students with SEn in primary schools. Teachers also gain 
skills in the staff development workshop and benefit from advice in case 
conferences. Some products such as screening tools for identification and 
teaching kits for remediation purposes are widely used for the support of 
students with SEn at different levels. Furthermore, the training or support 
programs of some parent centers for children with aSD, the deaf and the 
blind are welcomed by parents and teachers. Teachers become familiar 
with the usefulness of the assistive technology through their visits to the 
rehabilitation organizations. Finally, teachers also find useful resources and 
tailor-made teaching materials in the special education resource centre of the 
Education bureau (2009). Participants in the courses note the significance 
of utilizing the community resources. Therefore, in the course delivery, it 
is necessary to develop a collaboration partnership with local ngos and 
inform teachers of the possible advice, resource, aids, services and therapies 
available in the community.

Disseminating the research outcome

learning comes with action. being practitioners, teachers are expected to 
reflect, evaluate and disseminate their work (Hui and Sin, 2003). In the 
process of professional development, it is essential to encourage teachers 
to identify topics of interest and areas of examination, on the supposition 
that before the enrollment, they have difficulties, queries or failures in 
addressing classroom diversity. In the need’s analysis during the course, this 
assumption is always valid. The participants expressed their intentions for 
seeking feasible solutions to their queries. In order to address their concerns, 
the outcome dissemination in the form of a school-based project is one of 
the course objectives to be achieved. Participants are expected to develop 
strategies in integrating their learning with their classroom teaching and 
school support work. The outcome is disseminated in the form of an oral 
presentation and poster display in the program seminar. Some participants, 
however, in the cohorts may resist carrying out the try-out and may even 
challenge the feasibility and practical use of the school-based project. Their 
inert motives finally change after they have gained support, in terms of 
guidelines, consultations, resources and sharing. They are encouraged to 
address the issue, search for literature, identify areas of interest and plan an 
implementation. The outcome of their practical work is always fruitful and 
of practical use. For example, the implications of including students with 
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aD/HD on teaching and learning in the primary school setting are different 
from those in secondary schools. Teachers report their innovative plans for 
social skill training and learning support. Students with aSD always have 
unique characteristics and different behaviors. Home–school partnerships 
and strategies in addressing their needs by a WSa are well elaborated in some 
of the participants’ projects. For example dyslexia in Chinese and English 
language always leads to the misconceptions of students’ effort in reading and 
writing. after the introduction of the learning programs in phonological and 
morphological awareness, teachers are able to recognize the achievements 
of these students. Indeed, it is necessary to empower teachers with the 
knowledge and skills in integrating their knowledge with practice. More 
importantly, teachers have to plan, act and evaluate the effectiveness of their 
interventions. Their plans may be inadequate or flawed, but the process of 
action learning is significantly noted, particularly regarding the evaluation 
for future improvement. The school-based project, therefore, though not 
always welcomed by some participants, is a unique feature in the advanced 
Training Course. 

advocating the whole-school approach

The current policy in Hong Kong schools is a WSa to inclusive practice. 
It aims at providing the full range support and care to all students with 
SEn in schools (EMb, 2004; Forlin and lian, 2008). The significance of 
effective management and leadership has been duly recognized in many 
local reports (e.g. Tsui et al., 2007). In connection to the course objectives, 
the participants, after the study, are expected to be the agents or catalysts 
in furthering inclusive practice within their schools. With the knowledge, 
skills and insights learnt in the course, they are capable of demonstrating 
competency in establishing inclusive practice. Participants, particularly those 
from primary schools, seem most familiar with the practice of the WSa 
in catering for diverse learning needs. It is evident that the organizational 
structure has been further improved in primary schools. For example, the 
learning support team with leadership of the head or deputy head is found 
to be effective in the implementation. as a school policy, identification starts 
early in primary one and the appropriate remedial follow-up is possible 
at the initial stage. With the provision of additional funding for support, 
teachers work as a team with the professionals. Staff, parents and students 
are well informed and mobilized in the process. Teachers seem to find fewer 
barriers to achieve the goal of a WSa. 

In comparison, participants from secondary schools encounter more 
challenges, with a diversified resultant outcome regarding developing a WSa. 
There is a three-band system in secondary schools with band 1 accepting the 
most academically able and band 3 the least. Thus band 1 schools have a 
small number of students with SEn who tend to have few difficulties because 
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of support and peer acceptance. Some are reported to be of average or above 
average ability which leads to smooth learning adjustment. The challenges 
are extremely demanding in band 3 schools, where more students with SEn 
are identified. great changes at organizational, curriculum and individual 
levels are observed (Sin, 2001). The establishment of a connected system, 
the development of a whole-school curriculum and the support for students 
to develop to their full potential at all levels, are key components of the 
course of study.

Conclusion

It is an extremely tough and challenging task to organize the professional 
learning for teachers on inclusion in Hong Kong. attitude change and actions 
taken in schools are expected to be observed after the successful completion 
of the courses. unlike the pre-service teacher education courses, the levels 
of demand for tailor-made contents, useful front-line experiences, updated 
knowledge, feasible instructional strategies, practical skills in classroom 
practice and accessible community resources are indeed great in the content 
delivery. The areas of concern and tactics mentioned previously are some 
of the viable strategies for upskilling mainstream teachers for inclusion. 
Research on the effectiveness in these areas will be the future focus to further 
examine the critical issues. 
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Future directions for teacher 
education for inclusion

Chr is  For l in

Learning outcomes

•	 understand the importance of positive attitudes in teachers towards 
inclusive education.

•	 Consider a values-based approach to teacher education.
•	 appreciate the critical role of teacher educators in supporting inclusion.
•	 Reflect upon future directions to enhance the preparation of inclusive 

teachers.

Introduction

This final chapter will review the importance of a teacher’s attitude in 
enabling inclusion and how good teacher education can help support the 
development of this. Consideration will be given to the adoption of a 
values-based approach underpinning the curriculum for teacher education 
for inclusion. The role of the teacher educator will be explored from the 
perspective of their own perceptions of inclusion and dispositions towards 
people with special needs. Future directions for teacher education for 
inclusion will be discussed.

Inclusive practit ioners

When considering how to train teachers to become good inclusive 
practitioners, a lot can be learned from the reading of Confucian philosophy. 
according to Confucius, in order to become a truly excellent teacher 
a person will need a relaxed, assured spirit and a respectful attitude (yu, 
2009). Confucius’s Jungzi or ideal person embodies both of these attributes, 
in particular exhibiting high morality and showing mutual respect for 
human dignity and tolerance towards others. To become a good inclusive 
teacher requires similar traits. How then can teacher educators facilitate the 
development of these qualities in their teachers? Confucius provides in the 
analects a range of simple truths to allow people to make the right choices 
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believing that “the first step on this journey is having the right attitude” (yu, 
2006, 2009, p. 32). 

If possessing a positive attitude is so important in becoming an excellent 
teacher, then surely this should underpin all work that teacher educators 
do to prepare teachers for inclusion. The reader of this book will have 
found, but may not have realized previously, that this simple truth has been 
embedded in all of the programs that have been discussed here. Within each 
of the approaches there have been either overt or covert opportunities for 
reflection on personal beliefs and values regarding diversity. This has been a 
particularly predominant focus in the approaches recommended for initial 
teacher education (ITE), which have highlighted many learning opportunities 
that allow new teachers to develop suitable attitudes, knowledge and skills 
to become inclusive practitioners. Developing empathy towards those with 
diverse needs by providing pertinent opportunities to engage with them 
encourages the progress of a positive belief system and affirmative attitudes 
towards inclusion. a focus on authentic occasions to connect with diverse 
communities in a pluralistic society has been a key feature of the pre-service 
models in this book. In addition, great emphasis has been placed on the use 
of collaborative approaches such as cross-discipline preparation, partnering 
of universities and schools, and collaborative decision making.

Hollins and guzman (2005) talk about the need for what they term 
prejudice reduction in teachers in training. a proactive approach is suggested 
as a means of helping new teachers reflect upon their prior experiences and 
develop openness to the diversity of students they are likely to encounter. 
Similarly, D’Cruz (2007) proposes diversity training as a means of addressing 
complex differences between social groups in contemporary societies. 
Clearly, to overcome prejudices enacted due to a lack of understanding or 
a lack of experience a non-threatening approach must be employed. This 
will provide teachers with an opportunity to engage with and learn from 
others who may come from different cultural, ethnic, racial and religious 
backgrounds or with different abilities and needs. The innovative ideas 
shared in this book rely on supporting teachers to develop greater empathy 
and understanding through situations which are designed to reflect authentic 
opportunities without making contacts overly confronting and certainly not 
negative. 

a values-based approach

Inclusive education requires teachers to accommodate the needs of a wide 
range of students within diverse classrooms. It expects that teachers will be 
prepared to cater for all children in their classes regardless of the learners’ 
ability, ethnicity, cultural, linguistic or social differences. It assumes that 
they will hold inclusive attitudes and values and be prepared to adopt 
inclusive practices. To do this a multiplicity and complexity of competencies 
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are required by teachers (Pearce and Forlin, 2005). good inclusive 
teaching, though, goes beyond demonstrating achievement of a given set 
of competences or standards as invariably outlined by governments, as 
it requires the values dimension to be made explicit and to permeate all 
aspects of teacher preparation (Moran, 2009). To move towards an inclusive 
approach similarly requires a school to proactively plan for diversity and 
to see difference as a means of acknowledging and responding to this. Staff 
development is, inevitably, an essential component of this move and should 
similarly focus on a values-based approach by including awareness training, 
knowledge and skill development. There are many constraints placed on 
teachers such as a lack of time to engage in professional learning (Pl); 
inflexible curricula; being required to be involved in too many systemic 
initiatives at once; as well as the difficulties they encounter in coping with 
students from diverse backgrounds and with diverse learning needs (Forlin, 
2006). Suitable Pl, consequently, needs to consider all of these and provide 
occasions that allow teachers to reflect upon their role as supporters of 
inclusion and consider alternatives that will allow them to achieve this. 

a strong advocate for school-based approaches for preparing teachers for 
inclusive practice, ainscow (2003) argues that Pl needs to be context specific 
and directly related to teachers’ work. To develop an effective inclusive 
school culture ainscow posits that it must be led by school leaders who have 
a strong vision for moving practice forward; who are prepared to engage 
collaboratively with colleagues; who value individual input; are sensitive to 
colleagues’ professional views and personal feelings; and who “… model not 
only a willingness to participate in discussions and debates, but also a readiness 
to answer questions and challenges from staff members … [and] enable staff 
to feel sufficiently confident about their practice to cope with challenges they 
meet” (2003, p. 30). Thus, professional learning (Pl) needs to be targeted, 
appropriate, practical and above all else flexible, so that teachers can feel 
confident in being able to access training at a time and place that best meets 
their needs. This book has addressed the challenge of organizing suitable Pl for 
teachers by recounting models that utilize both modular and online learning 
approaches, develop productive collaborative school–university partnerships 
and engage teachers in decisions about their own learning. 

teacher educators

The examples provided in this book are all underpinned by the expectation 
that teacher educators essentially want to prepare teachers for inclusion and 
that their own attitudes are also positive and supportive. Is this always the 
case? a typical career path into teacher education might be via grounding 
in school teaching, followed by school or district-based administration 
roles, further Pl through university study, and finally employment as a 
teacher of teachers. a lack of formal induction into this role makes this 
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transition difficult for many novice teacher educators. Teaching practicing 
and pre-service teachers is a completely different skill to teaching in schools 
and requires a “deep understanding of teaching and of oneself as teacher 
educator” (Swennen and van der Klink, 2008, p. 221).

For many teacher educators they themselves may have not experienced 
inclusive classrooms. Many will have attended traditional schools that 
catered for homogenous groups of students who were monolingual and 
monoethnic in their culture. Teacher educators also tend to be drawn from 
academically high achieving or grammar schools where contact with peers 
with learning difficulties may have been minimal (lambe, 2006). In addition, 
for some educators their own schooling may have occurred many years ago 
and they may be out of touch with the reality of standing in front of a class of 
students who represent a different cohort from their own practice. How can 
they then provide suitable learning experiences as educators of teachers for 
inclusive classrooms which embody multiculturalism and diverse contexts, 
catering for students with a wide range of diverse needs likely to impact on 
achieving good educational outcomes? 

according to Cushner (2006), teacher educators should first consider how 
they position themselves regarding diversity before engaging with others. 
Faculty staff who have not been significantly engaged in classrooms for more 
than ten years may believe that they are poorly placed to prepare teachers 
for the changed dynamics of teaching involved in an inclusive philosophy in 
the new century. In some instances inherited conservative assumptions and 
lack of personal participation in transformative learning experiences may 
be at odds with an inclusive way of thinking. by personal reflection teacher 
educators can better understand how their own experiences have influenced 
the development of their identities and how this may shape their attitudes 
towards and subsequent interactions with people from diverse backgrounds 
and influence their expectations from others. 

tradit ional ism versus inclusion

a central tenet of Palmer’s work in 1998 about what he refers to as The 
Courage to Teach, was that “good teaching cannot be reduced to technique” 
(p. 179). Palmer suggests that teachers who apply new pedagogy to their 
teaching are frequently challenged by the traditionalism of their students, 
parents and colleagues. by transposing his ideas into the inclusive school 
movement, an insight into a fundamental difficulty for teacher educators 
proffering the idea of inclusion with teachers can be obtained. While teachers 
may be comfortable with a conventional examination-oriented curricula 
that provides the outcomes desired by parents and administrators, especially 
in an increasingly competitive world, such pedagogical approaches do not 
allow for the engagement of students who are working at a slower pace or at 
a different level to their peers. 
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Epistemological  dissonance

an inclusive approach may be quite contradictory to the ingrained 
philosophy of many teachers and stimulate a sense of fear that they may 
be unwittingly challenged by their employers and their students’ parents. 
Teacher educators, therefore, need somehow to transcend this barrier if they 
are to change the attitudes of teachers to accept and value the integrity of an 
inclusive teaching philosophy. This is not a simple task as while promoting 
positive dispositions towards inclusion and a willingness to provide suitable 
accommodations to enable all children to be included, educational systems 
often remain unchanged, expecting teachers to achieve the same levels of 
academic outcomes for students regardless of the students’ different abilities 
and needs. 

Transposing a new paradigm onto a long-standing traditional educational 
system that is reluctant to change its basic structure, disinclined to allow 
alternative pedagogies to be employed, and unwilling to accept that all 
students while being included in the same class cannot be expected to 
achieve the same level of learning outcomes, leads to epistemological 
dissonance posing an impossible undertaking. as suggested by McIntyre 
(2009), the concept of inclusive pedagogy is “disruptive to the status quo 
in many schools and will no doubt be an uncomfortable idea for many 
school staff ” (p. 607). To enable teacher education to achieve better 
success in the application of the ideas promoted for inclusive practitioners 
will require greater links to be established with schools and opportunities 
for more collaboration between the two institutions to ensure that 
inclusive initiatives learnt during pre-service training may be implemented 
successfully during teaching.

Coupled with greater accountability by teachers for student outcomes 
by demanding they increase students’ scores on standardized tests to 
“prove” that they are demonstrating yearly progress, these demands 
can have a negative effect on a teacher’s desire to be inclusive. Without 
radical educational reconstruction that acknowledges that inclusion while 
accommodating the needs of diverse students also requires accepting and 
valuing different outcomes, preparing teachers for inclusion has to rely on 
developing positive dispositions, providing teachers with a repertoire of 
skills and strategies and trusting that teachers will be able to implement at 
least some of these in their classrooms. Retaining an examination-oriented 
outcome for education does not align well with inclusion which by its very 
nature relies on accepting different outcomes and valuing them as important 
as traditional examination results. Such a model continues to promote an 
integrated approach and many teacher educators find that even after they 
have provided inclusive training, teachers are still unable to implement many 
ideas due to the expectation by schools for all students to achieve similar 
outcomes. 
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raising the status of  teaching

a recent review of the teaching profession in the uK, Teachers matter: 
Recruitment, employment and retention at home and abroad (burghes et al., 
2009), identified a range of issues related to the professionalism of teaching 
and retaining professionally competent teachers. The review identified five 
areas of major concern: (1) the standards needed to enter teaching are too 
low, (2) teacher dissatisfaction is due to too much bureaucratic intervention, 
(3) teachers have to perform a myriad of administrative tasks, (4) there is 
inadequate teachers’ pay and lack of an incentive framework, and (5) rates 
of attrition are high. While these concerns may well not be universal as many 
educational systems have expended enormous budgets in recent years in 
upgrading the professionalism of teaching, at least some of them will apply 
in most jurisdictions.

In order to tackle these perceived concerns relating to retaining good 
teachers a number of recommendations were made. Regarding teacher 
education the most noticeable was the proposal that the minimum standard 
of entry into teaching should be raised significantly and that mentoring 
under the supervision of experienced teachers should be provided for all 
new teachers. both of these have implications for teacher education for 
inclusion. at the pre-service level, raising the academic standard may not 
necessarily result in more positive attitudes towards including learners with 
diverse needs. Such an approach will by default accept participants who have 
attended more elite schools that are less likely to have included students 
with special needs. In addition, increasing the focus on becoming subject 
specialists rather than generalists even at primary school may also make 
teachers more focused on achieving high learning outcomes for their subjects 
and less willing to include students who are unlikely to achieve these. The 
mentoring of newly qualified teachers, similarly, will require due diligence 
to ensure that they are placed with teachers who support the philosophy 
of inclusion and preferably those who have been practicing it. This may be 
difficult to achieve. Hence, teacher educators may need to work even harder 
to engage trainees in developing a committal to inclusion. 

Planning cycles

Inclusion requires teachers to be able to respond to the individual needs of 
all children who appear in their classes. It assumes that they have sufficient 
knowledge and skills to be able to do this and that their attitude towards 
inclusion is positive. How can teacher educators ensure that their preparation 
courses are appropriate to enable teachers to be suitably prepared and that 
Pl courses are meeting the actual needs of teachers? 

one of the major challenges faced by teacher educators is that their 
courses are usually developed on a minimum four-year program planning 
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cycle. yet changes in classroom diversity are shifting much more rapidly. 
Sudden downturns in economic status as experienced over the past few 
years, increased levels of poverty, migration from disadvantaged countries 
into more advantaged ones, all occur very rapidly and classroom diversity 
can change within very short periods of time. Teacher educators who are 
locked into an inflexible planning cycle invariably do not have the capacity 
to respond immediately to the changing needs of teachers, yet this is critical 
if they are to ensure that their courses are up to date and can meet the 
current needs of teachers in schools. Inclusion requires teachers to respond 
to constantly changing educational environments and to do so with high 
levels of civic awareness and educational values of equity and social justice. 
In future, teacher education courses must, for that reason, consider how a 
degree of flexibility can be built into their planning that will allow them to 
respond more quickly to the rapidly changing diversity of school populations 
and prepare teachers for the shifting needs of children. 

It is also essential to continue to reiterate that pre-service teacher education 
is only providing a basic training program to allow new teachers to commence 
their careers. It is a difficult task to determine what knowledge and skills 
can be realistically expected of new teachers considering the breadth of the 
curriculum and the continual addition of new knowledge and discipline 
areas that are suddenly deemed necessary by education systems. Pre-service 
teacher education can only be expected to provide a strong foundation as a 
sound groundwork for further development through ongoing Pl. Key areas 
have been identified in the literature as being important to beginning teacher 
success in an inclusive classroom (loreman, in press). Such aspects include 
an understanding of inclusion and respect for diversity; collaboration with 
teachers, parents and all stakeholders; developing a positive social climate; 
applying inclusive pedagogies and instructional planning; undertaking 
meaningful assessment, and participating in lifelong learning. The 
achievement of such skills may enable new teachers to be competent enough 
to achieve some success initially in inclusive classrooms but these will need 
to be supplemented with further learning throughout their careers as the 
need arises. 

Conclusion

In conclusion, I shall return to Confucian philosophy. Confucius said “If one 
learns from others, but does not think, one will be bewildered. If, on the 
other hand, one thinks but does not learn from others, one will be in peril” 
(analects 11) (于丹, 2006, 165頁). This book challenges teacher educators 
to both learn and think. It supports them in doing this by providing a rich 
source of ideas that they can employ to maximize training opportunities for 
preparing teachers for inclusive classrooms. Reflect upon these and select 
wisely. 
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