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Part I. Research project

Chapter 1: Introduction

1. The raise of the question

1.1 International background

“Inclusive - a word much more used in this centtingn in the last, it has to do
with people and society valuing diversity and oweening barriers” (Topping and
Maloney 2005, p.l)nclusive education is one of the most importanti@ctrends in
theory and practice of education. The thoughtsolusive education originated from
the pursuance of equality and freedom. Experiencirigil right’ movement,
‘normalization’, ‘mainstreaming’ and ‘integration’the thoughts of inclusive
education was formally raised by UNESCO on the @vodnference on special needs
education held in Salamanca of Spain in 1994. Thene two important documents
presented on that conference, ‘Salamanca statemmedt'Framework for action on
special needs education’ , which means a globd shipolicy focus, from special
education to responding to the diversity within anemon school for all students.
After ‘Salamanca statement’ being announdkd study of theory and practice about
inclusive education has become international. And it seerdsisive education has
become the ideal or terminal goal of special edacadevelopment, although it still
has many debates about what exact ‘inclusive eduncas and how to effectively
implement it in practice.

Inclusive education includes two important core agle emphasizing equal
educational access and valuing diversity. Thesasidaake inclusive thoughts not
only rest on the area of special education buteedia general education reform. To
realize inclusive, a series of complete generatation reforms are needed, including
curriculum reform, teaching methods reform and 80 Also, inclusive education
represents a kind of educational ideal, at the dammeit means an on-going process.

Inclusive education is a complicated issue, in saxtent it also means a kind of



education beliefs and values. The movement of antueducation around the world
is promoting the reform of whole education systeomt its structure to its functions.
Inclusive education also further facilitates thétsbf social public opinions and the
recognition of human right and human nature. Butphactice, how inclusive
education is working? What's the successful pragm@asd unsuccessful frustrations
inclusive education is experiencing in differergioms, different states? Is it a Utopia
or a feasible goal? All these questions have causszhrchers’ huge study interests.
Anyway, inclusive education will have huge and Hert influences on the
development of entire education, even whole society

Meanwhile, inclusive education is a controversgauie. For this reason, it needs
more practices and researches to response relatéwwersies.

1.2 Status quo of Chinese inclusive education

1.2.1 Support system of inclusive education precondition of implementing
inclusive education

The changes of social focus towards people withhiises recent years and its
implications for inclusive education

Running back over the past, we can find the intewnal changes of social focus
towards people with disabilities recent years frammphasizing social welfare to push
for equal right as a full member of society to &ddial support of special needs.
People gradually realized that disabled peopledityulife could not be guaranteed if
there were no resources to support the specialsnefethem, not to speak of equal
citizen right. It is same for inclusive educatidstudents with special educational
needs (SEN) have accesses to age-appropriate retagaes in neighborhood regular
schools as same as their peers. They get the 'egiwadational right, but how about
their regular school life? Can they get approprate quality education in regular
school? As we know, education equality not only nseaducation is equal at its
starting point, but also refers to the its equalcpss and outcomes, that is to say, on
the one hand, educators must realize students $&tk naturally should be part of
school members like their typical peers, on theeotirand, they must consider these
exceptional students’ special educational needspaodde necessary and available

9



support resources to them when needed, only invthis can the students with SEN
actually enjoy the educational equality and car melusive education work. So,
inclusive education has to consider how to utilineganize and provide related
available resources to support students with SENrédally wants to give successful
opportunity to all learners. What types of sup@d already in schools, families and
communities? Are they enough? How can these supperintegrated into inclusive
education? All these questions mentioned abovéerébasupport system of inclusive
education. Whole support system is the preconditbnmplementing inclusive
education.

Establishing support system: practical need of enpnting China’s inclusive
education

China has carried on many experiments about howabsorb children with
disabilities to learn in the regular classes nbairthome from the middle of 1980s.
‘Learning in Regular Classroom’ (LRC) is the Chiaésclusive model which belongs
to one of the comprehensive inclusive educationadets in the world. It is a sort of
developmental model of special education accortbnigne actual situations in China
and influenced by western mainstreaming movemeah@& Poon Mcbrayer, 2003).
Though China have gotten rapid development in speducation since the end of
1970s, special educational resources are stilltdanfor children with disabilities
because of huge population and the people of disabiare dispersed very broadly in
China. Nowadays, in China, the population exceed@illion, and according to the
official statistic from national statistic officahere are 82.96 million people with
disabilities in China up to 2006, 6.34% of wholepplation (Leading Group of the
Second China National Sample Survey on Disability&tional Bureau of Statistics
of the People’s Republic of China, 2007, May 28k Wave set up 1672 special
schools until now, but that can not meet the nedfdéhe development of special
education, 63.19% of school-age disabled childrentwo school, at the same time,
there were still 227,000 school-age disabled childtid not go to school until the end
of 2008 in China (China Disabled Persons’ Fedemna@®09, April 23).

LRC has great significance for most of the childwath disabilities in our country.

10



Most of time, it is the only alternative that schage children with disabilities can go
to school to receive their nine years compulsonycaton. China has implemented
LRC more than twenty years. On the one hand, theuamof children with
disabilities learning in regular schools increageéatly, but on the other hand, the
qguality of LRC is still a problem, even some chddrwith disabilities only ‘sitting’
alone in the regular classroom or their name onebestry but they stay at home (Wei,
Yuan & Liu, 2001; Chen, 2003; Meng, Liu & Liu, 208)7 Also, there are lots of
problems waiting to be solved, such as the chaflesfgdiscriminated social attitude,
lacking of available supportive resources, fundiaigd qualified teachers and so on.
How to guarantee every school-age child with digéks has access to regular school
and how to promote the quality of LRC?

It is a very complicated issue. Appropriate supggdiem is the base of successful
inclusive education. Until now, there is a sevdrertage of support resources of LRC,
the support system of LRC is not sound, systenaaticpowerful in China (Hua, 2003;
Xiao, 2005). So it is an urgent task to set upéfiective and sound support system
for LRC. We must develop our inclusive educationcading the current situations in
China and we can use other countries’ advancedriexiges about how to develop
inclusive education as a source of reference.

1.3 Research meaning of study on support systemiatlusive education

The success of inclusive education depends on rfentgrs (Deng, 2007c). For
example, Malmin (1999) points out that cooperabetween teachers, administrators’
ideology and administrative methods and the supplorélated professionals are the
indispensable factors which can determine whethenod inclusive education can
gain the success. Lang and Berverich (1995) argjus possible that inclusive
education can get ahead only when the regular $shatd teachers get enough
human and material resources. And Salend (1998&iders the success of inclusive
education depends on the strength of communicatimh collaboration, and it is
important that if the resources of teacher, famalyd society can be effective
integrated. All these relate to how to provide mseey and effective supports to
inclusive education. To establish a comprehensiypart system is the precondition

11



for inclusion education. If there is no effectiviedasound support system, inclusive
education can not be realized. What kind of suppgstem of inclusive education do
different countries have? Have these support ressubeen effective integrated or
still dispersive? How are these support systemsenting corresponding inclusive
education? We have to consider all the questiongtioreed above when we want to
further develop inclusive education.

For to explore these questions mentioned abowus, necessary and urgent to do

some research on support system of inclusive eiducat

2. Definitions

2.1 Inclusive education

Inclusive education is a complex and problematieicept that raises many
questions(Mitchell, 2005. But what does it mean? Is it about including acsg
group of disabled learners or students or is ipoasive to the diversity of all their
students? It differs from previous notions of ‘gutation’ and ‘mainstreaming’, which
tended to be concerned principally with disabilggd special needs and implied
learners changing or becoming ready for accommaady the mainstream. By
contrast, inclusive education is about the chitdiht to participate and the school’s
duty to accept (ibid).

The idea of inclusive education was given impetusinly by two important
conferences of United Nations in 1990s. The fifshem held in Jomtien of Thailand
in 1990, promoted the idea of ‘education for dlfe second conference was followed
in 1994 by a UNESCO conference in Salamanca, Spdiich led to a Statement.
The Salamanca Statement proposes that the deveilbpoieschools with an
‘inclusive’ orientation is the most-effective meaof improving the efficiency and
ultimately the cost-effectiveness of the entire cadion systemBooth & Ainscow,
1998, p.3.

There are different perceptions of inclusive edocain different countries for
different researchers from different perspectivbigany definitions of inclusive

education have been advanced. So far, it still hasy debates about what exact
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‘inclusive education’ is and none of the proposetinitions have gained consensus in
the field. There are some representative defirsti@mout ‘inclusive education’:
(1) According to the UNESCO documents, inclusivacadion (UNESCO, 1994) is:
1) challenges all exclusionary policies and prastin education;
2) based on a growing international consensuseofigit of all children to a common education
in their locality regardless of their backgrountdamment or disabilities; and
3) aiming at providing good-quality education featners and a community-based education for
all.

(2) A comprehensive definition of inclusive eduoatiwas developed by the
National Center on Educational Restructuring amtulsion (NCERI):

Providing to all students, including those withréfigant disabilities, equitable opportunities to
receive effective educational services, with thedse supplementary aids and support services, in
age appropriate classrooms in their neighborhodtds, in order to prepare students for
productive lives as full members of society (NCER95, p.99).

(3) Another definition through combining inclusiand exclusion together:

Our view of inclusion, then...involves the processefcreasing the participation of students
in, and reducing their exclusion from, mainstreamricula, cultures and communities. We link
the notions of inclusion and exclusion togetheraose the process of increasing the participation
of students entails the reduction of pressuregatusion.... (Booth & Ainscow, 2002, p.2).

(4) The Center for Studies in Inclusive Educat{@S$IE) provides a definition of
inclusive education in Index for Inclusion:

Inclusive education means disabled and non-disabhéldiren and young people learning
together in ordinary pre-school provision, schoalslleges and universities, with appropriate
networks of support. ...Inclusion means enabling Isufm participate in the life and work of
mainstream institutions to the best of their ab#it whatever their needs (Booth & Ainscow,
2002).

In a narrow sense, inclusive education meansidiy pupils with disabilities in
mainstream schools. But now more and more schagnse that inclusive education
should provide curricular and physical access fopapils and treat them as full
members or citizens of the school.

13



(5) Topping and Maloney (2005) provide an expandiation of inclusion:

Inclusion implies celebrating the diversity and poiting the achievement and participation of
all pupils who face learning and /or behavior aradles of any kind, in terms of socio-economic
circumstances, ethnic origin, cultural heritageligien, linguistic heritage, gender, sexual
preference and so on. However, ideally inclusioousth go even further, and schools should
engage all families and the community as well &staldren, seeking effective intergenerational
learning across the lifespan, which might occuideschools or outside or through a combination
of these (Topping & Maloney, 2005, p.5).

And the expanding notion is illustrated in the daling four levels:

Level 1: Children with SEN are in mainstream school

Level 2: Children with SEN access mainstream culuim with social and

emotional integration;
Level 3: All children achieve and participate désmhallenges stemming
from poverty, class, race, religion, linguistied cultural heritage, gender, etc.
Level 4: All children, parents and the community&lly achieve and participate in
lifelong learning in many forms in and out ohsol and college (ibid, p.6).

In a word, inclusive education is about school mefdo improve the educational
system for all students. Also, it is a kind of omirgg process by which a school
attempts to accommodate all students regardlegsefdifference. At the same time,
it describes the process which combats discrimonatand exclusion, promotes active
participation, and guarantees equal, quality asgarsible education for all learners
in lifelong learning in and out school.

In this research, we use the Topping and Maloneygept of inclusive education
as we mentioned above. And from the ‘expandingomotf inclusion’, we consider
that all the educations which try to include chaldrwith SEN into regular classes in
China, Czech should belong to the inclusive edanadilthough they are so different
and at different developmental stages.

2.2 Support system of inclusive education

‘Support system’ of inclusive education means itisystem which includes all
support resources that enable student with SEMaimlin mainstream schools. It is a

14



comprehensive system, includes formal and inforsaglports, for example, usually
peer’s support to their disabled classmates ignméh but support from teacher with
specialist knowledge and resource center is mamagb(UNESCO, 2001). In this
research, support system comprises four most impbisubsystems: government
support, family support, community support and sthsupport. Because of limited
time and energy, this research will mainly focustio® school-support subsystem, and
whole discussion pivots on this one point. For udhfer understand whole support
system and school support subsystem, we go onmtiregédollowing figure:

Exhibit 1.1: Support system of inclusive education

Government support
Legislations

Funding

Community support

Family support
y supp Available resources

attitude

Interaction

interaction

School support

Supports for inclusive teaching and
accommodation
e.g., special textbook,
special material aids;
teacher assistant;
additional teaching support outside class
and so on

Environment
accessible environment;|
stakeholders’ attitudes

Administrative manage ment Teachers’ professional development
e.g., school policy; e.g., teacher training;
school's management team; school-based research for inclusion
School coordinator and so on
and so on

2.3 Learning in Regular Classroom (LRC)

It is the Chinese inclusive education under theaafr_earning in Regular
Classroom (LRCsui ban jiu di. LRC is a sort of developmental model of special
education according to the China’s actual situgtiamd influenced by western
mainstreaming movement. Meanwhile, it is an ecocameffective, rapid and
pragmatic approach for students with disabiliteebdve access to neighborhood

regular school to receive compulsory education (P&rzhu, 2007c¢).
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3. Research angle of viewecological angle of view

How does the whole support system operate? Whatrgaor contexts affect the
full functioning of the support system of inclusigducation?

To explore and analyze these questions mentionegealve can borrow ideas from
ecological system theory proposed by Bronfenbreiib@r7). This research project
will try to put the support system of inclusive edtion into an ecological model to
make clear the relationships between support stésgs the background and
contexts in which these subsystems operate. Thiat $a1y, through contextualizing
whole support system of inclusive education, itasvenient for us to further explore
how the support system works in practice and hofferént context and factors
affects its operation.

Ecological systems theory, also called “developmentcontext” or “human
ecology”, recently sometimes has been called “lbmlagical systems theory”, it
specifies four types of nested environmental systemth bidirectional influences
within and between the systeiWikipedia, April 2008).

The theory was developed by Bronfenbrenner, gdigeregarded as one of the
world’s leading scholars in the field of developriampsychology. Ecological systems
theory has been used in many research areas addcprbfar-reaching influence for
scientific and humanistic studies.

Bronfenbrenner describes an ecological frameworkdevelopment that can be
characterized as a nested system of environmedtthase environments usually are
differentiated into four levels as following:

(1) Micro-system: Immediate environments, the sgtih which the individual lives (e.g., home,
peer group, preschool, child healthcare, schoogllolub and neighbors);

(2) Meso-system: A system comprising connectibasveen immediate environments (e.g.
home-school relationships);

(3) Exo-system: External environmental settindgpsctv only indirectly affect development (e.g.,
parental employment);

(4) Macro-system: The larger cultural contexg(esocial attitudes, beliefs, socioeconomic
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status, politic culture, ethnicity, subculture awdon) (Wikipedia, April 2008

Raver (2008) considers ‘the ecological systemspgets/e views the many settings
that make up the fabric of family, school, and camity life as contexts of
development-influencing experiences. Experienceadiffarent settings can positively
or negatively impact a child’s development and esg (p.20) '. Also, supportive
resources in different setting can positively ogatesely impact the development of
inclusive education.

Based on Bronfenbrenner’s ecological system thethry, “support system” of
inclusive education in this research specifies ftwnes of nested subsystems in a
broader context as following:

(1) Level 1: Micro-support system. Also, it meansmediate environments, the
setting in which inclusive education is implementadthis level, it includes family,
school and community support systems. And we watlus on discussing school
support system.

(2) Level 2: Meso-support system: It refers totietss between Microsystems (e.g.
home-school relationships, school-community refeiops).

(3) Level 3: Exo-support system: It involves linkstween a social setting (e.g., the
involvement of local educational authority). Thessél mainly concerns about how
local educational authority and universal desigrteptially support or oppose
inclusive education.

(4) Level 4: Macro-support system: It describes rtigcro-environment in which
people lives (e.g. social culture, economic develept). At this level, we mainly pay
attention on discussing how the social culturejonal economic development and
related legislation affect the development of iscle education.

These support systems are differentiated into fewels as outlined in following

graph:
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Exhibit 1.2: Ecological explanatory model of supgpmystem of inclusive education

Macro-support system

Exo-support system

Social culture Meso-support system legislation

Micro-support system

Universal
design

inclusive education \ h .
1 community Fami Iy-

community
relationships

Family-school family |
relationships \

School-community
relationships

advocacy

Educational authority (central and local)

Economic development

Note: Graph based on Bronfenbrenner, 1977, 197 &8id Beveridge, 2005
We want to explore these questions from socialaggohl angle of view. Also try to
analyze and explain how and why one country’s stpgy@tem of inclusive education

operates like that by using related theories ottatianal sociology and other related

theories.

Chapter 2 : Literature review

1. Introduction

The focus of this project will determine the scabehe literature review. It begins
with a selection of current perspectives on spesdaication and on inclusion and the
debates about inclusion which implicitly but radiiganfluence the organization,
implementation and evaluation of inclusive educgtiof course, it also causes
different support provisions for inclusive educatidhe focus will move on to the
review of current research outcomes about suppstes which directly influence
the successful or unsuccessful implementation cofugive education, mainly it

focuses on school support subsystem. It ends \wahréview of some comparative
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research outcomes about inclusive education wimshiied author how comparative
study of inclusive education is necessary to doy ho do it and what successful

experiences of inclusive education we can learn.

2. Reasonable perspectives on special education andlusion

2.1 Perspectives on special education

Ainscow (1998) presents three kinds of perspectivd®elp us understand issues of
special education. The first is the deficit perspecthat locates the problem within
the child; the second is an alternative view wlibeeproblems are seen to stem from
curriculum-based difficulties, that's to say, thefidits in a curriculum is not adapted
to the diversity of children; he also presents th&d perspective, ‘interactive’
perspective, which is a compromise between the dortwo. In the ‘interactive’
perspective, the problems of special educatioratirduted to factors within the child,
but also to other factors—for example the schotlasion. The third perspective
seems to dominate research about special educatidrithere are huge differences
within this perspective regarding how much of tdeaational ‘problem’ is located in
the individual and how much is seen as a part girenment (Claes Niholm, 2006,
p.433).”

Clark et al. (1998) provide a different perspectivescan special education, even
general education. Author calls it ‘dilemma’ or rtcadiction’ perspective tentatively.
They present a fundamental contradiction situalioschooling, and they think the
actors in schooling:

are expected to find ways of, on the one handyelétig a common education to all and on the
other responding to the different characteristivd aeeds of each individual. To a certain extent,
the dilemmas which arise are technical in naturéew to find ways of teaching particular skills
or areas of knowledge to students with differetdiaments and attitudes; how to organize the
grouping of students so that they all learn torth&aximum potential; how to deploy resources in
ways what are equitable, that promote learning,thatt are responsive to individual differences
and needs.... The technical dilemmas inevitably agiewith other kinds of dilemmas: some ways

of teaching, grouping or resourcing may be techiyiedfective but carry with them overtones of

19



discrimination, stigmatization or marginalizatigoarticular forms of practice may disadvantage
some students vis-a-vis others; culturally-valuednks of knowledge may conflict with students’
own cultural values; and so on. These dilemmas taémy forms, but they are arise from the
fundamental contradiction of an education systenchvis at one and the same time based on
what students have—or are expected to have—in canmand on the differences between each
individual (Clark et al., 1998, pp.156-173, quotexdn Claes Niholm, 2006, pp: 433-434).

So, these four respective perspectives make udinaaer picture to ponder issues
of special education, even the nature of educafmmexample, how can inclusive
education be really achieved under these dilemMésat kind of support system will
help inclusive education implement in regular séd@moothly and successfully?

2.2 Perspectives on inclusion

As previously stated, there are still lots of comérsies about the definition of
inclusion. Next, we try to look through the diffateperspectives which lead to
reasonable interpretations of inclusion by someaehers.

The concept of ‘inclusion’” emerged after the comsepf ‘mainstreaming’ and
‘integration’ were used in multiple ways and crelatonfusion. After Salamanca,
inclusion has obtained status as global descr{jhiee Vislie, 2003). Why are there so
many different definitions of inclusion? Linell aL give us a reasonable explain, as a
concept, that inclusion will be recontextulized aheén lots of new meanings of
inclusion will be generated, it is a kind of pheroman of so-called
recontextualization (Linell, 1998; Niholm, 2006).

Many researchers try to make clear what inclussdoyidistinguishing the concepts
of mainstreaming, integration and inclusion. We @get some inspirations from
Sebba and Ainscow (1996), they argue that any itiefinof inclusion needs to make
a clear distinction between inclusion and integrat{Sebba & Ainscow, 1996, p.8).
Through such distinction, it is possible to idepntifhat they see are not, or are, they
provide the key feature of inclusion through thisyw

Inclusion is not: (1) focusing on an individualsimall group of pupils for whom the curriculum
is adapted, different work is devised or suppasistants are provided; (2) about how to assimilate
individual pupils with identified special needsdrexisting forms schooling.
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Inclusion is: (1) a process ( rather than a stdig)which a school attempts to respond to all
pupils as individuals; (2) regards inclusion analesion as connected processes; (3) schools
developing more inclusive practices may need tcsiclen both; (4) emphasizes overall school
effectiveness; (5) is of relevance to all phases gpes of schools, possibly including special
schools, since within any educational provisiorchesis face a group of students with diverse
needs and are required to respond to this dive(iitg, pp.7-9)

We can further get different understandings of usn from the following
dimensions of defining inclusion:

Exhibit 2.1: Dimensions of inclusion (cf. Dyson & Miward, 2000)

Dimensions

Research into education

International and national educational systems

Teacher education

Municipalities

School districts (types of organizational arrangethe

Schools (types of organizational arrangement, gsad@al identification)
Classrooms (organizational arrangement, interaatiprocesses and learning)

Other situations in the school (breaks, afternagiviéies, etc.)

Individual experiences (feelings of belonging)

Next, we can look through some interpretations mtlusion from different
dimensions mentioned above.

Allen and Schwartz (2001) consider inclusion is ooty a series of educational
strategies or solving the placement problem. Inclusshould be a felling of
belonging by which the children with SEN feel thieglong to a certain group: a
group of friends, a school or a local community.

Corbett (2001) gives two definitions of ‘inclusion’

first, it is not just about disabilities but conesra school culture which welcome and celebrates
differences and recognizes individual needs; sedbhés to be something more than a ‘dump an

hope’ model if it is to be successful (Corbett, 200.11).
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And she thinks these two definitions of inclusiogflect the theoretical and
practical sides of inclusive education, providingadanced perspective (ibid).

There are three kinds of methods described by &ifl€93) to cognize inclusion:
by belief and values, by experiences and by outsoriiéese perspectives and
dimensions can help us think further what inclusbould be too.

Concepts of inclusion have developed over time iwitihe context of broader
social values and political priorities. From intagon to inclusion, it not only means
the linguistic shift, but means the shifts of pglitocus, social attitude towards
children with SEN and the further recognition ofnfan right and social equality
(Lise Vislie, 2003). As Beveridge (2005) considbede shifts towards a broader
understanding were reflected in growing use of them ‘inclusion’. From the
different perspectives of inclusion, we can knomglusion is not only the research
area of special education, though it originateanfrepecial education. In fact,
inclusion relates to broad social, political, ecomo and cultural background and
directly relates of development of human right,iglbbequity and complete education
reform.

2.3 The debates of inclusion

2.3.1 Advantages or disadvantages?

There are many researches have discussed the agesrdf inclusive education.
Blesz et al. point out there are a number of pakbenefits for students that can
occur as a result of inclusion, a few of theseudel delabeling, social acceptance,
independence, and service integration (Blesz, Bou&aHarrell, 1993). Eileen and
Schwartz (2001) talk about the advantages of in@usducation from four main
aspects: for children with disabilities, for typicehildren, for families with and
without disabled child and for society. For childreith disabilities, they are easier
gain progress in social ability area in appropriatdusive setting than in segregate
setting and typical children get benefits from usive programs too; For families
with and without disabled child, the attitudes @irgnts toward inclusive education
depend on their experiences under real inclusitttnge(Lamorey& Bricker, 1993),
most of parents with disabled child actively supgoclusive education, and most
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parents with typical child support inclusive edumatand report that their children are
easier to accept individuals’ diversity than thdm.another study, the parents with
typical child also report their children learn inmfant social knowledge in inclusive
classroom (McGregor & Vogelsberg, 1998). For sociatEileen and Schwartz (2001)
confirm inclusion makes people become more tolemadtrespect diversity moriat
will bring long-term benefit for development of sety.

On the other hand, more and more attention has lmgpeen to potential
disadvantages of inclusive education. There areesoomments about that here
(OECD,1999 p.51): (1) Parents of non-disabled sitedare often concerned that
including those with disabilities will lead to tdeas spending disproportionate
amounts of time with them to the detriment of theark with non-disabled students;
(2) Violent students whose behavior may be uncoatae, can threaten the safety of
the school for other users There are some othearels also pay attention to this
issue, for example, One research result showstbat respondents of their research
consider students with emotional and behaviordicdities are the most difficult type
to accommodate (Evans & Lunt, 2002, pp:1-14); (Bpther potential disadvantage is
about the possibility of social isolation in indwes schools; and (4) The final
complicated and contradict issue be presentelias,there are also strong proponents
for segregated education which are based on thememgt that hearing impaired
citizens have their own language culture which #hdne respected. This argument
carries much weight in many countries, even thasie strong inclusive policies such
as in Sweden, where separate provision is madéabiaifor students with hearing
impairments (OECD, 1999, p.51).

About the inclusion of hearing impairments, Gregetyal. (1998) point out:

Traditionally, deaf education has been beset byrowersy regarding the best way to educate
deaf children. Much of these has focused on langwagl communication to be used, whether
signing should be included, and if so how, or wheth totally oral approach is better. We do not
try to take a position in this debate and feel thath a pervasive focus on language and
communication rather that teaching and curriculias had a detrimental effect on the education
of deaf children. The other major debate has comckthe location of education, whether deaf
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children should be educated in mainstream schodls lrearing children or in special schools
with other deaf childrefGregory, Knight, MCcracken, Power &Watsd®98, p x).

2.3.2 Does inclusion work?

The western studies about outcomes of inclusiondamn the two aspects: social
development and academic achievement of childreh $EN (Salend & Duhaney,
1999).Most of their studies find that children wBfEN have progress on the social
and self-confidence development (Barnett & Mondaafm 1998 But they find
dissatisfied outcomes on academic improvement anduwriculum integration of
children with SEN (Baker & Zigmond, 199%or example, the evidence suggests that
any differences in outcomes for children with SE&vween special and mainstream
schools are small, but trend to favor mainstreanoask in terms of both educational
attainments and social integration. In addition,dilen and Slavin (1983) concluded
that there was no evidence that segregated pladcermaehanced either academic or
social progress compared to mainstream placemddker et al. (1994-1995)
reviewed learning outcomes for mainstreamed andegated pupils, finding no
difference in mathematics but a small advantagerfainstreamed pupils in literacy.
Salend and Duhaney (1999) found little differenceutcomes between mainstream
and special placement, overall, commenting thates@tudents did better in one
environment and some in another, they asserteditibaquality of the program was
the critical variable, rather than its location.

Just because of this, many researchers consideutbemes of conclusion can not
be clearly seen, no conclusion has been reachfzat @eBettencourt, 1999; Duhaney,
1999, Manset & Semmel, 1997).

In addition, as an instrument for moving practio&dards more inclusive schools,
the English Index for inclusiohas also obtained a certain international atter{ticse
Vislie, 2003). The Department of Education and Eogplent in the UK had
distributed the Index to 26,000 primary, secondamy special schools and all local
education authorities in England. And it had ldatanslated into a number of other
languages in the world. The index inspired us howrid from which dimensions to
evaluate inclusive education.
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Moreover, the cost-effectiveness of inclusive etioocais a difficult research area
and few studies address issues about it. Crowthat. €1998) conducted studies in
this area, finding that special schools for pupilth learning difficulties in the U.K.
were consistently higher in cost than mainstreamceyhents. There should no
assumption that mainstreaming is automatically Esstly and more cost-effective,
when all the real costs incurred are accountedpimg & Maloney, 2005).

Many researchers take inclusion for granted thelugion is a ‘good thing’, ‘like
motherhood and apple pie’ (ibid). It seems incladiveories are perfect and inclusive
thoughts have monopolized whole arena of speciacaidn. We should realize
clearly that inclusive education only one kind @fragdigms of special educational
development. It should be analyzed and treated neasoningly.

2.3.3 Full inclusion or patrtial inclusion?

There are some disputes on this issue. Generhlly,inclusion’ refers to student
with  SEN remain in regular education classroom thke time regardless of
handicapping condition or severity, and all relatedvices are provided in that setting
via ‘push-in’ (Zionts, 1997). By contrast, ‘partiaiclusion’ refers to students with
SEN will learn in regular education classroom piane according to their individual
special educational needs (Smith, Polloway, Pat®mowdy, 2003). Researchers
who support ‘selective inclusion’ do not agree thé impossible that all the students
with SEN can gain all appropriate education andiserin the general classroom
(ibid). Professionals who support ‘full inclusiorthink placement in general
classrooms is a civil right, they believe that students belong in the regular
education classroom, and that ‘good teacher’ avsethvho can meet the needs of all
the students and children with SEN can be benefitealigh inclusive environments
(Villa & Thousan, 1995; Cook, Semmel & Gerber, 1999

The controversies between full inclusion and «ele inclusion led some
researchers to call for ‘responsible inclusion’ fgan & Schumm, 1995; Hornby,
1999), or ‘cautious inclusion’ (Fuchs & Fuchs, 19B4uffman, 1995).

2.3.4 Successful features of practice of inclusieglucation

Giangreco (1997) identified successful features schools where inclusive
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education is reported to be thriving, these featunee: a shared framework; family
involvement; general educator ownership; clear ralelationships among
professionals; effective use of support staff; negfl Individual Education Plans
(IEPs); procedures for evaluating effectivenessd; @illaborative teamwork.

In the research of Evans and Lunt (2002), theyaerd what would help schools
be more inclusive. They suggest that more preventiwultidisciplinary support might
enable schools to keep more of the children whase&aguoblems and the schools
would be able to create a supportive environmedtraaybe a system of incentives
would help schools to become more inclusive.

And Hegarty et al. (1997) point out three critiéattors to achieving inclusive
schools and classrooms: effective leadership imcyoadministration, and program
implementation is discussed; the establishment obw role for the school-based
special educator is described; and strategiespttatide support for the classroom
teacher teaching in an inclusive classroom, inclgdstaff development strategies,
peer problem-solving teams, inclusive curriculurd arstruction strategies, as well as
‘multilevel instruction’, are outlined. The creati@f inclusive educational programs
for students with disabilities is linked to the atien of quality schooling for all
students.

Some researchers (OECD, 1999) pointed out that amas are crucial for
inclusive education, respectively they are: fundingpdels, systems of public
accountability for schools, pupil assessment, culum development,
adult-to-student ratios, the role of classroom stasis, the functioning of support
services, the training of teachers and other psafesls and community and parental
involvement.

All these critical factors or successful featurégolusive education will benefit us

to ponder what kind of support system we shouldgmein certain country?

3. Support system of inclusive education

3.1 Attitudes toward inclusive education

We try to simply view the researches about relatatteholders’ attitudes toward
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inclusive education, mainly focus on the regulancadion teachers’ attitude, parents’
attitude, peer’s attitude and special educationiaidtnators’ attitude.

3.1.1 Regular education teachers

Teachers’ attitude to inclusive education dependsn@any factors. Three are
important factors singled out here (Meijer, et H94): the nature of the society;
prevailing conceptions of disability and learningficulty; and school financing
mechanisms. For example:

...in Denmark, where the principles of normalizatibave gained widespread acceptance,
teachers are more likely to be positively dispasedards integration and to accept the presence of
pupils with SEN in the regular school as part ofnmal state of affairs. In Italy, the radical change
in the direction of special educational provisiooai special schooling to near-total integration
grew out of shifts in public opinion regarding dsitutionalization in health care and psychiatric
provision and decentralization of public servidegd( pp: 125-128).

There are different research results in differesearches in China. Generally, three
kinds of attitudes we can find from recent studies. example, partial investigations
show parts of regular education teachers in prinsgtyool have negative attitudes
toward inclusive education. For example, Liu et(2D00) delivered questionnaire
about regular education teachers’ acceptance afapeeeds children to 367 teachers
in Shanghai. The result about these teachersuadtitoward students with SEN
shows:

98% of teachers think students with SEN have egqght to go to regular classroom; at the
same time, 39.6% respondents have negative attitod@rd inclusive education; 82.6%
respondents consider learning in regular classrobstudents with SEN will make them lack of
feeling of achievement; and 81.8% of these respulsdeant to teach exceptional students but
think they are not qualified to teach them (Liuakt 2000, p.35).

Wei’'s (2000) research result shows the main coscefrteachers to the students
with SEN learning in the primary school were widging:

poor learning abilities of students, lack of prefesal knowledge and skills in the teachers, no
time, bad classmate relationship, teaching fagdjtiparents’ cooperation, students’ behavior
problems, the teacher’s attitude, related poli¢gcgment of the staff, and the care and support
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from the leaders of the schog.B81).

Also, there are some studies show most regular adidunc teachers in primary
schools have positive attitudes toward inclusivaication, e.g., Zeng's (2007)
research results indicates that mainstreaming pyirteachers’ attitude to inclusive
education is generally aspiring and positive b gositive attitude is still in its
infancy. Another research results also say mosiegtilar education teachers have
active and supportive attitudes toward inclusiveaadion (Qian & Jiang, 2004; Peng,
2000).

And there is third kind of attitude - ‘depends othe cautious attitude. Most
study results show there are lots of factors clnence the teachers’ attitudes toward
inclusive education, e.g. effective teacher tragramd which kind of impairments the
child with disabilities has and how severe the impant is (Peng, 2000, 2003). Liu,
et al. (2000) delivered questionnaire about regetarcation teachers’ acceptance of
special needs children to 367 teachers in Shangtes. results show that various
factors, especially the small-class system anccife training have an effect upon
regular primary school teachers’ acceptance ofiapeeeds children.

In addition, Deng’s (2004a) investigation about thean and rural regular
education teachers’ attitudes toward inclusive atiao indicated:

There are three principal components which consisteachers’ attitude toward inclusive
education: the advantages and disadvantages okineleducation and the advantages of special
school; Both rural and urban teachers have activeé supportive attitudes toward special
education, on the other hand, they still have Bigpportive rate for inclusive education; There are
significant difference between urban teacherstumtéis and rural teachers’ attitudes toward
inclusive education, and there are more differearcgptions about inclusive education among
rural respondents than urban respondents; The tebahers’ attitudes toward inclusive education
are more negative than rural teachers’; and Thdtresinvestigation finds both rural and urban
teachers’ attitudes are not influenced by the time category of teacher training.

3.1.2 Parents

In a review of attitudinal researches of Chen@let2006), it concludes from many
successful cases of family education for disablatt chat good family education is
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the basis of the disabled child’s successful dgaraknt.

Niu, et al. (2005) compared the attitude betweeenia with and without disabled
child. Research result indicated that parents dighbled child are more positive than
general parents on the attitude toward inclusivgcation. Also, they concluded that
for parents with disabled child, they still havdfetient attitude toward inclusive
education, for example, the parents of deaf studenimore positive than parents of
mental retarded students. And they concluded im thsearch report, patents’ attitude
is not influenced by parents’ education degreeupation and gender, children with
disabilities learning in the regular classroom neexte attention from parents

3.1.3 Administrators

How about the administrators’ attitudes toward uscle education? The
administrators’ attitude is related to regionalfetiénces (Cheng, et al., 2006). He’s
(2002) investigation about current situation ofluseve education in HuNan province
concludes administrators of special education weme positive than front-line
teachers on the attitude toward inclusive educafut one research result (Qian &
Jiang, 2004) shows the management for special &dnaa far from effective, most
of schools severely lack of educational resourbesng’s (2007b) research result for
local education administrators (including princg)ashows all the respondents agree
that attitude of senior administrators toward ische education should further
enhanced and they should pay more attention toiadpeducation, that is the
precondition and guarantee of implementing inclegducation.

3.1.4 Peers

The attitude of regular class students toward thabded classmates is important to
inclusive education. There are few of these researbave already done in China. We
can try to know from Wu'’s (2003) research result:

primary school students generally choose a negadtititide towards the mentally retarded,;
compared with students whose class has mentalydexd, students in regular class showed more
positive attitude towards the mentally retarded] #re result goes further to explore the factors
that influence on acceptance attitude, the reduivs acceptance is generally influenced by
students’ gender, experience with the mentallyrdei@d and is slightly influenced by students’ age
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and grade, also, he finds the difference of areanbédnfluence on acceptance attitude (Wu, 2003).

A great deal of western researches about relatckelsblders’ attitudes toward
students with SEN indicate there is high correfati@tween inclusive education and
the beliefs and attitudes of related persons &legarty, 1997; Villa & Thousand,
1995). China’s researches of attitudes toward siedueducation focus on if related
persons can accept inclusive education or whether attitudes are negative or
positive. Comparing with this, most of western esshes of attitudes toward
inclusive education mainly discuss respondentstggion for detailed components
of inclusive education. For example, Bamet and Mo(i®98) had their investigation
from following aspects: the extent of implementinglusive education in school, the
teachers’ expectation and preparation for inclusshecation, the extent of community
support etc.; Cook, Semmel and Gerber (1999) engshéise teacher’s responsibility
and role, teacher’s skills of cooperative teachsigdents’ academic improvement
and so on. Most of the researches conclude thataregducation teachers’ attitude
are highly influenced by all kinds of teaching nes@s they can have (e.g. Salend &
Duhaney, 1999). Also, some western studies showh&héeachers will have positive
attitudes toward inclusive education depend orr #dhiicational background, teaching
experience and related professional training (Geward, Parmenter & Nash, 1985).

3.2 Teacher training

3.2.1 Regular education teacher

The preparation of teachers for regular schoolsclemsly needed to undergo quite
significant change in recent years. One major aadjest has been the necessity to
prepare teachers for progressively more diversdestupopulations as they will
increasingly be required to teach in inclusive slasms. To some extent, qualified
teachers are the key factor which can directlycaffgiality of inclusive education. So,
teacher training is a very important issue to discu

How about the current status of regular teachemib@ for inclusive education in
China? One research result from Qian and Jiang4{2€iows:72.7% respondents in
their investigation agree that the regular educateachers involved in inclusive
education can dedicate themselves into the workb%d4respondents agree these
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teachers can draw up individualized education plantheir students with SEN; only
46.8% respondents think regular education teachmaster cognitive and
developmental characteristics of students withhilisi@s and can tutor their disabled
students after class; only 42.9% of respondentseagrgular education teachers can
utilize effective teaching methods to cater foritltksabled students’ special needs.
This research further explores the reasons causeuirent situation and concludes
the most important reason is lacking of effectigacher training, because less than
one third of regular education teachers involveihoiusive education could receive
effective professional training of special eduaatio

Some Chinese researchers give some useful suggedto further developing
teacher training for inclusive education througleithcomparative or practical
researches. For example, through summarizing tlaésgmodels, curriculums and
special educational teacher’s certificates andituigins, one review of Chinese
scholars’ researches about special educationdheesiceducation reveals the general
trends in special educational teacher educatiomégegration, opening, multitude and
institutionalization at present (Ding & Wang, 2003)

As Peters (2003) concludes in her literature revadsut teacher training, many
western studies cited recommend that teacher tiaificus on enskilling classroom
teachers in areas of pedagogy, curriculum developra@d adaptation, training
should be intentional and classroom-based, intensand on-going in order to
promote sustainable effective practice.

Also, some research results of recent western n&dsea inspire me from following
aspects:

(1) How does teachers’ epistemological beliefs gmibr knowledge and
expectations influence their teaching in inclussegtings and its implications for
teacher training (e.g., Jordan, Anne et al., 2@¥9eonidou et al., 2009);

(2) What are the basic components of effectivehiegcskills and how can training
courses enhance or promote teachers’ teaching $&ili., Jordan, Anne et al., 2009);

(3) How about the outcomes of teacher educatiograms and how to exam these
programs’ effectiveness (e.g., Moran & Anne, 20@9)
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(4) how to contextualize and differentiate teadnaming courses to address these
different needs and suit teachers’ prior knowledgtitudes and beliefs about
inclusion (e.g., Forlin & Chris, 2009; Symeoniddiak, 2009).

3.2.2 Non - teaching professionals

The training of non-teaching professionals to wavith teachers and disabled
students in the school setting is another imporiastie to successful inclusion.
Chinese inclusive education is experiencing a ttansperiod, from pursuing amount
of children with disabilities learning in regulalassroom to educational quality of
children with disabilities in regular school. Iteses the most urgent thing is to train
mass of qualified regular teachers to accommodatkests with disabilities in regular
classroom; training of non-teaching professionalstill not put on the agenda of
special education reform. Without doubt, it is voplaying more attention, because it
is a needful part of successful support system.

A special study was carried out in seven Membemntiaas of OECD to look at
approaches being developed in this area. In bitefevealed outside of a small
number of innovatory programs, a severe lack ofodpipity both at pre-service and
in-service level for these professionals to devakpvant skills (OECD, 1999, pp:
39-40).

3.3 Organizational forms and resource room

3.3.1 Organizational forms

There is a representative discourse of organizaltiborms we can view it as
reference because these forms still exist in ctnrgsiusive settings. In a view of
studies on integration, Hegarty, Pocklington andcdsu (1981) sumCernas the
organizational possibilities as follows:

(1) regular class, no support; (2) regular class-dlass support for teacher and student; (3)
regular class, pull —out support; (4) regular clas$asis, part —time special class; (5) spe@akcl
as basis, part —time regular class; (6) speciabdiall —time; (7) special school part —time, regul
school part —time; (8) special school full -timedted from Meijer,et al., 1994, p.4).

Hegarty et al. (1997) argue the issues involvedrganizing inclusive education at
the school level are:
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(1) structure for providing special services inaab; (2) the role of special education; (3) other
support systems; (4) decentralization; and (5) peration between schools (pp: 11-12).

Tomas et al. (2005) summarized some of forms chmmation and reorganization
taken by the move to inclusion:

(2) re-placement: moving individual children to timainstream with varying degrees of support,
and varying levels of success for the children iwed; (2) de-camping: moving a special school,
with its students and staff, into the mainstreaB), ¢losing special schools and providing
resourced school, that is, schools which are eajpecesourced to take a group of former special
school pupils; (4) closing special school and mimg a support service—comprising support
teachers and learning support assistants, usuatiy fthe former special schools; and (5)
providing an inclusion service, that is, convertangpecial school to a service, whereby ex-special
school staff restructure and work in neighborhodtbsls (Tomas et al., 2005, pp: 24-25).

3.3.2 Resource room

Different school can choose different organizatioftmms mentioned above in
different context and via one or more selected mmgdional forms to organize all
kinds of available resources to support inclusistacation. We had discussed some
viewpoints about the debates between ‘full inclnsand ‘partial inclusion’, in fact,
there are still many different organizational formpeovided by different states
according different current requirements of inabmsi which is as similar as
mainstreaming and integration. Many researchers support ‘partial inclusion’ also
support resource room (e.g. Smith, Polloway, Patt@owdy, 2001).

In china, generally, the organizational forms pédal education mainly include
the following three kinds: (1) special schools; €pecial classrooms attached in
regular kindergartens or general schools; andd@llar classroom. Among last two
forms, resource room acts an important role to ajueae the quality special education
for students with SEN most of time and many resessc agree that resource room
can have compensation action for students with SfSNone kind of effective
supplement of regular class instruction and resoummom is very important in
establishing effective support system for studemith disabilities (Qian & Jiang,
2004; Xu &Yang, 2003; Deng, 2004c).
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Some researchers point out it is necessary to ohe sesearches on resource room
because there are still some problems waiting teebelved in China, e.g., lacking of
gualified teachers in resource room; teachers’ workhe resource room have not
gotten enough support from school administrat@skihg appropriate resource room
curricula; and the most of resource room only carves for one kind of disabled
students and so on (Xu & Yang, 2003; Yang & Xu,4£00

Western researchers have done many studies alsmurce room. Most of them
consider resource room is one kind of benefit faarsupport inclusive education
though there are many debates about that. Earkstesn researches about resource
focus on discussing the management of resource,rt@mning of resource room
teacher, setting up resource room curricula asnge.g@. Malfitano, 1977; Pearl, 1979;
Berliner et al., 1987)Recently, researchers more focus on following aspet
resource room after 1990s: scanning the differeatting effects of resource room,
special classroom and special school; discussifeyeint teaching outcomes between
in the resource room and in the full inclusive stasm; and comparing outcomes of
resource room programs implemented in differenioregand so on (e.g. Kim, 1994;
Gottlieb, 1997).

3.4 Comprehensive studies

The Chinese Education Department and related wmiofesls pay more and more
attention to the researches about support systdiRGfsince the middle of 1980s. In
the beginning of 1990s, Chinese State Educationiiesion and cooperated with
United Nations Children’'s Fund (UNICEF) to carrytoone project of special
education in Chinese depressed areas (1994-199%% {droject promoted the
establishing initial model of support system of LRCsome regions around China.
For example, Beijing city carried out a series xjpexriments of LRC for three kinds
of children with disabilities (hearing impairmentgsual impairments and mental
retardation). These experiments promoted the impieimg of LRC in Beijing,
formed three local supportive nets of LRC: managémet, teacher training net and
educational research net. Some researchers begey @ttention to how to evaluate
the effect of LRC and begin to do some researchesatahat soon after. (e.g. Cheng,
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1997; Hua2003h. At the end of 2002, Basic Education Departmextlied for carry
out experiment of support and security system ofLiR199 counties in China. In the
March of 2003, it released the formal notice aboav to carry out the experiment
experiments of support and security system of LRGhie country and began to
implement this one-year experiment. About one \eter, the officials of Basic
Education Department started to investigate andysthe whole situations and
evaluate the outcomes and deficits of this experim@l these stated the preliminary
national and local executive managements and argaonal support system from top
to bottom have been built to guarantee smoothlyempnting LRC. But how to built
the support system of LRC in which children witkabilities is center, they supported
by school and family support system directly fromttbm to top? That's very
important, because the quality of LRC directly deggeon the operation of school and
family support systems. LRC has been implemented¥er twenty year, mass of
children with disabilities had access to go to tagachool. How about the quality of
LRC? Some researchers have begun to do some tesgabout it from theory to
practice.

Through summarizing the current situation of LR@y Bnd Ye (2000) point out
that an education support system should be setThp. system included three
administrative levels: leading group, guidance gramd implementation group and
there is a great need for system running well:igefit funding for education,
guidance from special school, and improvement ahous through research.

Luo (2002) considers the support system of disaldbddren integrated in
mainstream schools includes five basic elementsyTdre respectively the persons
who support children with disabilities who learn regular classroom, educational
goal, educational process, and regulations andiress of special education.

Gao et al. (2004) suggest the whole support systeuld include three interrelated
subsystems in the inclusive context: administrasieport system, regular school and
class support system and system which supportsitiv@ction between families with
disable child and community and the authors empkathiat resource room has
profound function in constructing whole supportteys.
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Sheng (2006) points out that family support hasimportant role for disabled
children learning in regular classroom.

By using a qualitative investigation, Deng (200dayried out one research to
examine how Chinese Local Special education Adnmatirs understood the
ideology of inclusive education and LRC model. Theearch result indicated ‘that
the Chinese inclusion is driven by pragmatic netd®nroll more children with
disabilities who were denied into schools, and LIRS been practiced in a different
social and cultural context for inclusive educatinitiative in the West (Deng, 2007b,
p.679).” And the author concluded ‘that china skdomlake generalized changes in the
whole education system and society to bring greapgortunities to those with
disabilities (ibid)’.

Through reviewing the outcomes and shortcomingStofese rural mainstreaming
support system and its evaluation and researchy &iral. (2005) put out the ideal
rural mainstreaming support system. And the whaolgpert system is consisted of
five interactive subsystems: self-support, govemmsipport, community support
family support and school support.

Soon after, according to this assumption about sti@aming support system Qing
and Liu (2007) carried out an investigation and ghe findings from their research.
The result shows that the family support system addool support system are
relatively sound, government pays due attentiorfiriancial support, community
support is not enough and disabled children legrnm regular classrooms have
relatively low self-expectation. And they concludeat govern should intensify
publicity of LRC, there is much room to promote tpgality of resource room and
resource teachers of school support system and oaityrsupport system still need
to be enhanced.

Generally speaking, China has made some progregsemal education and issued
some policies to address the special needs ofrehildith disabilities especially since
1980s. But until now, there is a severe shortagaupportive resources of LRC (Hua,
2003a; Xiao, 2005). Hua (2003a) points out the enutrisituation of mainstreaming
support system in China:
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Firstly, it lacks of systematic and persistent sarpand assistance of family, community and
health care; secondly, regulations of itineranthea is unsound; thirdly, cooperation between
teachers inside regular schools is not enough @adets of regular schools think little of LRC;
finally, the support system of LRC lacks of necegsad scientific supervision and evaluation.

Comparing with China, in West, many developed coesthave set up mature,
sound and substantial support systems of inclusthecation. For example, after
visiting inclusive schools of eight member courgfi©ECD (1999) summarized a
support service system of inclusive education winctuded three aspects:

(1) within-school support: e.g., the support ofarigation of the school which can
help teachers become more familiar with the chilidreneeds; cooperation between
regular education teacher, their classroom assiatahspecial education specialists;

(2) between-school support: it emphasized the cabipa between special school
and general school; and

(3) out-of-school support: peripatetic teachershwiirious forms of specialism,
SEN coordinators, teacher assistants/aides, schomlnselors, educational
psychologists, clinical physiotherapists, speecirapists, occupational therapists,
doctors and nurses, specially, as ‘civic servanpsitents and communities and
voluntary bodies are also included in this supportension.

In addition, the authors emphasized three imporsapects which guarantee the
function of support service system:

(1) The cooperative approaches and methods betwegnolar school and
out-of-school services

It is very important to consider how out-school o services provide their
services to school, that is, how they effectivelgrkvwith school. The authors gave
two kinds of approaches:

One possibility is that they work with the studetiismselves in essentially a clinical model, i.e.
on a one to one basis isolated from the schoolvasode. Another is that they support schools and
staff efforts to developing effective approachedeaching the disabled students in the school.
This latter approach is clearly preferred and ttteosls visited were working in this way usually
having identified a teacher or teachers to takpaesibility for coordinating special needs support
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in the school..( OECD, p.39)

(2) Local educational authority officials’ involvent

The authors consideredTHere are local education authority advisers afides§ who also
work with schools in the special needs field. Thesevices providéont line support for students
and teachers and are also closely involved indhedl assessment arrangements that all countries
undertake in order to allot additional resourcesatmd make special arrangements for, students
with SEN. Transportation is often also providedDECD, p.38)

(3) Decentralization of provision

Also, the authors pointed outTHe organization of these services varies subsatgnti
between and within countries especially with thewgng decentralization of provision. What is
important is getting the skills and support to sishools according to need. Thus, an appropriate
balance has to be struck between the skills availaithin the school staff, the degree of
disabilities in the children in the schools andilamlity of the support service personnel, who
often find themselves in high demand. In this véiis worth nothing that there were frequently
not enough speech therapists. They were thus hgghlght after, with whose who were available
often unable to meet the demakECD, p.38)".

One research result comes from Beveridge (200%e author focuses on
discussing the relations between home and schowl &n inclusive perspective. She
points out effective communication between the h@né school is crucial for any
child’s’ education, creating good partnerships sseatial and give suggestions for
how to build good partnerships between home andaddmnd specially emphasizes
the importance of children’s participation in builg good relationships between
home and school.

Corbett (2001) discusses how to support inclugiglacation from ‘a connective
pedagogy’ review of angle. The author offers prattguidance to teachers working
with pupils who have a wide variety of learninglesythrough one case study based
on a real-life, inner-city school in England. Anftlea case study, author presents some
good ideas about differentiation, classroom managenand effective use of support
staff and so on. This case study shows us a sdategample of inclusive schooling.

Recently, Langer (2007) conducted a nationalshgate about the inclusion status
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guo of children with hearing impairments in maieatn schools, including preschools,
primary and secondary schools in Czech Republie.imthestigate result shows these
pupils’ amount, gender, grade, degree of hearingairment, geographic distributing
and shows the specialists’ evaluation about integratatus quo for these pupils. Also,
it concludes some problems which affect inclusisich as limited communication
between teacher and pupils, the cooperation betag®wol and family, the amount of

one regular class and lacking of financial supfmrtnclusion and so on.

4. Some comparative researches about inclusive edtion

Meijer et al. (1994) describes and evaluates th®ws outcomes of integration of
six countries: Italy, Denmark, Sweden, the Unitéatés, England and Wales, and the
Netherlands. From their research findings theyroffieme general conclusions as
following:

From our country descriptions it has become cleat although integration plays an important
role in special education, not all its objectives/én been achieved, even in countries that strive
towards an integrated educational system there goad deal of uncertainty as to whether
integration is appropriate for all categories ofdren with SEN. Furthermore, it is clear that even
in these counties there are many practical problentise daily practice of integration....One of
the main lessons that can be learnt is that tteerm istandardized format for integration. Every
aspect of integration-definition, motives, aims d&wkls, shows a large diversity in practice. This
diversity makes it difficult to draw overall coneslons and build up a comprehensive
understanding of integration. Rethinking the coumse the content of integration seems necessary.
Experiences from the past can contribute to tHigation if the objectives and motives behind
integration are set out more clearly (Meijer et 8994, pp: 139-140).

As the editors and initiators, Ainscow and BootB98) in one comparative study,
have brought together an international team ofamresers from eight countries to
develop case-studies which explore the processexlokion and exclusion within a
school or group of schools set in its local andomall context. The study includes
classroom observation, the experiences of the $ad®aoof students and interviews

with staff, students, parents and school governdhsough the case-studies and
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commentaries on them, differences of perspectivhinvand between countries are
revealed and analysed.

Mitchell (2005) considers that social, politicato@omic and cultural contexts play
a central role in determining whether or not instaseducation is implemented in a
range of regions and countries around the worldees of conclusions is presented,
such as

(1) inclusive education means creating a singleesy®f education, which serves all children;

(2) inclusive education is a site of conflictingr@digms of children with SEN, centering on a
psycho-medical model and a socio-political moded a

(3) while many countries seem committed to inclesdducation in their rhetoric, legislation
and policies, in practice this often falls shor@).

Also, the author provides an overview of China’'suation system and the
development of special education, given the histonyrent personnel preparation as
well as the special challenges for special educatioChina., then tries to analyze
Chinese inclusive education from perspectives off@@anism, socialism, foreign
influences and pragmatic considerations in the €densocio-political context, and
concludes:

Although China has a firm commitment to educatitugients with mild special needs in regular
classrooms, there are many obstacles to overcortiese students are to be provided with an
appropriate education. Some of these are logisaoal economic; others reflect deep-rooted
cultural values (ibid).

It is interesting that the research of Meijer et (41994) includes six European
countries, then the comparative study from Ainsemd Booth (1998) includes some
European countries and North American countriestaadgtudy form Mitchell (2005)
extends his research interest to some Asian cesntiihrough these comparative
research reviews, it seems that researchers have mterests to explore the
differences and the similar of the developmentnmiusive education in a broader
context. Also, they describe different countriesvelopmental situations; we also can
look into some details about support provisioniffedent country from these authors’
research results. Inclusive education is an intemnal movement, we not only need
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to know what is happening in developed countried,also need to know how it is
implementing in developing countries, that will prote the development of inclusive
education around the world, and enrich our undedstg and perception of inclusive

education, even human culture and life.

5. Summary

After this initial literature review, we can fintlis research project relates a broad
research area and abundant of related literatiged to be reviewed. We will go on
viewing related literatures until we finish thissearch project, some literatures such
as the cooperation between school, family and comiygtill need to be enhanced
and increased. Other related literatures suchrag sloeories of educational sociology,
educational culturology and social ecology stileddgo be supplied. There are many
researches paid attention to dispersive and siagfgects of support system of
inclusive education, but few researches concerred study of the systematic
operation of whole support system of inclusive edion. As we mentioned before, in
fact, the supportive resources of inclusive edocatshould be an organic,
tridimensional, systematic and integrated suppgstesn, only under this support
system, can quality inclusive education be guasghtand promoted. So, author wants
to make clear what kinds of support system of isigkel education China and Czech
Republic have, how these supportive resources wag&ther in practice in the two
countries and what effectiveness they will bringooresponding inclusive education.

It is challenging to study support system of instaseducation from ecological
angle of view. By comparing support systems inedé@ht countries, we can appreciate

the diversity of them and further explore why amavht works.
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Chapter 3: Research design

1. Research purpose and hypothesis

1.1 Research purposes
The research is to explore the current status dusupport system of inclusive
education in China and in Czech Republic. It wanfind some useful experiences
about how to establish effective support systemiraflusive education from
investigation in both countries, which will beneéstablishing support system of
inclusive education and promoting the developménhdusive education in China.
Specified research purposes are:
(1) to explore the status quo of support systeméndiisive education and to
analyze the reasons cause them in People’s Remfliibina and in Czech Republic
respectively.
(2) to compare the discrepancy and similarity opput system of inclusive
education in the two countries;
(3) to propose some useful strategies about howeteelop support system for
inclusive education in China.
1.2 Research hypothesis
H1: There are no differences in school supportesgsbetween China and Czech
Republic in barrier-free physical environment.

H2: There are differences in school support sysbtatween China and Czech
Republic in the matter of support for inclusivetrastion.

H3: There are some differences in school suppaitesy between China and Czech
Republic in school management support.

H4: There are differences between China and Czegpulilic in the regular

education teachers’ professional development fdugive education.

H5: There are certain differences between ChinaGaeth Republic in interaction

between regular school and community.

H6: There are no differences between China and fCRepublic in regular
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education teachers’ evaluations of the interachietween regular school and
family*.

H7: There are no differences between China and ICEepublic in parents’
evaluations of the interaction between regular sthod family.

H8: There are certain differences between Chinegglar education teachers’
evaluations of other support for inclusive educatiand Czech regular
education teachers’.

H9: There are certain differences between Chinesengs’ evaluations of other
support for inclusive education and Czech parents’.

H10: There are certain differences between Chimegalar education teachers’

attitudes toward inclusive education and Czechleegeducation teachers’.

H11: There are certain differences between attguafeChinese parents of children

with SEN toward inclusive education and attitude€nech parents.

2. Methodology

Three main methods are selected as following fosfges the requirements of this
research:

2.1 Literature method

It is a kind of means to collect and analyses amithtnd audiovisual data according
certain research aim. | use this method to acquaiygelf with related research
situations of my research topic, find out reseafle of view and embody research
questions. And this method will be used to gainermiaformation and further deepen
my understanding for related research questionaglwhole research process

2.2 Questionnaire method

The questionnaire has become one of the most useananof collecting
information. “If well constructed, a questionnapermits the collection of reliable
and reasonable valid data in a simple, cheap amdlytimanner (Anderson, 1998,
p.170)". Through collecting related literatures asghthesizing related research

outcomes, two kinds of questionnaires have beeigmisd according to the needs of

4 Here, the “family” means family of children witpecial educational needs.
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research. These questionnaires are aiming at ganéwhild with special educational
needs, regular education teachers working in inguslassroom. More details about
questionnaires will be discussed in the followiragtpAnd these questionnaires will
be delivered in China, Czech and another Europeantry.

2.3 Interview method

The interview is probably the most widely used mdthof data collection in
educational research. “An interview is defined as specialized form of
communication between people for a specific purpgssociated with some agreed
subject matter (ibid, p.190)”. Through collectinglated literatures and synthesizing
related research outcomes, three kinds of interwieawe been designed according to
the requirements of research. These interviewsaeming at parents with disabled
child, regular education teachers and principalskiag in inclusive school. Because

of language barriers, interview will only be contgtin China.

3. Research Instruments

There are two kinds of instruments were appliedthis research project,
questionnaire and interview. Two questionnairesewdesigned to investigate how
mainstream schools, families and communities workupport inclusive education.
There was no prepared questionnaires can be uski was very difficult to design
questionnaires which can be conducted in ChinaGaeth. After reviewing relevant
Western and China’s literatures describing stalagrsl (especially teachers’, parents’
and principals’) perceptions of and attitudes tasanclusive education, according to
the purposes of this research project, two drdftpiestionnaires were indentified and
carefully worded and formatted in English, thenytheere translated into Chinese.
Researcher post the two Chinese drafts of questionto 3 special education experts
and 3 front line practitioners with at least 10 rgeaxperiences of implementing
inclusive education in regular schools in Sichuaovihce to review these drafts and
give suggestions. In addition, researcher invite€Z&ch university-based special
education experts and 3 Czech colleagues studgimngstitution of special education

studies of Palacky University to review the drafisd give suggestions. Minor
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changes in the wording and format of items of draftere made following these
critical reviews. The final instruments were figlbted using 30 regular education
teachers involved in inclusive education and 15empir of children with special
educational needs. The questionnaires will be dhiced as following:

3.1 Questionnaires

3.1.1 Questionnaire for regular education teacimexslved in inclusive programs

This questionnaire comprises eleven parts. Amoduictory statement was attached
to declare the purpose and significance of thiseaeh and assurance of
confidentiality in the first part. The second sentivas open-ended questions to elicit
teacher’s background information. The third sectieas multiple choice format to
know the status quo of school's accessible physeralironment, then the forth
section was single choice format to explore theosth material supports for
inclusive instruction of students with disabiliti¢se following sections used a 5-point
Liker scale format for items assessing teacheidégssional development, interaction
between school and family of child with disabilggjenteraction between school and
community, school management support, teacher’biatiran for other supports and
teacher’s attitude towards inclusive education. Tds section designed one open
question to ask for teachers to list three diftiesl they were facing during
implementing inclusive education in their regulasses. Totally, there are 54 items.

3.1.2 Questionnaire for parents of child with speeducational neefis

This questionnaire comprises six parts. An intreoycstatement was attached to
declare the purpose and significance of this rebeand assurance of confidentiality
in the first part. The second section was open-@&ngigestions to elicit parent’s
background information. The third, forth fifth sects used a 5-point Liker scale
format for items assessing interaction between lfaanid school, parent’s evaluation
for other supports of inclusive education, pareatfgude towards inclusive education.
The last section designed one open question téoaglarents to list three difficulties

their children with disabilities were facing durifgarning in regular classes. Totally,

® Few items this questionnaire adapted from relegedarch outcomes of Deng Meng (2004a).
® Few items of this questionnaire adapted from eelaesearch outcomes form Niu Yubai, Liu Zewen &nTBao
(2005).
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there are 42 items.

3.2 Interview outlines

3.2.1 Interview outline - for parents of childrenitlw special educational
needs(SEN)

This interview outline comprises six dimensionsdiwdual perceptions about
inclusive education, acceptance for child with SEdmily supports for child with
SEN, understanding and evaluation for classroompap evaluation for other
supports of inclusive education and conclusion.

3.2.2 Interview outline-for the principal or chief administrator of inclusischool

This interview outline comprises six dimensionsstbiy of the school, individual
perceptions about inclusive education, school sappéor inclusive education,
cooperation among school, families of child withNs&d community, Evaluation for
other supports for inclusive education and conolusi

3.2.3 Interview outline -for regular education teacher involved in inclusive
programs

This interview outline comprises six dimensionsdiudual perception about
inclusive education, attitudes towards the childweth disabilities, situations about
implementing inclusive education in regular classng supports for general teachers,
evaluation for other supports of inclusive edugatod conclusion.

4. Sampling

4.1 Questionnaires

4.1.1 Questionnaire for regular education teaameegular primary schools

Respondents were regular education teachers irdvahte inclusive education in
regular primary school from grade 1 to grade 5 tae were some students with
special educational needs (at least one) learmirthdir classes in China and Czech
Republic. We will further introduce the teacher gling procedures in part 2 in
detail.

4.1.2 Questionnaire for parents of child with SEN

Respondents were parents of child with special &ilutal needs, and at the same
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time, their children with special educational neadggse studying in regular classes
where the regular education teachers surveyed inirmgstigation in China and
Czech Republic. We will further introduce the tearxchkampling procedures in part 2
in detail.

4.2 Interviews

Considering limited time, energy and available teses and language barriers, this
research only visited one regular primary schowbived into inclusive education in
Xinjin county of Chengdu city in Sichuan provineeGhina and conducted interviews
with three school administrator, 3 regular educateachers involved into inclusive
education and 3 parents of child with special etiocal needs in that school
according to convenient principle. We will furthatroduce the interview procedures

in part 2 in detail.

5. Limitation of this research

Firstly, this is the first research to investigdtee support system of inclusive
education in China and in Czech Republic. Our qoesaire sample was limited to
regular education teachers and parents of childiém special educational needs in
36 regular primary schools in Chengdu city and Xinfounty in China and 16
regular primary schools in Olomouc city, Litovelwio and Mohenic town in Czech
Republic, all interviewees were came from one ra&gurimary school in Xinjin
County in China. It is unknown whether the chanasties of respondents from these
regions might be shared by samples from other nsgio

Secondly, the differences between Chinese and Caggbort system of inclusive
education were analyzed by data of this investigatauthor’s understanding and
observations in both countries, additionally, migyoof literatures about inclusive
education in Czech Republic were not published mglish, which limited author’s
understanding and exploration of Czech inclusivecatlon, the discussions of and
comparisons between the two countries’ supportegysif inclusive education was

also limited.
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Part Il: Practical investigation

Chapter 4 : Status quo of support system of inclusive

education in People’s Republic of China

Background

People’s Republic of China is one of the world’desit continuous civilizations,
which is situated in the eastern part of Asia anwest coast of the Pacific Ocean. It
is the third largest in the world after that of tBdJ. and U.S. with a GDP of $8.8
trillion (2009) when measured on a purchasing pqveaeity (PPP) basis (CIA, 2009).
The country’s per capita income is classified ia tbwer middle category by world
standards, at about $3,180 (nominal, 104th of Iiies/economies), and $5,943
(PPP, 97th of 178 countries/economies) in 2008praatg to the International
Monetary Federation (IMF) (Wikipedia, n.d. a). Tpaitics of the China take place in
a framework of a single-party socialist republizd).

China is the third largest country in the woaledthe largest developing country
with 1.3 billion people, or 21% of the world’s tbfgopulation. The Chinese education
is so large that it accounts for 26% of the glgbabulation receiving one manner of

education or another (Ministry of Education of ER2005).

1. Categories and population of persons with disalties in China

Special education in China has a history of ovieudred years since the founding
of first special school for the blind in 1874 ame first special school for the deaf in
1887 (Fang, 2005, p.35). After the founding of B.Respecially in the last two
decades, China has made a great progress on dexgekpecial education through
both legislation and by action for meeting the rseefdthe persons with disabilities.

In China, special education refers to educatiancfoldren with disabilities. The

definition of the disabled is based on official idéfon given in 2006 Second China

" The People’s Republic of China is called China betowd P.R.C is its abbreviation.
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National Sample Survey on Disabilities (NSSD). T¢usvey grouped disabilities into
seven categories: visual impairment, hearing inmpamt, speech impairment, physical
disability, mental retardation, mental illness andlltiple disabilities. As we
mentioned in chapterl, there are 82.96 million asswith these types of disabilities
in China according to the NSSD 2006, there arebill®n people at the time when
the Survey was conducted. That’s to say, 6.34% lodlevpopulation, or 17.80% of
families had a member with a disability (Nationalading Group of the Second China
NSSD& National Bureau of Statistics of P.R.C, 2008/e can further know the
distribution of persons with disabilities in Chitreough Exhibit 4.1.

Exhibit 4.1: Distribution of Chinese disabled pagidn (2006)

@ visual impairments
12.33 million

B hearing impairments
20.04 million

O speech impairments
1.27 million

O physical disability
24. 12 million

B mental retatdation
5.54 million

E mental illness 6. 14
million

B multiple disabilities
13.52 million

Visual impairment: 14.86%  Hearing impairment:138 Speech impairment:1.53%

Physical disability: 29.07% Mental retardati6ér68%  Mental illness: 7.40% Multiple disabilgiel6.30%

Data from: Communique On Major Statistics Of thed@®el China National Sample Survey on Disability t{ti@l Leading Group
of the Second China NSSD& National Bureau of Siai®f P.R.C, 2006)

2. Legislation

We focus on central government’s legislation irsthéction. There are still some
policies and regulations about how to implementigbeeducation are published by
local government according to the local conditiansl central government’s related
legislation and regulations.

The Resolutions on the Reform of the School Systed©51, the first document
issued by the government, stated that governmehtll devels should establish
special schools such as those for the deaf anolitiek (Yang & Wang, 1994).

During China’s Cultural Revolution, education waardly developed because of
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political disturbance, there was no progress orsliaiipn of special education.

The Open and Reform policy under Deng Xiaopinigadership in the 1980s
shifted the national focuses from political striggh economic reconstruction. The
most of important pieces of legislations and retjois were issued by the National
People’s Congress, the state council and organsabés between mid-1980s and
mid-1990s. Since then, the development of spedataion was placed under the
mandates of legislation.

The Constitution of P.R.C is the body of China'sibdaws. In 1982, the latest
revised Constitution stated that “the nation ipogsible for providing citizens with
blindness, deaf, mute and other disabilities wippartunities to work, live and be
educated’(the National People Congress, 1982, lartib). It was the first legislation
to mandate the provision of special education im&h

In May 1985, an important document, “Decisions cgfdRning the Educational
System” was issued (Central Committee of the Comsturarty of China, 1985). It
proposed the implementation of nine-year compulgoiycation and the development
of special education.

In April 1986, the Compulsory of Education Law wpaassed. It stated that all
children who had reached the age of six shouldrvelled in school and received
compulsory education (the National People’s Corgyré886). It is a civil right law
for all children, including those children with dlslities, to receive compulsory and
public education. And the enrolment rate of chitovath disabilities has been become
a necessary quality index of school performancen{D& Manset, 2000). In
September 2006, the Compulsory Education Law waseae (the National People’s
Congress, 2006). It stated that “compulsory is @&t children of school age and it
is a public welfare undertaking a country must gatee” (Article 2). The law also
specified that no tuition fees and extras shouldcharged in the compulsory
education and it called for government of all leved deploy resources reasonably
and carry out measures to guarantee compulsoryagdacfor children with
disabilities.

In May 1989, the document of “Suggestions on Deyielp Special Education” was
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issued, which provided definite policies, layoutns, tasks, administration, funding
resources and teacher training about special dadocathe State Education

Commission, et al, 1989). Especially, this documstated the new developmental
pattern of China’s special education, which wasoadted in the first National

Conference on Special education held in Beijind 988, that was, “special schools
will constitutes the ‘backbone’ of the system ofesjpl education, while special
classes attached in regular schools and Learningegular Classrooms programs
would serve as the ‘body’ ” (Deng & Manset, 200@,35).

In December 1990, The Protection of disabled Pargmt was issued (the State
Council, 1991). It became the first law to guarante right to the education for
individuals with disabilities in China. It was reed in 2008 (the National People’s
Congress, 2008). In Chapter 3, the revised docustandardized expenses exempt,
educational form, institutions, teaching force amedtbooks for the education of
citizen with disabilities. It emphasized personshwdisabilities possessed the equal
educational right and it provided related princgple guarantee the disabled children’s
compulsory education.

In July 1994, The Trial Procedures on Implementrhiggy in Regular Classroom
for Children and Adolescents with Disabilities isdu (the State Education
Commission, 1994 This document specified concrete measures on hawpiement
LRC in practice. For example, it stipulated “chddrlearning in regular classroom
should go to neighboring school in principle” (&t& 7); “the school-age children
with disabilities for schooling is as same as thgpical peers, The age limit for
schooling may be extended appropriately under apeonditions” (Article 8); “it is
appropriate for one regular classroom to includ@ thildren with disabilities, the
maximum number of children with disabilities theeigrated classroom is 3”(Article
9); “regular schools can not refuse the entrancehdfiren with disabilities who can
study in regular school” (Article 9). And it wasetlfirst time to state that “education
must follow the principle of teaching students wittsabilities in accordance with
their aptitude, individual teaching plan should d¢hesigned and implemented for
them” (Article 15). This law regulated and promotkd development of LRC.
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In August 1994, Regulations on the Education ofs&es with disabilities was
issued, which provided specific rules to preschambication, compulsory education,
education at or above ordinary senior middle sckeal and adult education, special
education teachers for persons with disabilitiée (Btate council, 1994). It further
emphasized that “the education of persons withbdias is a component of the State
education program” (the State council, 1994, Aetig), specifically stipulated how to
guarantee the equal educational right of persotts dvsabilities and how to promote
the development of education for them. It was ih& Bpecific law of education of
person with disabilities in China.

Generally speaking, all legislation and regulatiomsntioned above guarantee the
right of education for persons with disabilitiesdag@so promote the development of
China’s special education. And these laws and egiguis stipulate the principles and
policies, running form, teacher training, admirasire obligation and financial
resources of special education. Since then, a modgstem of China’'s special

education was formed gradually.

3. Emergence of China’s inclusive education: Learng in Regular

Classrooms

Before middle -1980s, segregated special educatias still a dominate form
providing education to children with disabilitiesccording to the first NSSD in 1987,
China has 51.64 million people with disabilities9% of the whole population.
However, less than 6% of children with disabilitiesre enrolled in school in 1988,
66.4% of persons with disabilities were illitera@)% of persons with disabilities
lived in rural and remote districts (National LaagliGroup of the First China NSSD,
1987). At the same time, the Compulsory of Educatiaw issued in 1986 stipulated
all school-age children had a right to receive +jaar compulsory education.
Obviously, according to limited financial resoureed huge number of disabled
children, special schools could not be built fasiuggh to meet the educational needs
of them. How to provide compulsory education to csdkage children with

disabilities became a big challenge for the Chimgsernment. During that period,
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western advanced experiences about special edocatioh as “mainstreaming”,
“integration” and “inclusive education” were intnacked into China by some domestic
special education professionals. These professdrejan to do some research about
how to integrate students with disabilities intgukar classroom. For example, Xu
Bailun initiated a “Golden-Key Project” to integeatlind students into regular
classroom (Xu, 1992). Also the open-door policy arded the cooperation and
communication of special education between Chirdh iaternational organizations.
For example, the Carter Presidential Center spedsarfive-year special education

teacher training project with the China DisabledsBes Federation (CDPF) and State

Education Commission in 1987 and this project laid important foundation for

implementing inclusive education in China (Deng &R-McBrayer, 1999). In such

context, China began to initiate inclusive educatationally under the name siii

ban jiu du(Learning in Regular classroom, LRC) in responsgltabal trends and

domestic pragmatic requirements (ibid).

LRC has become the key form for providing computsegtucation to children with

disabilities. According to official statics, 62.1286 students with disabilities were

learning in the regular classrooms in 2008 (ExHiL).

Exhibit 4.2: Provision of special education in cangory education period in 2008

Enrolment Number (unit; in person Percentage (%)
Schools for special education 153338 36.73

Special classes attaches to  regular primary $€hoo 4587 1.10
Followers in Regular primary schools 188831 45.24

Special classes attached to  regular junior higledtional) schools 210 0.05
Followers in Regular junior high (vocational) school 70474 16.88

Total 417440 100.00

Note: Data from. Basic statistics of China’s speethucation (Ministry of Education of People’s Rbfici of China, 2009).
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4. Government action for supporting china’s inclusie educatiori

Except legislation, central and local governmesbamplement following actions
to support inclusive education.

4.1 Fostering positive social attitudes toward peons with disabilities

Firstly, the Protection of disabled Persons Acti®90 stipulated the third Sunday
of May was National Day Assisting Disabled Pers¢fke State council, 1991).
Central and local governments use all kinds of meslich as slogans, TV to let
general public know the right of people with didisieis on this day every year.

Secondly, government organized people with didadslito participate in sports
held for them and to perform arts activities. Foaraple, “China sent 24 athletes with
disabilities to Special Olympics for the first tirme1984 and gained 2 golden medals”
(Deng & Poon-McBrayer, 1999). In 2008, the Beijicity of China hosted Summer
Paralympic Games, China sent 547 athletes to #malympic and gained 89 golden
medals (Xinhua net, September 19, 2008). In 198Mhjrfa set up the China Disabled
People’s Performing Art Troupe which consisted dfsts with different types of
disabilities and the Troupe toured in China anceottountries to promote positive
images of people with disabilities before the pub{Piao, 1996).

Thirdly, state leaders expressed concerns for abeducation. For example, on
September 10, 2008, the™Chinese Teachers’ Day, China’s national Presittent
Jingtao went to special school for the blind, dead mute of Zhengzhou city to visit
special education teachers and students with diisadiin this school. That made
special education attracted more attention fromegsrpublic.

4.2 Establishing administrative structure for specil education provision

With the expansion of LRC movement throughout npstvinces of the country,
china has set up a network of three levels to plegpecial education to children with
disabilities, which includes special schools; spkecilasses attached and integrated

classes in regular schools. In order to accommaii@ehanged development needs

8 For to meet the needs of research, Learning in IBe@lassrooms will be called inclusive educatiod an
Chinese students with disabilities will be calleddgints with special educational needs below, bernwhe talk
about China’s inclusive education and Chinese stisdeith special educational needs, they still maiefer to
the LRC and students with disabilities respectively.
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of special education, government had establishethirastrative structure to
administrate special education provisions in speadsa regular schools. The
department responsible for this work is governmedticational administrative
department of various levels. Of which, central igliry of Education is charge of
national special education provisions, local edocal administrative departments on
the province, city and county level responsible $pecial education provisions in
their administrative areas respectively, “althoughese local administrative
departments still do not have special educatiorsidins, most of them have designed
full- or part-time administrators to oversee th@iovision” (Deng & Poon-McBrayer,
1999). At the same time, “a network of inter-depemtal collaboration was
developed” (ibid), central educational administratdepartment takes the major role
for special education and collaborates with otleated departments such as health
department, financial department, and civil afi@é@partment and so on. The China
Disabled Person’s Federation and its local branekésely take part in and promote
special education for the persons with disabilities

4.3 Strengthening teacher training

There are teacher training provided to teacherslwed in special education. For
pre-service teacher training, there are two appemdo realize: firstly, central or
local special education teachers schools or cdlegel normal universities provide
teacher training projects, for example, five normaiversities in Beijing, Shanghai,
Chongging, Wuhan and Xi'an have established podtg® and undergraduate
projects of special education (Fang, 2005, p.4gdnerally, special education teacher
schools or colleges provide training programs tmwedary teachers, and faculties of
special education set in university offer trainipgbgrams to teachers of special
schools; secondly, normal colleges or universpies/ide optional courses or required
courses of special education to the student whiogwiinto regular teaching. Usually,
universities and professional training institutica® responsible for the in-service
teacher training for special education teacheid,(fn56).

4.4 Enhancing research for inclusive education

The implement of inclusive education have promoted development and
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prosperity of special education research gradisatige middle-1980s. The following

representative research institutions, organizatents professional journals can show

this process.

Exhibit 4.3: Representative research institutioogjanizations, and professional Journals
contributed in special education program and rese@.R.C)

Name

Foundatior

Nature

National Society of Research ¢

Special Education

n

1982

It consists of front-line practitioners, adisirators, and researchers

special education at various levels and aims atdwipg the quality of

special education and holds annual conferenceéa and researc
exchange.

Special Education Research Center 1988 It focuses on applied research, develops cturn guidelines fo

of Beijing Normal University special schools, and participates in drafting ratevlaws and
regulations in the country.

Special education Research Divisipn 1988 It emphasizes more on theory, practice anché&atraining of LRC

of China National institute fo programs.

Educational Research

Gold-Key Research center 1988 It is a private rekeaenter. This center initiated first LR
experiments and held several annual research emtes on visual
impairments in 1990s.

Stars and Rain Center 1993 It is a private reseeeciter. It started by a mother of a child w|
autism and initiated education and research osrauti

Chinese Journal of Special Educatipn 1994 It isftagship journal and it aims at showing the highlesel of

achievement of academic research on special edadatiChina.

Note: Exhibit contents were cited and modified frbeng & Poon-McBrayer. (1999), pp.149-150.

Also, China government actively organized few ingional conferences since

mid-1980s to attract more international and doroestiention on LRC. For example,

the UNESCO Regional Seminar on Policy, Planning @nglanization of Education

for Children and Young People with SEN in Asia @heé Pacific was held in Harbin,

Heilongjiang Province in 1993 (Deng, P. F., 1994).

Practical Investigation

We had briefly described the background of Chimaidusive education and what

China’s government has done for supporting inckiseducation from a macro

perspective above. How do regular schools, famibéschildren with SEN and

communities work to support inclusive educationpiactice? What problems and

difficulties are they facing? For to know more abthe status quo of support system
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of China’s inclusive education and focus on theostlsupport subsystem, we had
carried out certain investigations to get more rimfation about how support system
of inclusive education work from middle and micrergpectives via questionnaires
and interviews. At first, this part will analyzeetldata from questionnaires; then it will
move to analyze the data from interviews; thetryitto interpret and discuss all data

together; finally, a conclusion will be presentédhe end of this part.

1. Analysis of questionnaires

1.1 Respondents

The Chinese respondents were regular educatiomdesadrom urban and rural
primary schools in Sichuan Province, which is ledain the southwest of China (its
GDP for 2009 was US$207 billion, equivalent to US85 per capital), a population
with 88,152 million (2007{Wikipedia, n.d.b). Two sample sites in the Proeinthe
City of Chengdu and the County of Xinjin were s&telcfor investigation. Primary
schools that have students with any of the thre@malisabilities, mental retardation,
hearing or visual impairments in classes had beesen in the two sample sites from
first grade to fifth grade. As a result, 120 teashieom 36 regular primary schools
were surveyed, among their returned questionna@@sguestionnaires were found
useful for further analysis, including 66 urban spiennaires and 32 rural
questionnaires. Parents’ of children with disaiedit questionnaires were collected
from same schools where these regular educatiothdesi questionnaires were
distributed. As a result, 58 out of 80 returnedsfio@naires were identified as valid,
including 41 urban questionnaires and 17 rural gpm@saires.

Exhibit 4.4 shows demographic information of Chmegacher sample. This
sample had a high percentage of female respon@@b%). 40.8% of respondents
were 30-39 years old. 57.1% of them received bacleglucation. 68.3% of them had
less than five years of teaching experience witldestts with SEN in regular
classrooms. 38.8% of them reported that they hagrneeceived any training for
inclusive education. 44.9% of respondents repdtiey received less than one month

of training. 58.2% of them had done some schootdbaesearch for inclusive
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education.

Exhibit 4.4: Demographic information of the teackample (P.R.C)

Variable Frequency(n=98)Percentage (%
Gender Male 13 13.3
Female 85 86.7
Age 20-29 years 29 29.6
30-39 years 40 40.8
40-49 years 29 29.6
Education Secondary education 6 6.1
Background College programs 30 30.6
Bachelor programs 56 57.1
Master or Ph.D programs 6 6.1
Years of teaching | within 1 year 13 13.3
Students with SEN 1-3 years 30 30.6
In regular class 3-5 years 22 22.4
5 years above 33 33.7
Teaching grades | 1 11 11.2
2 18 184
3 16 16.3
4 12 12.2
5 41 41.8
Training types None 38 38.8
Pre-service 1 1.0
Nonperiodic In-service 47 48.0
Periodic In-service 8 8.2
Pre-service + Nonperiodic In-servi¢ce 4 4.1
Training time Within one week 16 16.3
1 week to 1 month 28 28.6
1 month to 6 months 9 9.2
6 months above 7 7.1
Missing 38 38.8
Research for Yes 57 58.2
inclusive education No 39 39.8
Missing 2 2.0

Exhibit 4.5 shows demographic information of Chimggrert sample. A view of

Exhibit 4.5 indicates that the sample had a higitggdage of female respondents

(65.5%). Majority (74.1%) of parents were 30-39 rgeald. 65.5% of the total

respondents received education under college I&aut half (51.7%) of them had

° In most case, the “parents” means parents of @hilavith special educational needs if we do no¢ gipecial

explanation for it.
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never received training or course for children V8N, only 13.8% of them received
periodic training or course. 27.6% of total respemtd received less than one month
training or course, 5.2% received one month to étmdraining or course, 15.5%
received more than 6 months training or course okitgj (75.4%) of respondents had

never taken part in any parents associations drikgpuched with them.
Exhibit 4.5: Demographic information of the parsatnple (P.R.C)

Variable Frequency(n=58) % (%)
Gender Male 20 34.5
Female 38 65.5
Age 30-39 years 43 74.1
40-49 years 15 25.9
Education Basic education 29 50.0
Background Secondary education 9 155
College programs 9 155
Bachelor programs 7 12.1
Master or Ph.D programs 4 6.9
Training types None 30 51.7
Nonperiodical 20 34.5
Periodical 8 13.8
Training time Within one week 4 6.9
1 week to 1 month 12 20.7
1 month to 6 months 3 5.2
6 months to 1 year 4 6.9
1 year above 5 8.6
Missing 30 51.7
Learning grades 1 8 13.8
(child with SEN) 2 5 8.6
3 14 24.1
4 3 5.2
5 22 37.9
Missing 6 10.3
Membership of Yes 14 24.1
association for parents of | No 44 75.4
children with SEN

1.2 Procedures of investigation
Firstly, author contacted with related local edigatdepartments to make an
announcement to all participating schools for coapen, because author were

studying in Czech Republic in that time, three uisole education experts in Chengdu
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city would like to help author to distribute questnaires, and then, author discussed
details of questionnaire distribution with theseperts for many times and got
consensus on how to understand author’s questi@sand how to distribute these
questionnaires via internet. After that, they hdlpathor conducted the formal survey
in an on the spot way from school to school peribpna

1.3 Data analysis

Data were coded and entered into the Statistiogtd®ge for Social Sciences (SPSS)
for Windows (15.0) for statistical analysis. Anaty®f the data was conducted by
using descriptive statistics, t-test and one-wayOMA.

1.4 Results

The results will be presented for each researclstoueor combined for parents
and teachers when the questions were the samel @irhdar meaning.

1.4.1Chinese teachers’ responses about current leariree physical environment

of regular schools

Barrier-free physical environment is an importanégondition to guarantee all
students’ access to participate in all possiblévidiets at school. Exhibit 4.6 shows
55.1% of respondents reported their schools maglelhilding physical accessible to
all students. But only 4.1% of all respondents reggball main establishments listed
in questionnaire had been modified, 40.1% of redpats reported there were only

one to three main establishments were modifiedfastudents in their school.

Exhibit 4.6: Teachers’ responses about currentdydrnee physical environment of regular schools
(P.R.C)

Item percentage saying “Yes” (n=98)

Does this school make its building physical actg#esb all students? 55.1%

If it is, please choose the establishments modifeedall student: corridors; | all (4,1%); six of them (2.0%); five of them (2.0%ur of them(7.0%);

stairway; toilet; main entrance; classroom; playgid other places three of them(5.0%); two of them (13.2%); one of them (16.4%)

Note:Item was in a multiple choice format

1.4.2 Chinese teachers’ responses of supports foclusive teaching and
accommodation

The strongest agreements (94.9%) were given to-tpeming support by
respondents. The weakest agreements (25.5%) wesn g0 counseling service

support. Majority (69.4%) of respondents reportaatients with SEN couldn’t get
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adapted textbooks when they needed. Less thamoh#étiem reported school could
offer special teaching material or equipments (49%g teacher assistant (44.9%) for
inclusive instruction when necessary. Also lessithalf (45.9%) of them reported
school could offer specific compensatory and rditabon training to students with
SEN when necessary. At the same time, majority5¢®4.of respondents reported

their class size was not decreased. On the whbleegms school supports for

inclusive teaching and accommodation was not sefftc

Exhibit 4.7: Teachers’ responses about supportsétusive teaching and accommodation

]

(P.R.C)

Items Percentage

“Yes” (n=98)
Are there some adapted textbooks available forestisdvith SEN according to their special needsum school? 30.6%
Are there some special teaching equipments anditeaids available for you and students with SEMdur teaching? 49.0%
Is there a teacher assistant or a special pedagogilable to cooperate with you in regular class t 44.9%
cater for students with SEN when necessary?
Is there peer-tutoring available for students \BEN when necessary? 94.9%
Has the number of pupils in your class been redtzedarantee the quality of IE comparing with otfegular class? 26.5%
Are there some specific compensatory and rehaimlitaupports provided to students 45.9%
with SEN by specialists in your school when necg&sa
Are there psychological or occupational counsedieyices available for students with SEN when thesd in your school? 25.5%

Note: SEN=Special Educational Needs, IE=Inclusidadation

1.4.3 Chinese teachers’ professional developmenirclusive education

The mean scores of 4 items in Exhibit 4.8 vary fré83 to 3.73. Standard
deviations range from 1.256 to 1.399. Higher mezmes imply higher agreement on
the related items and larger variance of standawiation indicates more divergence
of the subjects’ responses on the items. It is egopahat more than half (67.3%) of
respondents agreed school administrators encousagkedupported them to do some
school-based research sometimes or often, buemsahere were some disputes on
this point. Also, it is apparent only 29.6% of thexgreed they could get certain
in-service training of inclusive education sometsmar often. The opinion as to
whether teachers can get some useful suggestionedohing children with SEN
from specialists inside or outside their schoolnse¢o be controversial (SD=1.382).
Less than half (45.9%) of respondents reported shhbol organized them to visit

other regular schools and observe other teachweriggive teaching sometime or often,
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and this opinion seems to be very controversiaHEB99).

The average mean score of the 4 items of totak§Bandents is 2.98, with a high
standard deviation of 1.098, indicating that thepmnses have been centered on “Not
sure” to some extent, but it seems to be contrealers

By utilizing one-way ANOVA in terms of respondentghole evaluations, teachers
with different gender, age, education backgrouedching years, and teaching grades

did not demonstrate significant differences.

Exhibit 4.8: Teachers’ evaluations of professiatatelopment for inclusive education (P.R.C)

ltems N (6] NS S OF M/SD

| can get some useful suggestions for teachinglehil with SEN from| 18.4% | 19.4%| 14.3% 31.6% 16.3% 3.08/1.382

specialists inside or outside my school.

Our school organizes us to visit other regular shand observe other 28.6% | 16.3%| 9.2%| 38.8% 7.1%  2.80/1.399

teachers’ practice of inclusive teaching.

| can get certain in-service specific training abi@i 38.8% | 245%| 7.1%| 245% 5.1%  2.33/1.345

We are encouraged and supported by school adraitisgrto do some 7.1% 13.3%| 12.299 33.7% 33.7% 3.73/1.256

school-based researches for IE.

Total 2.98/1.098

Note: N=Never, O=Occasionally, NS=Not Sure, S=Samet, OF=0ften, Weights of “1”, “2”, “3", “4”, “5"are correspondent to the
categories “never”, “occasionally”, “not sure”, feetimes” and “often”; Weights of “1”, “2”, “3", “4} “5” are correspondent to the

categories “never”, “occasionally”, “not sure”, feetimes” and “often”; SEN=Special Educational NeéHsInclusive Education

1.4.4 Chinese teachers’ and parents’ evaluationsimteraction between school
and family

In this section, four similar items were designeexplore the differences between
the teachers’ and parents’ evaluations.

The average mean about whole section of 6 itemstaf 98 surveyed teachers is
3.81 with a standard deviation of 1.08, indicatihgt teachers’ responses have been
centered on “sometimes” to some extent. The averagan of total 58 surveyed
parents is 3.58 with a relative lower standard alewn of 0.798, indication that
parents’ responses also have centered on “sométimadarge extent. On the whole,
both teachers’ and parents’ responses show thsitiy® evaluations on the current
interaction between school and family.

But for parents’ responses, the item “Parents dflidn with SEN participate in the
process of making IEP” has a apparent lower meare@d=3.03) than average mean
(M=3.68) with a highest standard deviation (SD=%)Which indicates responses on

62



this point have been centered on “not sure” asgeims to be still very controversial.

Also, for parents’ responses, the item “Represemsibf parents... in our school” has

the lowest mean score (M=2.59) and a high standiewvation (SD=1.140), indicating

responses on this point have been centered bettnaketly disagree” and “not sure”

and it seems to be controversial.

By utilizing T-test, there were no significant @ifences between teachers’ and

parents’ evaluations on 3 similar questions excéptn “Representatives of

parents... ”. This indicates that the teachers amdnps did have different evaluation

on whether parents of children with SEN could tgkat in the process of

decision-making for inclusive schooling.

Exhibit 4.9: Teachers’ and parents’ evaluationmtd#raction between school and family (P.R.C)

Iltems Teachers(n=98) Parents(n=58) T-test
M SD M SD T 2-tailed sig.

We offer information about development situatiofstadents with SEN to their parents. 4.25 | 1.018

The regular school informs me of its relevant geand supports of IE. 3.98 | 1.147

I'm satisfied with the way through which informati@about my child is provided by school staff. 4.28 | 1.005

Parents of child with SEN would like to exchangeittchildren’s information with teachers. 432 | 1.112 | 4.29 | 1.043 | -0.129 | 0.898

Parents of child with SEN actively involve in thefrildren’s family education and rehabilitation.3.81 | 1.372 | 3.90 | 1.398 | 0.350 0.726

Parents of child with SEN participate in the pracebmakingtheir children’s IEP. 3.43 | 1.471 | 3.03 | 1.475 | -1.657 | 0.100

Representatives of parents of children with SENte&® part in the decision-making process|08.21 | 1.535 | 2.59 | 1.140 | -2.914

school IE policy in ouschool. 0.004= =

Total 3.81 1.08 3.68 0.798

Note: Items were in a liker scale formak p.05* , p< 0.01* *; SEN=Special Educational Needs, IE=Inclusive Etdana

1.4.5 Chinese teachers’ evaluations of Interactibatween school and community

The average mean about whole section of the 4 itdntgal 98 respondents is 3.05,

with a high standard deviation of 1.102, indicatihgt responses have been centered

on “Not Sure” to some extent and the interactiotwken school and community

seems to be not positive.

Only 32.6% of respondents reported there were camtgnwolunteers offered

services to students with SEN in their schools7%#of respondents reported there

were other professional institutions could coopenaith their school and provided

special services to students with SEN.

63




Exhibit 4.10: Teachers’ evaluations of interactimtween school and community (P.R.C)

Items N o) NS S OF M/SD
(N=98)

Our school exchanges experiences of IE and leasnsédach| 13.3% | 6.1% 27.69 34.7% 18.4% 3.39/1.240

other with other regular schools in our community.

Special school (or resource center) in our commgucétn | 23.5% | 7.1% | 20.49 22.4% 26.5% 3.21/1.508

effectively provide professional support for ouhsal’s IE.

There are other professional institutions can abtiy 22.4% | 13.3%| 31.69 21.4% 11.2% 2.86/1.300

cooperate with our school to provide some speeialices to

students with SEN in our community.

There are community volunteers offer services fodents| 32.7% | 9.2% | 24.59 18.4% 15.3%6 2.74/1.467

with SEN in our school.

Total 3.05/1.102

Note: N=Never, O=Occasionally, NS=Not Sure, S=Samet, OF=0ften, Weights of “1”, “2”, “3", “4”, “5"are correspondent to the

categories “never”, “occasionally”, “not sure”, feetimes” and “often”; SEN=Special Educational NeéHsInclusive Education

1.4.6 Chinese teachers’ evaluations of School masagnt support

Exhibit 4.11 shows 73.5% of respondents reported |#aders of their schools

attached importance to inclusive education, 65.3aespondents reported their

school had established clear and efficient schobties for inclusive education, and

59.2% of respondents reported their school managmikl effectively evaluate the

teachers’ work if inclusive education implemented regular classes. The whole

average mean (M=3.77) and standard deviation (SI22).shows responses had

been centered on “mildly agree” to some extend.

By utilizing one-way ANOVA, teachers with differeage, education backgrounds,

teaching grade, training type and training time diot demonstrate significant

differences in term of their evaluation about s¢hmanagement support.

Exhibit 4.11: Teachers’ evaluations of school mamagnt support (P.R.C)

Items Sd Md Ns Ma Sa M/SD

The leaders of our school attach importance to IE. 5.1% 6.1% 15.3% 39.8% 33.7% 3.91/1.094
Our school had established clear and efficient sighalicies for IE. 5.1% 6.1% 23.5% 38.8% 26.56% 3.76/1.075
School managers can effectively evaluate the tesioherk of IE. 5.1% 9.2% 26.5% 35.7% 23.5% 3.63/1.097
Total 3.77/1.022

Note: Sd=Strong disagree, Md= Mildly disagree, Netlre, Ma= Mildly agree, Sa=Strong agree; Weight4”, “2”, “3”, “4”, “5” are

correspondent to the categories “strong disagréefldly disagree”, “not sure”, “mildly agree” andstrong agree”; SEN=Special

Educational Needs

1.4.7 Chinese teachers’ and parents’ evaluation®abinteraction between children

with and without SEN and general evaluation of in@ive schooling
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Exhibit 4.12 shows the mean scores on first twm#drom surveyed teachers and
parents are relative higher than the band of “mildgree” with a low standard
deviation, indicating that all responses had bemmered “mildly agree” to a large
extent. Teachers’ mean scores on the item “On th&ey IE in our school has been
successful” is 3.74 with a relative higher standaesiation of 1.048, indicating that
the responses have been centered around “mildlgeagbut it seems to be
controversial. Parents’ mean score on this poiBt98, with a relative lower deviation
of 0.877, indicating that the responses have beatered on “mildly agree” to some
extent. By utilizing T-test, statistics shows theeno significant difference between
parents’ and teachers’ evaluation on these iteinat'Sto say, both surveyed parents’
and teachers’ evaluations about interactive betwaddren with SEN and their intact
classmates and evaluations of inclusive schoolirey a@cordant and seems to be

positive.

Exhibit 4.12: Teachers’ and parents’ evaluatiorsualnteraction between children with and
without SEN and the general evaluation of inclusigieooling (P.R.C)

Iltems Teachers(n=98) Parents(n=58) T-test

M SD M SD T 2-Tailedsig,
Most intact students in this classroom would likehelp their classmates with 4.24 | 0.499| 4.05 0.759 1.91y7 0.057
SEN when necessary.
Typical students in this class would like to comiicate and play with 4.08 0.755| 4.05 0.759 0.239 0.812
their classmates with SEN.
On the whole, IE in our school has been successful. 3.74 | 1.048| 395 0.877 -1.238 0.218

Note: Items were in a liker scale format; SEN=SaleEducational Needs, IE=Inclusive Education

1.4.8 Chinese teachers’ evaluations of other sugpdor inclusive education
About half (49%) of respondents reported they knheeal laws, regulations and

policies about children with SEN, 81.6% of themared most parents of intact
students accept their students with SEN learninggular classroom. 91.8 % of them
reported the students with SEN had been well iategrinto their regular classes. By
utilizing one-way ANOVA, teachers with different rgger, age, teaching years and
education backgrounds did not demonstrate sigmifichfferences in term of their

evaluation of other support for inclusive education
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Exhibit 4.13: Teachers’ evaluations of other sugpfor inclusive education (P.R.C)

Items Sd md Ns Ma Sa M/SD

| know the local laws, regulations and policiesEf 4.1% 46.9% | 42.9% 6.1%) 3.51/0.67
Most parents of intact students accept students SEN 14.3% 4.1% 59.2%| 22.49 3.89/0.91
learning in this regular classroom.

The students with SEN have been well integratealtinis regular class. 4.1% 4.1% 69.4%| 22.49 4.02/0.87,

Note: Sd=Strong disagree, Md= Mildly disagree, Netbure, Ma= Mildly agree, Sa=Strong agree; Weight4", “2", “3”, “4”, “5” are

correspondent to the categories “strong disagréefldly disagree”, “not sure”, “mildly agree” andstrong agree”; SEN=Special

Educational Needs, |IE=Inclusive Education.

1.4.9 Chinese parents’ evaluations for other suptsor

The mean scores of the 11 items in this sectioy fram 3.10 (item “l can get

aid ...in my community when | need”) to 4.16 (item yMhild likes to study in

inclusive classroom”). Standard deviations rangemfr0.745 (item “My child

likes ...”) to 1.064 (item “I have opportunities txamange...”). It's apparent that

majority (86.2%) of respondents agreed their chitddfiked to study in inclusive

classrooms and it seems there were not disputeg #bs point (M=4.16, SD=0.745).

Only 23.8% of respondents agreed they know reléded, regulations and social

welfares of children with SEN. 39.7% of them agrebdy could get aid from

government when they need, only 32.8% of them ajgthey could get aid from

specific professionals in their community when timegd. The opinion as to whether

parents had opportunities to exchange experientbsotier parents of children with

SEN to be controversial (SD=1.064), however, themscore of this item is 3.50,

which is still above the choice of “Not Sure”.

The average mean of whole this section of the drhstof 58 respondents is 3.58

with a low standard deviation of 0.553, indicatititat the responses have been

centered on “mildly agree” to a large extend.
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Exhibit 4.14: Parents’ evaluations for other supp@®.R.C)

Items Sd Md Ns Ma Sa M/SD

This regular school makes its building physicalessible to all students. 1.7% | 10.3%| 32.8% 46.6% 8.69 3.50/0.863
This regular school regards my child’s specialrigay needs. 1.7% | 10.3%| 17.29 44.89 25.9% 3.83/0.994
Staff working in this regular school can effectivédelp my child to solvel 1.7% | 12.1%| 17.29 46.69 22.4% 3.76/0.997
learning difficulties.

Staff working in this regular school can 13.8% | 20.7%| 51.79 13.8% 3.66/0.889
effectively help my child to solve emotional diffities.

Regular education teachers working in this inclesilass can adjust teaching3.4% | 12.1%| 36.29 36.29 12.1% 3.41/0.974
and curricula to cater for my child.

I know relevant laws, regulations and social weiaof children with SEN. 10.3%| 56.9% 25.99 6.99 3.29/0.749
| can get aid from government when | need. 22.4% | 37.9% 31.09 8.69 3.26/0.909
| can get aid from specific professionals in my ewmity when | need. 1.7% | 25.9%| 39.79 25.99 6.9% 3.10/0.931
| have opportunities to exchange experiences wifibro 3.4% | 19.0%| 15.59 48.39 13.8% 3.50/1.064
parents of child with SEN and learn from each other

My child likes to study in inclusive classroom. 3.4% | 10.3%| 53.49 32.8% 4.16/0.745
On the whole, inclusive education in this regulsral has been successful. 8.6% | 15.5%| 48.39 27.6% 3.95/0.887
Total 3.58/0.553

Note: Sd=Strong disagree, Md= Mildly disagree, Netlre, Ma= Mildly agree, Sa=Strong agree; Weight4”, “2”, “3”, “4”, “5” are

correspondent to the categories “strong disagréefldly disagree”, “not sure”, “mildly agree” andstrong agree”; SEN=Special

Educational Needs

1.4.10 Chinese teacher’s attitudes toward inclusagucation

Exhibit 4.15 shows, though 60.2% of total respomsi@greed all children should

be educated in regular class, but it seems there wrany disputes on this point
(M=3.37, SD=1.271). 66.3% of them agreed studerntis SEN could get academic
improvement because of inclusive education. Al$06% agreed inclusive education
could promote these students’ social and emotideaklopment and 78.6% of them
reported inclusive education promoted differentdetiis’ mutual communication and
understanding and acceptance about individual sityerdtem “There are sufficient

supportive resources and professionals to suppgoirt Fegular school” has a relative
lower mean (M=2.83) with the highest standard demia(SD=1.313), which reflects

lower level agreement and there were many disputethis point. Respondents did
not agree they had corresponding knowledge ants gkileducate student with SEN
and responses are differential because of reldtiwer mean (M=2.84) and high
standard deviation (SD=1.097). 59.2% of respondeidtsi0ot agree regular education

teachers’ instructional effectiveness would be eobkd by implementing inclusive
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education and it seems there were many disputéki®moint (M=3.00, SD=1.218).
The opinion as to whether regular education teacfedt comfortable working with
students with SEN and their parents seems to b&oas@msial and responses have
been centered on “not sure” (M=3.19, SD=1.233).

It's interesting, at the same time, 78.6% of oesjents agreed special, separate
settings could best serve the needs of students 8HN. The low mean score
(M=1.62) and low standard deviation (SD=0.711) caties that respondents mildly
agreed that children with severe disabilities stidug educated in special, separate
settings to a large extent. The statistic shows ribgpondents mildly agreed special
education teachers are trained to use differeshteg methods to teach students with
SEN more effectively and they also mildly agreedttbhildrencommunicating in
special ways should be educated in special, sepaedtings at a large extent. All the
statistic of items analyzed in this paragraph iatis respondents had positive
attitudes towards separate special education.

90.8% of respondents agreed inclusive educationdsmlgood in theory but did
not work well in practice to a large extent (M=1.BD=0.759).

In addition, by utilizing one-way ANOVA in terms oéspondents’ attitudes toward
inclusive education as a whole, teachers with aifie gender, teaching years and
education backgrounds, training type, training tiché not demonstrate significant
differences. But there are significant differendestween respondents different
experience of research, F (1, 96) =18.934, p<0.001.

As a whole, average mean of whole attitude is %itB a relative lower standard
deviation of 0.633, indicating all responses o$ theéction have been centered on “not
sure” to a large extent, that’s to say, it seenag thspondents had relative negative
attitudes toward inclusive education. But it iswarteresting, all statistics show huge
contradictions of teachers’ attitudes toward ineieiseducation and special school
education. On one hand, they recognized the adyestaf inclusive education, on the
other hand, they admitted the benefits of speciabsl education too, and at the same
time, they did agree “inclusive education soundsago theory, but difficult to realize
in practice”.
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Exhibit 4.15: Teachers’ attitudes toward inclusagication (P.R.C)

Items Sd Md Ns Ma Sa M/SD

31. All children should be educated in regular slas 8.2% 25.2%| 6.1% 41.8% 18.4% 3.37/1.271
32. Both students with and without SEN can get asad improvement because of IE. 8.2% | 18.4%| 7.1%| 44.9% 21.4% 3.53/1.245
33. IE is likely to have a positive effect on theeisl and emotional development of students3.1% | 10.2%| 7.1%| 54.1% 25.5% 3.89/1.004
with SEN.

34. The needs of students with SEN can be bestgémspecial, separate settings 1.0% | 11.2%| 9.2%| 40.8% 37.8% 1.97/1.009
35. IE programs provide different students with anpnities for mutual 2.0% | 11.2%| 8.2%| 55.1% 23.5% 3.87/0.970
communication, thus promote students to undersitadcaccept individual diversity.

36. Children with severe disabilities should beczded in special, separate settings. 1.0% 1.0% 4.1%| 46.9% 46.9% 1.62/0.7]11
37. Special education teachers are trained toiffeeetit teaching methods 5.1% 5.1% | 45.9% 43.9% 1.71/0.786

to teach students with SEN more effectively.

38. Children who communicate in special ways (sign language) 11.2%| 7.1%| 44.99 36.7% 1.93/0.944

should be educated in special, separate settitigs.

39. IE sounds good in theory but does not work mgliractice. s 1.0% 3.1% 5.1%| 56.1% 34.7% 1.79/0.759
40. There are sufficient supportive resources aategsionals to support IE in regular schodl. 16.3% | 33.7%| 17.39 18.4% 14.3pp 2.81/1.313
41.1 have corresponding knowledge and skills tccatistudents with SEN. 7.1% | 42.9%| 12.29 33.7% 4.1% 2.84/1.097
42. Regular education teachers’ instructional éffeaess will be 10.2% | 31.6%| 17.39 29.6% 11.2% 3.00/1.218

enhanced by having students with SEN in regulascla

43. | feel comfortable working with students witBI$ and their parents. 10.2% | 22.4%| 18.49 35.7% 13.3% 3.19/1.2

Total

2.73/0.663

Note: Sd=Strong disagree, Md= Mildly disagree, Netbure, Ma= Mildly agree, Sa=Strong agree; Weight4", “2", “3”, “4”, “5” are
correspondent to the categories “strong disagrfeeildly disagree”, “not sure”, “mildly agree” andstrong agree”; adverse weights of
‘57, “4" 3", “2", “1" are correspondent to the ¢agories “strong disagree”, “mildly disagree”, “reatre”, “mildly agree” and “strong

agree” to all the items attachegk” ; IE=Inclusive Education, SEN=Special Educational déee

1.4.11 Chinese parents’ attitudes toward incluse@ucation

Exhibit 4.16 shows strong support (93.1%) by paemts given to agree all
children have the right to study in regular scha®lsame as their typical peers, and it
seems there were no disputes on this point (SD8).&%.5% of them agreed there
were sufficient resources and professionals to adpmclusive education. The
majority (72.5%) of the parents agreed their cleibdiwith SEN could improve
academic achievement faster in regular school thaeparate and special settings.
81% of them agreed inclusive education was likelyhave a positive effective on
children’s with SEN social and emotional developtn&0.6% of them agreed regular
education teachers could give appropriate attenéiod care to their children in
regular classes. 89.7% of them agree that incluggacation could facilitate

understanding, acceptance and social interactibwele® children with and without
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SEN. 88.0% of them agreed inclusive education ntgpieal students to be prone to
accept other person’s diversities, recognize themsanore easily and be ready to
help othersAnd 87.9% of them preferred their children with SENstudy in regular
school. These statistic data indicates majority re$pondents agreed inclusive
education had positive advantages for their childvéh SEN.

At the same time, 53.5% of respondents showed ig@eaation on their children’s
development in the future and it seems to be cwatsial on this point (SD=1.239).
There were still 31% of them agreed children wiENSwvere easily discriminated and
isolated by their typical peers in regular classtocAbout half (48.3%) agreed
children with SEN lacked enterprise and sense bieaement comparing with their
typical peers.

Meanwhile, about half (44.8%) of respondents reggbithildren with SEN could
get more effective and systematic resources iniagpanod separate settings, mean
score (M=3.02) and standard deviation (SD=1.20hisfitem shows responses have
been centered on “not sure” and it seems to be@aesial.

As a whole, average mean of whole attitude is 3v&B8 a relative lower standard
deviation of 0.473, indicating all responses ofstkection have been centered on
“mildly agree” at a large extent, that’s to sayséems that respondents had relative
positive attitudes toward inclusive education.

In addition, by utilizing one-way ANOVA in terms oéspondents’ attitudes toward
inclusive education as whole, parents with différgender, age, training types and
time did not demonstrate significant differencesere is significant difference
between parents with different education backgro&n@!, 53) =3.466, p<0.05. Also,
there is no significant difference between parent® had taken part in some

organization for parents of children with SEN amdemts who had never taken part it.
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Exhibit 4.16: Parents’ attitudes toward inclusigieation (P.R.C)

Items Sd md Ns Ma Sa M/SD
Children with SEN have the right to study in regudehool as same as their typical peers. 6.9% 79%1. 41.4% 4.34/0.608
There are sufficient resources and professionaspport IE in regular schools. 8.6% 25.9% 43.1% 2.4% 3.79/0.894
Academic achievement of children with SEN can beuted faster in regular classroom than in spegial 8.6% 19.0% 46.6% 25.9% 3.89/0.89%
class or special school.

IE is likely to have a positive effect on the sbeiad emotional development of students with SEN. 5.2% 13.8% 56.9% 24.1% 4.00/0.773
For children with SEN we only expect that they Wil more self-sufficing in the future, we can nqpext | 6.9% 32.8% 6.9% 39.7% 13.89 2.79/1.23p
they will do well as same as their typical peets.

Children with SEN can get regular education tealsgapropriate attentions and cares in regulasclas 1.7% 8.6% 60.3% 29.3% 4.17/0.6538
Children with SEN are easily discriminated andased by their typical peers in regular classroafn. 5.2% 41.4% | 22.4% 29.3% 1.7% 3.19/0.98L
Children with SEN can get more effective and systiimresources in special, separate settings. 12.1% 29.3% 13.8%| 37.9% 6.9% 3.02/1.2077
IE can facilitate understanding, acceptance anidlsioteraction between children with and witho&Ns 1.7% 1.7% 6.9% 62.1% 27.6Y 4.12/0.750
The impairments of children with SEN affect theiteraction with common childrens 1.7% 345% | 8.6% 50.0% 5.2% 2.78/1.044
Children with SEN lack enterprise and sense ofeaghment comparing with their typical peers. 3.4% 32.8% 15.5%| 41.4%) 6.9% 2.84/1.07B
IE makes typical students be prone to accept qeson’s diversities, recognize themselves moridyeas 3.4% 8.6% 62.1% 25.9% 4.10/0.693
and be ready to help others.

As parents, | prefer my child to study at regutzrcl. 0.00 5.2% 6.9% 53.4% 34.5% 4.17/0.775
Total 3.63/0.473

Note: Sd=Strong disagree, Md= Mildly disagree, Netlre, Ma= Mildly agree, Sa=Strong agree; Weight4”, “2”, “3”, “4”, “5” are
correspondent to the categories “strong disagreeldly disagree”, “not sure”, “mildly agree” andstrong agree”; adverse weights of
‘57, “4r, 3", 2", “1” are correspondent to the t¢egories “strong disagree”, “mildly disagree”, “reatre”, “mildly agree” and “strong

agree” to all the items attachedk” ; IE=Inclusive Education, SEN=Special Educational d¢ee

1.4.12 Result of open question of Chinese teachqtgstionnaires
At the last part of questionnaire for regular ediatateachers, one open question

was designed to ask the regular education teadioessrite down three current
difficulties they were facing during implementingclusive education in their regular
classes. About third fourths of all 98 respondemtste down their opinions. On the
whole, all difficulties were outlined as following:

We have too huge teaching workloads of regular atioic to attend to students
with SEN

To be specific, this aspect includes these concliffieulties: the class size was too
big, it was difficult to meet individual’s speciatiucational needs; teachers had huge
pressure of regular teaching task, they had totéevmost of their time and energy to
finishing heavy regular teaching load, so they hadime to take particular care to
students with SEN and to tutor them in class araftass. Many teachers expressed

“l am willing, yet unable”.
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We lack knowledge and skills about special edunatdich caused us felt difficult
to implement inclusive teaching in regular class

Many teachers reported they had no knowledge aiit sibout how to teach
student with SEN in regular class because theyelhaorresponding training and
experiences. For example, lots of teachers sawlag very difficult to grasp the
instructional goal, contents, approaches and metlfadteaching students with SEN
because these students were so different fromalygpiadents. Some teachers reported
they had no ideas about how to adjust their tegcparce, methods and content to
satisfy both students with and without SEN. Majoaf teachers expressed the strong
desires to have opportunities to get some traiihgpecial education and observe
other teachers’ practical inclusive teaching.

We have some difficulties to communicate with stisdeith SEN

Many teachers reported they felt it was not eaiecommunicate with special
education needs students, especially with studeitts hearing impairments. They
found sometimes students with SEN would like hldags and feelings in their hearts
and wouldn'’t like to speak them out toward teachstgh as students with mental
retardation. So, teachers did not know what thasdests really needed. And several
teachers reported the difficulty of communicatioretvieen teachers, typical
classmates and students with SEN had risen with Age, some teachers reported
they observed that students with SEN became mdegion sensitive and taciturn
with age because of lacking achievement and laglgatgnd other typical students,
but teachers had no ideas about how to help them.

We Lack parents’ of children with SEN active coaptien and support

Teachers reported some parents wouldn't like teepicand admit their children’s
exceptional needs, and they had plenty of resistaara reacted violently when
teacher tried to tell them their children’s excepél action and needs. Some parents
had inappropriate expectation for their childreexademic development, e.g. some of
them had very low expectation even had lost confiddor their exceptional children,
they only cared their children’s eating and wearibgt did not care about their
learning and education, not to say educate theidreim at home; on the contrary,

72



some parents had too high expectation for theiegttanal children, they always
hoped their exceptional children could develop abl &s typical peers. Some teachers
reported parents were unable to implement ceremly tutoring for their children
with SEN at home because they lacked patienceegrdhd not know how to do it.

Our schools’ supports for inclusive teaching aré¢ eoough

Some teachers reported the leader didn’t attagioitance to inclusive education in
practice. Many teachers reported their school hadinancial support for inclusive
education; also, they and their students with SBNIct not get necessary teaching
material, equipments. Many teachers reported tiseinool could not provide
necessary support and services to students with, SEéh as specific textbooks,
rehabilitation training and equipments. Lots ofctears reported they could not get
fair pay and good condition though they devotedraah for inclusive education;
their rewards were not always proportionate tortiveirk. Few teachers reported that
the teacher assistant in their class lacked priofiesisknowledge and they could not
offer appropriate services to students with SEN &etped these students to be
integrated into this regular class well.

There are still a small part of typical studentsdaparents of typical children
negatively support inclusive education

Though teachers encouraged typical students nraeleds with their disabled
classmates, several teachers reported few of theaidwnot like to do that. Some
teachers reported there were some communicatioretsabetween disabled students
and their typical classmates, especially for sttelevith hearing impairments. Also,
several teachers reported parents with typicatioénl did not support their children to
sit next to their disabled classmate or becomeptgider of peer-tutoring because
these parents worried that exceptional studentsldvinterfere their children’s
“normal” learning in class.

Current education system barriers are radical olotta

Some teachers reported China’s existing educaletem was knowledge-centered
and exam-oriented, which made inclusive educatias wifficult to be realized in
essence.
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Government has not specific and effective polimesipport inclusive education

Several teachers realized either central govemhroe local government should
establish more tangible and pressing regulatioridicips to support inclusive
education. The existing policies could not guaranieclusive education to be
implemented in real earnest.

1.4.13 Result of open question of Chinese pareqtgstionnaires

At the last part of questionnaire for parents, open question was designed to ask
parents to write down three current difficultiegithexceptional children were facing
during learning in regular class. About half ofalotespondents wrote down their
opinions. On the whole, all difficulties were on#d as following:

Our children needed more supports of their reg@ducation teachers

Lots of parents reported they hoped regular edocaeachers could have more
time, patience and kindness to take good careedf thildren and help their children
solve learning difficulties. Part of parents hogedchers working in regular class
could courage their exceptional children more amutheace their children’s confidence
to study in regular class via trying to find outdaconfirm these children’ strong
points and potential talents. Some of them reportggilar teachers had not enough
knowledge and skills of special education to edeitiair children.

Regular schools lacked necessary specialists anditiadal services for our
children

Some parents hoped school hoped regular schodid aomange teacher assistant or
some special education teacher to tutor their mild study in class or after class.
Several parents reported there were no specialaddocteachers to cultivate
exceptional children’s appropriate habits of leagnibehavioral and social interaction
and they hoped regular schools could provide soonepensation and rehabilitation
training for their exceptional children, such azexgh therapy. Few parents hoped
regular schools could arrange some professionalchpdygists to provide
psychological tutoring and cultivate exceptionaildrien’s fair psyches living in
actual society. Few parents reported regular sehslobuld set up resource room to
cater for exceptional students special needs aovdid® necessary services for these
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children.

The atmosphere of regular class, regular school avitble society should be
further improved

Some parents hoped their children’s could get nsogport, consideration and

help from their typical classmates. Some parentgetidypical students could more
understand and embrace problematic behaviors dcéptomal children sometimes,
did not laugh at them. And few parents hoped tongate parents’ of typical students
support, such as more actively encourage theic@ymhildren communicate and play
with their exceptional classmates. Few parents thégeders of regular schools could
attach more importance to inclusive education aradlenschool atmosphere more
friendly, acceptable, and warm for their childréxnd some parents hope regular
school could offer more platform or opportunities £xceptional children to show
their strengths and various talents. Few paremgsrted inclusive education needed
more attention and understanding of general public.

We need training for exceptional children and oppoities to communicate
experiences with other parents of children with Sl learn from each other

Some parents “said”, “we need training to learn hHowcultivate our exceptional
children as same as teachers”. Some parents ajgessed strong desires to have
opportunities to communicate and learn from eadterowith other parents with
similar situation.

Government should support inclusive education more

In short, parents expressed these desires: camtchlocal government should provide more
financial support to family of children with SEN teduce the heavy financial burdens of parents;
government should establish more cogent policiggatect their children’s right to go to regular
schools, to provide necessary and specific matemal human resources to safeguard the
implement of inclusive education in prior; govermmnehould strength publicity and education to

cultivate good society atmosphere to accept andagalperson with disabilities more.

2. Analysis of interviews
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Qualitative interviewing was employed to explorewhdey stakeholder¥
understand inclusive education, how support systeimclusive education works, and
what critical factors influence the establishmemd d&unction of the support system.
Semi-structured interview questions related to mergves about disabled people and
inclusive education, how support system of inclasducation works in practice and
what supports interviewees had received were dpedlon advance.

2.1 Respondents

All sample interviewees were chosen from Xinjin Nd?rimary School, one
inclusive primary school of Xinjin County of Sichugrovince in China. Xinjin
County is located in the west of Sichuan provinod e the south of Chengdu City
with 0.308 million population (2009), it has advadeconomic level comparing with
other counties in Sichuan province (Baidu, 2009njiX No.1 Primary School is
famous for its inclusive practice and it was prdibg related education departments
of various levels, even it was know and praised (WYESCO for its inclusive
practices. This school has a more than one hungras history since it was set up in
1905 (Private communication with principal of XmjiNo.1 primary school, 2008
January). It began to enroll students with disaediinto special class attached in the
school in 1995 and it began to place all studeritis disabilities into regular classes
and offer necessary and appropriate services &setstudents via resource room after
2001. In the past 15 years, more than two hundredests with disabilities had
studied in this school and now there are 47 stgdenth disabilities learning in
regular classes in this school (ibid). Until notistschool has established its unique
school support system of inclusive education, $® aluable to explore how its key
stakeholders understand inclusive education and iteoaupport system of inclusive
education works. To some extent, it is a successfalusive school and its
experiences have huge values to be learned and tefbrenced by other Chinese
regular primary schools. Three administrators, éht@achers involved in inclusive

education programs in different teaching grades tanele parents of children with

10 1n this research project, key stakeholders maimtijuding regular school administrators, regulanesdion
teachers involved in inclusive education progrants garents of exceptional children who are leariinggular
classrooms.
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disabilities learning in this school were considefer interview. Exhibit 4.17 shows

the demographic information of the interviewees.

Exhibit 4.17: Demographic information of the intenwees (China)

Code| Gender Age Edu.Background Identity Experience

Al M 52 Master in Edu. Principal 30-years regular education teaching, 17 -—year

principal, 15-year managing IE,

A2 F 63 College diploma Deputy-director of SE| 30-year teaching of SE, 16-year principal of sge¢ia
center school for deaf, 9-year working for IE

A3 F 64 Secondary Edu. Deputy-director of SE| 34-year regular education teaching, 14-year praic|p
center of special school for mental retardation, 9-year

working for IE
T1 F 44 College diploma Regular education teacher 26-year teaching, 3-year teaching students with
disabilities in regular classroom
T2 F 26 Bachelor in Edu. Regular education teachef 4-year teaching, 2-year teaching students with
disabilities in regular classroom
T3 F 28 Bachelor in Edu. Regular education teacher 10-year teaching, 5-year teaching students with

disabilities in regular classroom

P1 M 43 Basic education Parent of student with Worker, nonperiodic traning for children with
hearing impairment disabilities

P2 M 35 College diploma Parent of student witf Manager, nonperiodic traning for children with
hearing impairment disabilities

P3 F 53 llliterate Guardian of student with Famer, no training

visual impairment

Note: SE=Special Education

2.2 Procedures

The data were collected between January 2008 arrdhV2010. At first, author
contacted with Xinjin No.1 primary school and gdieit permission to conduct
interviews. And then, author communicated with @hinese colleagues majoring in
special education about how to conducted thesevietes for many times and all
interviewers got agreement on methods, skills arategjies of coming interviews.
After that, the author and two colleagues conduthedinterviews of principal and
two major administrators; the two colleagues corellicother interviews. The
interviews were conducted face-to-face in Mand&finese with the agreement of
phone calls in advance, and started with an asserah confidentiality and a free
discussion of his/her routine work to create redmosphere. The whole process
ranged from 40 minutes to 1 hour and all interviewese recorded by voice-recorder.

2.3 Data analysis
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Date was typed out verbatim after listening todhdio record. All draft transcripts
were discussed and corrected by interviewers atitihterviewers agreed with these
modified transcripts.

2.4 Results

2.4.1 Critical factors influencing the establishmenhand operation of support
system of inclusive education in this school

Support of inclusive education professionals isgaaisite

During whole interview, A1 emphasized the impor&@araf support of inclusive
education professionals. First, two professiondi® \Wwave rich practical experiences
of special education have constantly guided andpated school’'s inclusive
education since 2001; second, several famous wsilyeprofessionals come from
Chongging Normal University majoring in special edtion have long-term
cooperation with them on implementing inclusive gtice; third, some specialists
majoring in inclusive education of China Nationastitute for Educational Research
keep in touch with this school. All these professis promote the development of
inclusive education in this school. Al said:

We began to carry out inclusive education in 1928,it had worked out badly from beginning
to 2001, it seemed there was a dead end, an appsdl.disabled students just sited in special
class attached in our school, we lacked knowledgéls and qualified teachers of special
education, we had no idea about how to deal withahoria. Until April 2001, when A2 and A3,
two retired professionals who have rich experienaespecial education were invited to our
school to work with us, | began to know how to gothis aporia. | got very useful suggestions
from both of them; the cooperation with Aland A2swtae turning point of our school’s inclusive
practice. After that time, our school changed diogcof inclusive education, placed disabled
students into regular classroom and set up resoaare to support students, teachers and parents
involved in inclusive education programs. It seem$,dilemmas are solved step by step and
inclusive education in our school is becoming bedied better. It is really very important to get
the support of professionals of special educatiwa;can not have any progress without their
supports.

The shifting of principal’s belief of inclusive extion is potential driving force
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To a great extent, principal’ belief and understagdf inclusive education has
influenced its development in this school. Al said:

At the very beginning, | enrolled students withatisities into our special class attached in our
school while other regular schools did not likedtothat just because | had deep compassion for
these children. After many years experiences ofugiee education, especially communicated
with lots of experienced professionals of incluseducation, | find compassion is not enough,
most importantly, we should have the equal awasef@sdisabled students, equally treat them
without discrimination, provide basic respect terthas same as to typical students. Not only
disabled students have special educational neetsldp every student has, we will try to meet
every student’s special educational needs in theduthat's the “real inclusive education”...

School-based research of inclusive education leméndous and positive catalysis

Al, A2 and A3 agreed that school-based researstbt@ght tremendous positive
catalysis to the development of inclusive educaitiotiis school. A2 said:

In 2001, our school got an opportunity to apply thefive National Research Project of
Ministry of Education. We had no experiences abdomtv to do educational research. We got
supports from several famous university researcloér€hongging Normal University. They
guided us how to apply research project based boo$s situation. Our school successfully
applied and finished the Tenth-five National Resled?Project of Ministry of Education in 2002
and in 2004. The topic of this research was “howdastruct and operate support system for
children with disabilities in regular school”. Thigsearch project promoted us to establish school
support system of inclusive education and encourageo solve problems we met in the process
of establishing and operating the support system2004, our school got high praise from
Ministry of Education for this research projectofr that time, our school’s inclusive education
attracted more researchers’ and local governmaitiéntions. Local government began to give
more positive policies and financial support to Mest importantly, majority of our teachers
(70%) have experiences of school-based researcindtusive education, they now have more
positive attitudes toward and more interests inlémgnting inclusive teaching in their class. In
2006, our school and faculty of special educatibi€loongging Normal University constructed
“Special Education Scientific Research Base” is 8thool.

Resource room is the “backbone” of school suppgstem
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Most interviewees mentioned that resource roomgulaygreat role in the inclusive
schooling. Teachers agreed the resource room redihegr pressures of teaching
students with SEN in regular classroom becauseant affer learning tutoring and
specific compensation training to these studenés afass. Also, the special education
teachers working in resource room could provide esarseful suggestions for their
inclusive teaching. T2 said:

Sometimes, resource room teacher comes to my ttagxchange the disabled students’
situation in regular class and in resource roonhwie, sometime | go to resource room; the
specialist Cao who is in charge of inclusive edoecaih our school and working in resource room
as guider and coordinator visits my class andristeme in class attentively irregularly, then she
exchanges opinions about how to effectively implenieclusive teaching with me.

Parents of students echoed resource room and kpeltiaation teachers could
provide necessary and additional services to theabled children. P2 said:

My son went to neighborhood regular primary schie@ years ago. He got education as same
as other typical classmates but that school cooigrovide any additional support for him at all,
he made no progress, he just “sitting” in the ragulassroom. When | knew this school had
resource room and special education teacher, dedcio transfer my children to this school
immediately. And now | feel my child has made sgmegress on academic development because
he got some supports from resource room.

Al, the principal of this school introduced the pogp system of inclusive
education in his school and especially pointedtbat resource room played a great
role in the support system. Al said:

How to carry out inclusive education effectivelythink it is very important to look for the best
equilibrium and combination point of regular edimatand special education. After many years
experience of implementing inclusive educationeigular school, | think resource room is the best
and economical way to support inclusive educatir. example, our special education teachers
and specialists working in resource room providacational diagnosis, learning tutoring and
compensation training to students with disabiljtipovide certain special education training to
regular teachers and provide counseling servicgpaients of students with disabilities and
teachers. Resource room teachers adjust the tiegeeel of frequency of additional training and
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tutoring of students with disabilities accordingtheir developmental desires. We had set up some
school documents to regulate and administrate feeation of resource room, and it has been

improved constantly. Through the work of resourcem, we have set up the school support

system of inclusive education and made some pregres

2.4.2 Existing developmental perplexities

Teachers’ voice:

| am compassionate to students with disabilities

Teachers did not think all disabled students caddio regular class. But all of
them expressed compassion to students with disabilivhen they talked about if
they could accept these students learning in thgular classes. T1 said:

| think inclusive education can give disabled studen opportunity to study with typical peers,
it is benefit for exercising their wills. In fack,could not accept Yang (a student with cerebral
palsy), | did not think she could study in regutdass, because of compassion, | agreed she
studied in our class for a period. Against expémiat Yang always studied hard and quickly made
progresses on her academic achievement. All cldesmauld like to help her and she has been
the new role model encouraging other typical sttslém study hard. | am moved by her, | can
accept her and like her very much now.

T2, a young teacher who has 4-year teaching experigaid:

Though | have not any basic knowledge and skilsuabow to teach students with disabilities
in regular class at the beginning, | still decidedaccept them leaning in my class because they
were compassionate.

T3 stated:“Because of compassion, kindness and obligatiagckepted these two students
with disabilities learning in my class.”

We Lack fair rewards and systematic training

The consensus three teachers achieved was retathdit unfair treatment for the
work of inclusive education, as T1 described it:

We really did much more works to teach integratadients better comparing with other
colleagues without integrated students. In facgn only get extra RMB 150 yuan (about US$ 25)
per year for the additional work; rewards are rropprtionate to my work.

Parents’ voice:
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I hope my child can self-sufficient in the future

All parents expressed their worries about theiallisd children’s future and had
low expectations on their children’s academic adtnieent. P3 said: “My biggest
wish is my granddaughter will be self-sufficienttive future, |1 can not look after her
in the future.” P2 said: “I hope my child can gatéghnical school to master one kind
of professional skill, so he can be earn his owimdj and live independently.”

Expenses in educating my disabled child exert eaosnpressure on my family

The strongest desire for all parents was relatdishémcial support. P3 said:

My family is very poor. We live in a remote village another County, so my granddaughter
must pay tuition fee here and we have to pay expemsansportation charge, we can not stand the
expenses now, so, | have to consider stop her $teidyand go to our neighborhood school which
has not any support for her but we do not needuyiéign fee and pay for transportation. | do not
know whether government has some policies or so@at family did not get any financial
support except my granddaughter got RMB 330 yubougUS$ 50), a small sum of donate from
kind people last summer.

P1 said:  can get RMB 100 yuan (about US$ 15) per montimfroy community for my
disabled child. My family can not earn so much, &ry year, we spend more than 10,000 yuan
(about US$ 1500) on the education of my disablettl,cncluding living fee and tuition fee,
which puts great pressure on my family. | hope fsgldled child can get tuition fee remission and
more financial support for his rehabilitation triaig.”

P2 also stated similar opinion as P1, and he $atd new Compulsory Education Law
stipulates 9-year basic education is free of chéogeevery school-age child. If my child goes
neighborhood school, we do not need pay the tuféenXinjin No.1 Primay School is not located
in my family’s district, so, we must pay tuitionefelt’s unfair and it aggravates my economic
burden. | hope government can establish relevalitig® to solve this problem and support
disabled children more.”

Administrators’ voice:

Our school still lacks financial support

Al stated: Ltocal government did not give us any financial suppuntil we made certain
progress and reputation in society for successfalusive practice. Now, Xinjin government

82



distributes 850 yuan (about US$ 120) per capitaspenester for integrated disabled students in
our school, in fact, this sum of money is far freapporting the operation of school resource room
and other expenses for inclusive education. | haveeek for other financial support from other
approaches, it's difficult and this problem is alrmonkey on my back.”

A2 and A3 echoed this problem too.

It's not easy to collaborate with relevant agenaésommunity

Al said: ‘Government administrative departmental barriertiié serious, so, we can not
effectively construct coordination and communicatinechanism between school and institutions
of community, such as local Disabled Persons’ Feder (DPF), institutions of health care and
charitable organizations. For example, both prodesés of DPF and doctors of community
hospital came to our school to provide physicahexa disabled students, but there is no people
to coordinate their work and make these servica® isygstematic and maximize these resources.”

The key is at the top

All interviewed administrators agreed that governtise concern and
administration has been the most critical factorarhplementing inclusive education
and need to be strengthened in China. As A3 stated:

Currently, special education is still a “minoritifi educational area; it's too weak to have a
strong voice. Inclusive education can not get megmwithout government's support. The success
of inclusive education relies heavily on officialef education authorities attitudes toward
inclusive education and how they understand inetusducation. It is urgent to establish relevant

policies and documents to support inclusive edanati

3. Discussion

This investigation, including questionnaires anetiviews revealed the status quo
of support system of inclusive education in Chihlae interpretation and discussion
of the reported concerns follows.

3.1 Challenges of social and cultural views of petgwith disabilities

In the process of interviews, teachers and admat@s expressed compassion in
different degree for students with disabilities. ¢lmterviewees did not really realize

that learning in regular classroom was the equgitrof children with disabilities
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through they acknowledged it should be a righttfese children to go to regular
school. Numbers of surveyed parents of childrenhwilisabilities called for
government to cultivate good society atmospheracteept and embrace person with
disabilities more. Additionally, there are still e doubts about implementing
inclusive education from surveyed teachers, suchl asn too busying on teaching
“normal” students to think of education of childremth disabilities, “We have too
huge teaching workloads of regular education t@rmdt to students with SENsome
adverse views come from general public, such asB#ing of people with disabilities
is worthless because they can not contribute tesoaiety” (Xiao, 2003), meanwhile,
“many people still believe that China will never bble to provide education for
children with disabilities until “normal childrenéll receive an education”(Chen,
1996). The real equal treatments and respectsoplg®ith disabilities have not been
developed well in China’s current society.

As we analyzed before, China’s inclusive educatga pragmatic model, it has
been practiced in a quite different social anduraltcontext from inclusive education
initiative in the west, the core values of inclusisuch as equity, individualism, and
pluralism have been missing in China’s inclusivaiaadion (Deng, 2007). Wide
acceptance and equal treatment to people with illtebhas not been formed under
the Confucian tradition though most of people heammpassion for them, people with
disabilities have been kept at a lower social stafuthe hierarchic feudal pyramid for
centuries (Lee, 1995). As Mitchell (2005) pointed:o

Underpinning the Chinese culture are the traditionlues of Confucianism and Taosim. These
center on properly ordered social relationshipsairhierarchically ordered society that is
characterized by benevolence, harmony among pegdpects for authority, obedience to rules,
collective identifies, and acceptance of one'sustatithin society (p.174).

So, there are many works to do and it will be ayMeng process to shift social
concepts about disabilities, special education tor further develop inclusive
education.

3.2 Government support

Numbers of problems revealed in investigation efated to government support.
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First of all, it seems the shortage of financigbmart is the biggest difficulty in
supporting inclusive education in China. And otBéiinese researchers also reported
similar findings (Wang, Yang & Zhang, 2006). Unibw, there are no specific and
clear laws or regulations to regulate how to disiie financial support to regular
school to support inclusive education.

Second, it is difficult to coordinate and integratdated resources to support
inclusive education. Though government had estaddisprimary administrative
structure and developed a network of inter-departedecollaboration for special
education provision, it does not effectively work practice. There are no specific
official coordinators or offices to effectively adgrate all kinds of available resources
to support inclusive education on local level beeaof administrative department
barriers, which causes regular schools are difficucollaborate with related agencies
in community, such as local branch of CDPF, institu of health care, charity
organizations and volunteer organizations and so on

Third, so far, sound and systematic training systér@ave not been formed. The
findings of this investigation shows majority ofgtdar teachers had not received
effective and systematic pre-service and in —sertiaining and they lacked basic
knowledge and skills about special education, whigteatly hindered the
development of inclusive education. Other Chinesearches also show the similar
findings (Hua, 2003a; Xiao, 2005).

Government functions are crucial for successfullpplementing inclusive
education. To improve existing support system froantral authorities to local
authorities, following things have to been placedtte agenda:

It is urgent to establish the specific law of spé@ducation to mandate financial
support and other supports for inclusive educatie. know the related laws of
special education had played great role in the gg®cof promoting inclusive
education in Western countries, such as famous karepublic law, “Education for
All handicapped Children” (PL 94-142). China hasabkshed numbers of laws
relating to special education as we describederbeginning section of this part since
1951. For example, the most important law influagcinclusive education is the
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“Compulsory Education Law of the P.R.C.” (1986, ised in 2006), but as Li and
Altman (1997) argued that this law is basically iail crights law, rather than a
program law which should include specific progrartimastipulations such as
financial support to special education provisiohildren with disabilities and their
families, qualification for regular education teachnvolved in inclusive programs
and teacher training and so on. Administrative tedocal government should more
actively take pressing and practical actions t@sup evaluation inclusive education.

It is necessary to establish specialized divisiongagencies and arrange specific
coordinators to coordinate and integrate all awtéslaresources from different
departments in different fields to systematicailport inclusive education.

3.3 School support

3.3.1Barrier-free physical environment

In 1990, the “The Protection of disabled Person$ &cP.R.C” had stipulated
“barrier-free standards of designing urban roads karldings will be considered and
implemented gradually for the disabled people’svemmence” (The State Council,
1991). In August 2001, the Code for Design on Asitelty of Urban Roads and
Buildings had been officially put into effects (NBitry of Construction, Ministry of
Civil Affair & CDPF, 2001). Though about half (534) of surveyed teachers and half
(55.2%) of surveyed parents reported regular sshdwd made its physical
environment accessible for all students, but in feww regular schools modified all of
their main establishments for all students. Andabse about 2/3 of teacher and
parent samples came from Chengdu City, provincegbital, the status quo of
barrier-free school physical environment these aadpnts reported should be better
than most remote rural regions of Sichuan provir€enstruction of barrier-free
environment is still an urgent task for regular ®ab to be taken into account in
designing and build new buildings for all students.

3.3.2School supports for inclusive teaching and acconatiod

Teachers’ responses about school supports for givelu teaching and
accommodation indicate regular did not provide isigiht and necessary provisions
such as adapted textbooks, teacher assistantabfeaghing material and equipments
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and compensation training to guarantee the quafitinclusive education. Besides
lacking these necessary provisions, combining iffiewties teacher reported in open
question and the viewpoints reported in intervietere were still other pressing
problems emerged:

First, regular class size was too bigger. Majootyeachers (73.5%) reported their
class size was not decreased though their classsstindent with SEN. Most of
surveyed teachers complained this problem in opestepn. According to the related
regulations, students with SEN go to neighborhodubsl to receive education and
the maximum number of exceptional students in @geilar class is 3(Xiao, 2005).
But China has the biggest population in the waukljally every regular class has 40
to 70 students in primary and in middle school Wwhtauses huge teaching workload
for every teacher and it's really difficult for @@#ers to pay much attention to
individual students with disabilities and cater foeir special learning needs without
teachers assistant.

Second, majority of regular schools did not attaciportance to physical or
occupational counseling services for students witlBEN, never mind students with
SEN. For most students with disabilities, they hawere difficulties to adapt to
regular class and get right self-identificationpfssional physical and occupational
counseling services are necessary to guarantee stigdents have positive attitudes
toward and healthy personalities to be included mainstream society.

Third, current knowledge-centered and exam-orientetlective instructional
model is difficult to meet individual special edticaal needs. That's the radical
reason that most of teachers reported they had taaghing workload and had no
time to pay attention the special needs of studerits disabilities. Teachers have to
work hard to promote student’s academic achievemedtthey have to compete with
other colleagues through average score on somecisbAnd the average score of
their class is the most important criteria of thgiaching achievement when school
evaluates their works. All students have to studydho pass exams and get high
scores to have opportunity to go to universitysdems there is no space and time to
consider individual special educational needs iin@rdoes not carry out education
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reform to change this knowledge-centered and exaamed instructional model and
the competitive atmosphere at school.

3.3.3Teachers’ professional development for inclusivecation

On school level, more than half of teachers coudd get experts’ guidance and
opportunities enough opportunities to observe otkachers’ inclusive teaching in
other schools. but more than half (66.4%) of teexheported school administrators
encouraged them to do some school-based researdhcfasive education at the
same time 58.2 % of teachers reported they had sleme school-based research for
inclusive education. And statistic show teachershwiesearch experiences for
inclusive education had more positive attitudesa@ninclusive education. But we
can imagine, if teachers did not know special etiocaat all, how they could do
corresponding research well? Lacking of trainind gaidance of inclusive education
in practice made teachers had not basic knowleddeskills for inclusive teaching,
communication with disabled students and interactioth these students’ parents,
which brought additional pressures to them andtlyrédocked the development of
inclusive practice. Other research also shows aimfiidings (Hua, 2003Xiao, 2005;

Wang, Yang & Zhang, 2006
3.3.4School management support
It seems there are some contradictions betweestdlistic shows the evaluation of

school management support in questionnaires and telahers reported in open
question and in interviews. Statistic shows teatamost mildly agreed there are
positive management support for inclusive schoolingact, many of they called for
school administrators paid more attention to inekipractice and gave more fair
treatment and evaluation for their inclusive workese contradictions indicate school
management support was till controversial and mdddebe further enhanced and
improved.

3.3.5 Typical students and their parents and regular teas’ attitudes towards
inclusive education

Most of surveyed teachers agreed typical childrenldlike to help, communicate

and play with their classmates with SEN. 81.6%eaichers agreed typical students’
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parents could accept students with SEN learningegular classrooms. In general,
there were no doubts that typical students and geeents could accept students with
SEN and they had positive attitudes towards ingkieducation.

But teachers’ attitudes toward inclusive seemsetodry contradict as we analyzed
above. On one side, they agreed inclusive educdtaah some positive effects on
disabled students’ academic, social development smdn; on another side, as
statistic shows they did think separated, speoilings were more suitable for
students with SEN. At the same time, 90.8% of thegreed inclusive education
sounded good but it did not work well in practideachers still reported many
difficulties such “We have some difficulties to comnicate with students with SEN”
and “We lack knowledge and skills about specialcation” in open question. But
91.8% of them agreed students with SEN had beesygratted into their regular
classrooms well.

From these findings show teachers were not comsigigh themselves. But these
contradictions rightly reflected characteristic€#fina’s inclusive education.

Firstly, it seems that most of regular educaticachers had not good and deep
understanding about inclusive education, in therinéws of regular education
teachers, the interviewees could not say cleargr therceptions about inclusive
education, so, author guesses most of them agneeenefits of inclusive education
just these teachers thougimclusive education should have these benefits”.

Secondly, as we analyzed above, regular schools teaching materials and
equipments, compensation training, counseling sesvand qualified teachers to meet
the special educational needs education, compawitiy regular schools, special
schools have more well-equipped environment, maur#ficeent resources and
professional services and experienced special édndaachers, if condition permits,
regular education teachers would like students ®EMN to go to special schools.

Thirdly, China has not enough special schools ter &gpecial education to majority
of students with SEN, and most of the time, leagnimregular classroom often is the
only alternative to students with SEN especiallyextensive rural areas, obviously,
regular education teachers realized this fact auttb accept students with SEN.
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Finally, though teachers had overload teaching task lacked knowledge and
skills about special education, they still did musbrk and tried to do more for
students with SEN. So, researcher just guess ¢hahérs agreed students with SEN
were well integrated into regular class in the &xgscondition though many of these
students could not get appropriate and sufficiemtpserts at regular school. Other
researchers also show the similar findings abogullee education teachers’ attitudes
toward inclusive education (Deng, 2008).

Considering these problems of school support systemtioned above, it seems
establishing and utilizing resource room to suppoctusive educatiorhas special
meaning for China’s inclusive practice. Successélool support system of inclusive
education of Xinjin No.1 Primary School impressed wery much. As “backbone” of
whole school support system, resource room exeutge Hfunctions to promote
inclusive practice. Of course, the prerequisit@@érating resource room is there are
qualified special education teachers working iantl they know inclusive practice
well, so they can provide necessary specific sesvio students with SEN and certain
training to regular teachers and parents. Praciogleriences from this school
indicate reasonable establishing and utilizing wes® room to support inclusive
education is an effective approach to solve mgjgnioblems of inclusive schooling.

One of focuses of debates about inclusive educ&itow to implement inclusive
education. There are some debates between “fullsion” and “partial inclusion” in
western countries as we discussed in the chaptef this dissertation. Partial
inclusion supports the existing of resource roomsalise it can provide multiple
placement services from least restricted educdtemaronment to complete staying
in resource room according to the specific, dynaremuirements of students with
SEN (Smith, Polloway, Patton, &Dowdy, 2003). Reshar considers the notion of
extreme equal is inapplicable to China (Deng & Rbtambrayer, 1999). Making good
use of resource room is applicable to promote tlaity of China’s inclusive practice.
Deng (2004b) points out:

The problems on management, instruction, evaluattbnLRC have not been solved
satisfactorily until now. Comparing with the stato$ the beginning when China began to
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implement LRC in 1980s, current work of LRC has matde any essential progress, it still stays
in bad state between implementing LRC and notyeaiplement it. Through formal stipulation
of policy, plus the establishment of resource rdato the model of LRC will be propitious to
really include professional support of special edion and effectively promote the quality of
LRC.

Besides, the implementing of China’s inclusive edion during past 20 years also
has proven reasonable establishment and efficipatation of resource room has
played a great role in support inclusive educatioi©€hina (Li & Zhang, 2008; Xu
&Yang, 2003).

3.4 Family support

3.4.1Parents’ attitudes toward inclusive education

Through overall review of parents’ attitudes todvanclusive education, three main
characteristics of the attitudes appear: majoritthem recognized the advantages of
inclusive education and preferred their handicappkiddren to study in regular
school; at the same time, through statistic inégagiarents’ attitudes toward special
school was neutral, but there were still 44.8%hefinm agreed the benefits of special
school; and most of them had low expectation oir tteldren’s development.

Why Chinese parents did have complicated attguttevard their children’s
education? Firstly, author guesses majority of tHewk clear perceptions about
inclusive education because most of them had npbrdgnities to receive courses for
exceptional children; secondly, most of the tinkearning in regular class is the only
alternative to their exceptional children througtgular schools have not sufficient
resources to support their children, they havectept it; thirdly, some parents think
it is a kind of stigma for their exceptional chidrto go to special school but there are
better support resources and qualified special adhrc teachers in special schools;
fourthly, though China had carried out some padidie protect the educational rights
in different levels and promote social welfare amdupational placement for people
with disabilities, it is still more difficult for laildren with SEN to get access to higher
education in the context of exam-orientation edocasystem and get appropriate
work in such competitive society after receivingnpulsory education.
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3.4.2Interaction between family and school

Parents agreed children with SEN had the rightadogregular school. Whatever
surveyed parents or teachers agreed positive ati@nabetween family and school.
Both parents and teachers agreed parents actieetynanicated with teachers and
participated in their children’s family educatioBut investigation shows parents
seldom participated in making IEP for their childneith SEN and took part in the
process of decision-making for inclusive educationregular school. Also, some
teachers complainedNe Lack parents’ of children with SEN active coapien and
support and“had some difficulties to communicate with parents”

China’s inclusive education still at the beginnstgge, so far, there is no specific
legislation clearly stipulate parents’ rights araligations in their children’s special
education. As crucial approach to guarantee thétgué inclusive education, making
IEP plan for integrated students did not work virelpractice, some equal awareness
about cooperation between school and family liketiimy parents to participate in the
decision-making process have not been formed notll. Because lacking learning
and training opportunities to get knowledge, skillsiow to educate their exceptional
children, parents did not know how to carry out ifgnnehabilitation or education,
they were willing, yet unable. Additional, undereé®ped parent associations and
lack of cooperation among parents had led to frageakefforts. So, that's why some
of parents expressed strong desires likée “need training for our children and
opportunities to communicate experiences with oftements of children with SEN
and learn from each othér

3.5 Community support

It seems there was not positive interaction betvwssdwol and community; statistic
indicates the resources which can support inclusdigcation in community such as
special school (or resource center), other regsddwools, related institution were
separated and had not been integrated togetheerte $or it. In fact, successful
inclusive education links cooperation with communltots of economical, existing
community resources such as cultural resources,ahumesources and natural
ecological environment can be utilized to suppactusive education (Liu, 2003). But
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community still is a very weak section supportihg tork of inclusive education in
China (Qing &Liu, 2007). Three main reasons pogdlibhit reasonable utilization of
community resources. The first one is current adstretive department barrier which
causes resources are in separated state and hawve dowerned by different
administrative agencies, that's also why the inered administrators stated “It's not
easy to collaborate with relevant agencies of conityi The second one author
guesses is inclusive education has not been atractich attention by general public,
so, generally, institutions in community, even fegschools themselves lack positive
attitudes and actions to cooperate with each offfez.third one is some community
institutions have not changed their traditionaésplsuch as special schools.

Currently, one of bates about inclusive educat®owhether or not special schools
have their existing values under the context oérmational inclusive education
movement? The implementation of inclusive educatiakes the amount of special
schools to become less. For example, only 1.3%hdfiren with SEN studied at
special schools in 1990 in U.K, 99% of children wWiSEN studied in regular
classrooms in Italy (Meijer, Pijl, & Hegarty, 1994h China, author guesses there are
two developmental trends of special schools irfalgre: one is the amount of special
schools will increase for a long time because th&elof China’s special education is
very weak and traditional special education hadoeen developed sufficiently(Deng,
2004b); another is traditional special schools nslsft their roles to become the
resource centers to offer necessary services osuinclusive practice in the context
of inclusive education, as Chen (n.d.) points quécgal schools in China play a key
role in the education reform, functioning as reseutenters for change in respect to
the following areas: in-service teacher trainingremtal guidance and counseling;
assessment of children’s difficulties and needsj ansupport service to regular
classroom teaching procedures.

In addition, it is important and necessary to ewlahe cooperation among regular
schools and learn from each other for sharing eepees of inclusive practice, it is an

efficient way to promote development of inclusivikieation.
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4. Conclusions

In conclusion, because adverse social atmosphér&aditional notions for people
with disabilities, lacking effective and systematjiovernment administration and
coordination, financial support, qualified teachiiogce, available school supports for
inclusive teaching and accommodation and good gatipa between school, family
and community, China’s support system of inclusagrication is still in a weak,
immature and unsound state. To improve this stalégwing aspects should be
considered:

Further intensifying and fostering positive socatitudes toward persons with
disabilities via all kinds of approaches;

Accelerating the pace of legislation for special@tion, especially to establish the
specific law of special education to mandate cheat flexible government financial
support, systematic professional training, efficienter-department cooperation,
effective coordination and integration of all kindé useful resources to support
inclusive education;

Adjusting development pattern of special educasiervice delivery. In the end of
1980s, the pattern of “Special schools would ctutstithe ‘backbone’ of the system,
and a large number of special classes and Leamifggular classrooms will serve
as the ‘body’ (Deng & Guo, 2007)” was advocated hasl promoted the development
of special education in China in the past two desadbut it is not suited current
development status of special education. The patleould be adjusted as “a certain
amount of special school will serve as resourcetecsnand a large number of
Learning in Regular classrooms combining with reseuoom or itineration special
education professionals will serve as the ‘bodyeri@, 2004b)”.

Accelerating the pace of whole education reformChina. Though China had
carried out many educational reforms since 198Qsrent education is still
knowledge-centered and exam-oriented, which bdgibalders inclusive education’s
development. Only can quality-oriented educatiomdsocated, inclusive education

can really make great progress and can possibigdiized.
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Chapter 5 : Status quo of support system of inclusive

education in Czech Republic

Background

Czech Republic is a country in Central Europe,as$ lan area of 78866 sq. km,
number of population is 10.467 thousands (31 Deeeml2008) (European
Commission, 2009).The country has been a membé¢heofEuropean Union since
2004 and it is a pluralist multi-party parliamentarepresentative democracy
(Wikipedia, n.d.). It is the first former member thie Comecon to achieve the status
of a developed country according to the World Bg@k06) and the Human
Development Index (2009), which ranks it as a "Vetigh Human Development”
nation (ibid). Czech Republic possesses a develdugt-income economy with a
GDP per capita of 82% of the European Union average of the most stable and
prosperous of the post-Communist states (ibid).

Czech Republic has a long history of providing sdeeducation provision for
children with disabilities. The first educationailstitutions were established in 1786
for the deaf, 1807 for the blind, 1871 for the Beeminded’, and the first auxiliary
school was set up in 1896 (Cerna, 1999). And instiime period, the Empire Law
ensured care for the handicapped, and a 1929 esacstipulated that compulsory

education for handicapped children lasted eightsy@hid).

1. Definition of students with special educationaheeds

The School Act (N0.561/2004) specifies the grouptatients with SEN as follows:

a) Students with impairment: physical, mental, eepsspeech and language impairment,
specific learning and /or behavioral difficultiegitism and children with severe multiple needs;

b) Students with health risk conditions.

¢) Students who are socially disadvantaged (Euroeenmission, 2009).

In this investigation, we mainly focused on pupigh SEN of “group a” in fully

inclusive settings.
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According to the data of academic year of 2007/2Q0Q8re were 76,368 Czech
students with SEN learning in compulsory schoaisjuding 31,248 in segregated
special schools, 8.961 in segregated classes ifaregchools and 36, 159 in fully
inclusive settings (European Agency for Developman$pecial Needs, 2009). The

statistical date only covered students with SERgadup a”.

2. Legislation

The right for all children to be educated is ensduli in the Constitution of the
Czech Republic (No.1/1993kuropean Agency for Development in Special Needs,
2009. One of the most important documents related teques with disabilities is the
National Plan of Integration and Support of Perseith Disabilities for the period
2006-2008, which contains the main aims, taskspmtiples for implementing the
inclusion policy (ibid). Education of students wiBEN is a standard part of the
Long-term National Strategy of Development in Edigea (which is revised every
two years) (ibid). The Act on the Sign LanguageO@Qevised) guarantees the access
to sign language interpretation for upper secontiargl pupils, as well as the access
to courses in sign language for parents of dedfi@n (ibid). The new Act on
Education (came into force in January 2005) presém definition of pupils with
SEN and individual target groups and it guaranteas the support provisions and
services required in supporting the access to éducaf pupils with SEN are
available at all levels of education (Parliament@R., 2004a). And School Act
reinforces the trend towards integration and inolusof pupils with SEN into
mainstream schools, especially, the role and inapedg of parents of children with
SEN in the decision-making concerning the educatibtheir child is addressed in

this document (European Agency for Developmentpgactal Needs, 2009).

3. Financing

Act on Education regulates the basic and secoreffugation is free of charge, the
expenditure of education is covered by the natidmadget, including additional
expenditure for pupils with SEN, the financial resmes are distributed by Ministry of

Education, Youth and Sports to the regions accgrttinthe number of pupils, then
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regions redistribute the capitation grants to iilial schools including additional

budget resources to support education of pupils @EN(Parliament of C.R, 2004a

4. Teacher training

The Act on Education Staff (N0.563/2004) (ParliamehC.R, 2004b) stipulates
the requested education background and further atiduc of teachers and other
professionals from the field of education. All uersity teacher training programs
include modules on the education of pupils with SEdIsupport inclusive education,
teachers are supposed to participate in the ineseriraining of special needs

education.

5. Progresses of inclusive education

Czech Republic has made some progresses in inelwegiucation since Velvet
Revolution in 1989 (Cerna, 1999). Specifically, riheare following progresses
(European Agency for Development in Special Ne2@69):

mainstream schools were opened for pupils with S&Nication was made available for pupils
with even the most serious complex needs; divassad of individualization of education were
established to meet the needs of pupils with SENpunseling system has been developed for
pupils with SEN to support their integration andlision into mainstream schools and for pupils
who are educated at home; a broad range of supmwisions have been implemented to increase
participation of pupils with SEN into mainstreanuedtion; the role of parents was stressed and

special schools have been developing into resaigcters.
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Practical investigation

At first, this part will analyze the data from qtieanaires; then it will try to
interpret and discuss these data, a conclusion beillattached at the end of this

chapter.

1. Analysis of questionnaires

1.1 Respondents

The respondents were regular education teachens tndban and rural primary
schools in Olomouc Region, which is located in Merava, in the east of Czech
Republic, a population with 639,033 (200%)iKipedia, n.d.3. Three sample sites in
this region, the City of Olomouc, the Town of Liehand the town of Mohenice, were
selected for investigation. As a result, 45 teaglfiemm 16 regular basic schools were
surveyed (from first Grade to fifth grade), amomhgit returned questionnaires, 38
guestionnaires were found useful for further analyacluding 28 from urban schools
and 10 from rural schools. Parents’ of childrenhwdisabilities questionnaires were
collected from same schools where these regulacatidn teachers’ questionnaires
were distributed. As a result, 42 out of 45 retdrgeestionnaires were identified as
valid, including 28 from urban schools and 14 framal schools.

Exhibit 5.1 shows demographic information of Czéehcher sample. This sample
had a surprising high percentage of female respuad&00%). 44.7% of respondents
were 40-49 years old. Majority (73.7%) of the totespondents received a master
programs education. About half (47.4%) of them reggbthat they had more than five
years of teaching experience with students with $tEMgular classrooms. Majority
(94.7%) of them reported that they had receivethoetraining for special education.
Around half (47.3%) of respondents reported thegireed more than one month of
training. Majority (92.1%) of these respondents md done some school-based

research for inclusive education.
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Exhibit 5.1: Demographic information of Czech teackample (C.R)

Variable Frequency(n=38)Percentage (%
Gender Male / /
Female 38 100
Age 20-29 years 11 28.9
30-39 years 10 26.3
40-49 years 17 44.7
Education Under Master level 10 26.3
Background Master or Ph.D programs 28 73.7
Years of teaching | within 1 year 2 5.3
Students with SEN 1-3 years 11 28.9
In regular class 3-5 years 5 13.2
5 years above 18 47.4
Missing 2 5.3
Teaching grades | 1 8 21.1
2 6 211
3 12 31.6
4 4 10.5
5 8 211
Training types None 2 5.3
Pre-service 13 34.2
Nonperiodic In-service 11 28.9
Periodic In-service 4 10.5
Pre-service + Nonperiodic In-servi¢ce 4 10.5
Pre-service + Periodic In-service 4 10.5
Training time Within one week 11 28.9
1 week to 1 month 6 15.8
1 month to 6 months 4 10.5
6 months above 14 36.8
Missing 3 7.9
Research for Yes 3 7.9
inclusive education No 35 92.1

Exhibit 5.2 shows demographic information of Czeufwent sample. This
sample had a high percentage of female respon{®@5&%). Majority (66.7%) of
parents were 30-39 years old. Approximately 47.7%hem received education
under college level, 16.7% of them received edooativer college level. Majority
(85.7%) of parents had never received trainingoarrse for handicapped children;
Majority (92.9%) of respondents had never takent rarany associations for

parents of children with SEN or kept in touchedwiliese associations.
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Exhibit 5.2: Demographic information of Czech paresmple (C.R)

Variable Frequency(n=42 Percentage (%)
Gender Male 6 14.3
Female 36 85.7
Age 20-29 years 2 4.8
30-39 years 28 66.7
40-49 years 12 28.6
Education Basic education 2 4.8
Background Secondary education 18 42.9
College programs 15 35.7
Bachelor programs 7 16.7
Training types None 36 85.7
Nonperiodic 4 9.5
Periodic 2 4.8
Training time Within one week 2 4.8
1 week to 1 month 1 2.4
6 months to 1 year 1 2.4
1 year above 2 4.8
Missing 36 85.7
Learning grades 1 1 2.4
(child with SEN) 2 10 23.8
3 5 11.9
4 9 21.4
5 15 35.7
Missing 2 4.8
Membership of Yes 3 7.1
associations for parents of | No 39 92.9
children with SEN

1.2 Procedures of investigation

Firstly, author’s supervisdprof. Milon Potn&sil contacted inclusive basic schools in
Olomouc city, Litovel town and Mohenic town and dbé permissions to distribute
questionnaires in these schools. And then, authm author’s colleague Eva
Urbanovska who helped me communicate with headmsaated teachers conducted

formal survey together from school to school peaign

1.3 Date analysis
Data were coded and entered into the Statisticzkdpe for Social Sciences (SPSS)

for Windows (15.0) for statistical analysis. Anaty®f the data was conducted by
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using descriptive statistics, t-test and one-wayOMA.

1.4 Results
The results will be presented for each researclstoureor combined for parents

and teachers when the questions were similar.

1.4.1 Czech teachers’ responses about current leafiee physical environment
of regular schools

Exhibit 5.3 shows 55.3% of respondents reportedr thehools made buildings
physical accessible to all students. Only 10% ofredpondents reported all main

establishments listed in questionnaire had beenfredd

Exhibit 5.3: Teachers’ responses about current barrierghgrsical environment of regular
schools (C.R)

Item

percentage saying “Yes” (n=38)

Does this school make its building physical acd#egbd all students? 55.3%

If it is, please choose the establishments modffieall student:

corridors; stairway; toilet; main entrance; classno playground; other places three of them(7.9%); two of them (2.6%); one of them (5.2%)

Note: ltem was in anultiple choice format

1.4.2 Czech teachers’ responses of school suppfatsinclusive teaching and
accommodation

The strongest agreements (97.4%) were given tossbug service support by
respondents. The weakest agreements (34.2%) wees ¢o support of reducing
number of students in inclusive class. More thadh (68.5%) of respondents reported
students with SEN couldn’t get adapted textbookemwheeded. Majority of them
reported school could offer special teaching maken equipments (84.2%), teacher
assistant or special pedagogue (76.3%) and pewmirgt (76.3%) for inclusive
teaching and accommodation when necessary. Alse than half (63.2%) of them
reported school could offer specific compensatong aehabilitation training to

students with SEN when necessary.
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Exhibit 5.4: Teachers’ responses of supports fousive teaching and accommodation (C.R)

Items Percentage  saying
“Yes” (n=38)

Are there some adapted textbooks available forestisdvith SEN according to their special needsumrgchool? 39.5%

Are there some special teaching equipments antitenaids available for you and students with SEMadur teaching? 84.2%

Is there a teacher assistant or a special pedagogilable to cooperate with you in regular class t 76.3%

cater for students with SEN when necessary?

Is there peer-tutoring available for students \@EN when necessary? 76.3%
Has the number of pupils in your class been redtetiarantee the quality of IE comparing with otfegular class? 34.2%
Are there some specific compensatory and rehaimlitaupports provided to students 63.2%

with SEN by specialists in your school when necs&sa

Are there psychological or occupational counsedieryices available for students with SEN when tiesd in your school? 97.4%

Note: SEN=Special Educational Needs, |IE=Inclusidadation

1.4.3 Czech teachers’ professional developmentricfusive education
The mean scores of 4 items in Exhibit 5.5 vary fr@il to 4.16. Standard

deviations range from 0.868 to 1.293. It is appardgrat majority (84.2%) of
respondents can get some useful suggestions flusine teaching from specialists
and majority (81.6%) of them agreed they could ikece-service training sometimes
or often. Also, it is apparent only 15.8 % of themgreed school administrators
encouraged them to do some school-based researiitlicsive education sometimes
or often. Only 31.6% of them reported that schaghaize them to visit other regular
schools and observe other teacher’s inclusive tegchometime or often, and it
seems to be very controversial on this point (SR83).

The average mean score of the 4 items of totale3pandents is 3.45, with a
relative low standard deviation of 0.712, indicgtithat the responses have been
centered between “not sure” and “sometimes” todaxtent.

By utilizing one-way ANOVA in terms of respondentghole evaluations, teachers
with different education background, teaching yeteaching grades, training types,
training time and research experiences did not deimate significant differences.
There are significant difference between teachdts avfferent age, F (2, 37) =4.790,
p<0.05. Further analyzing the mean score of diffeegge groups finds the group of
20-29 years old has the highest score of evaluatiadhe professional development

(M=3.81, SD=0.549).
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Exhibit 5.5: Teachers’ evaluation of professional developmenirfclusive education (C.R)

ltems N o NS S OF M/SD

| can get some useful suggestions for teachingl@hil with SEN from 132% | 2.6% | 395% 44.7% 4.16/1.000

specialists inside or outside my school.

Our school organizes us to visit other regular sthand observe other 23.7% | 21.1%| 23.7% 23.7% 7.9% 2.71/1.293

teachers’ practice of inclusive teaching.

| can get certain in-service specific training @i . 2.6% 53% | 10.59 55.3% 26.3% 3.97/0.915

We are encouraged and supported by school adraittisgrto do some 7.9% 10.5%| 65.899 10.5% 5.3%  2.95/0.868

school-based researches for IE.

Total 3.45/0.712

Note: N=Never, O=Occasionally, NS=Not Sure, S=Samet, OF=0ften, Weights of “1", “2”, “3", “4”, “5"are correspondent to the
categories “never”, “occasionally”, “not sure”, feetimes” and “often”; Weights of “1”, “2”, “3", “4" “5" are correspondent to the

categories “never”, “occasionally”, “not sure”, feetimes” and “often”; SEN=Special Educational NeéHsInclusive Education

1.4.4 Czech teachers’ and parents’ evaluations meraction between school and
family

Among items of this section, four similar items wedesigned to explore the
differences between the teachers’ and parentsiatiahs.

The average mean about whole section of 6 itenstalf 38 teachers is 4.01, with a
standard deviation of 0.684, indicating that teaghesponses have been centered on
“sometimes” to a large extent. The average meaiotaf 42 parents is 3.98 with a
standard deviation of 0.681, indication that pasergsponses also have centered on
“sometimes” to a large extent. On the whole, bafichers’ and parents’ responses
show current interaction between school and famdg positive.

But for parents’ responses, the item “Parents .. ljaeducation and rehabilitation”
has the lowest mean score (M=3.14) than averagen nid&3.98) with a high
standard deviation (SD=1.354), which indicates sesps on this point have been
centered on “not sure” and it seems to be contemler Also, the item
“Representatives of parents... in our school” haslole mean score (M=3.26) and
the highest standard deviation (SD=1.624), indncatiesponses on this point have
been centered between around “not sure” and it s¢etme very controversial.

By utilizing T-test, there were very significantffdrences between teachers’ and
parents’ evaluations on item “Parents ...informatwith teachers”, which indicates
that the teachers and parents do have differedtaiu@n on whether these parents

would like to exchange their children’s informatiomith teachers. There were
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significant differences between teachers’ and paremvaluations on

item

“Parents...family education and rehabilitation” t@so indicates that the teachers

and parents do have different evaluation on whetiherparents had actively taken

part in their children’s family education and rettiédtion.

Exhibit 5.6: Teachers’ and parents’ evaluationmtd#raction between school and family (C.R)

Iltems

Teachers(n=38)

Parents(n=42)

T-test

M

SD

M SD

2-tailed sig.

We offer information about development situatiohstadents with SEN to their parents.

4.89

0.311

The regular school informs me of its relevant peScand supports of IE.

4.26 | 1.169

I'm satisfied with the way through which informati@about my child is provided by school staff.

4.81 | 0.594

Parents of child with SEN would like to exchangeittchildren’s information with teachers.

4.34

0.669

4.93 | 0.342.

-4.862

0.000* * *

Parents of child with SEN actively involve in thehildren’s family education and rehabilitatiop.3.92

0.941

3.14 | 1.354

3.008

0.004* *

Parents of child with SEN participate in the pracesmakingtheir children’s IEP.

3.29

1.250

3.26 | 1.624

0.086

0.932

Representatives of parents of children with SENte&e part in the decision-making process| 08.58

school IE policy in ousschool.

1.199

3.50 | 1.132

0.303

0.763

Total

4.01

0.684

3.98 0.681

Note: Items were in a liker scale formak p.01* *, p<0.001* * *; SEN=Special Educational Needs, IE=Inclusive Etlana

1.4.5 Czech teachers’ evaluations of Interactionween school and community

The average mean about whole section of thesendsiie 3.65 with a standard

deviation of 0.853, indicating that responses hlagen centered on “sometime” to

certain extent and the interaction between schaodlcammunity seems to be positive.

The highest agreements were given to communityntekrs supports (M=4.00,

SD=1.039). The lowest agreements were given todot®n between regular schools

(M=3.16, SD=1.219). 57.8% of them reported thelrogd could get effective support

from special school in their community and 65.8%re$pondents reported their

schools could get cooperation from other profesdiorstitutions.

Exhibit 5.7: Teachers’ evaluations of interactia@iviieen school and community (C.R)

Items

N

(0]

NS S

OF

M/SD

Our school exchanges experiences of IE and leaams éach other with other regul

schools in our community.

r10.5%

18.4%

31.6% 23.79

b 15.8

P 3.16/1.219

Special school (or resource center) in our comrgwan effectively provide profession

support for our school’s IE.

1l 2.6%

7.9%

31.6% 28.99

o 28.9

o 3.74/1.057

There are other professional institutions can abtticooperate with our school to provig

some special services to students with SEN in ommaunity.

[)

15.8%

18.4% 44.79

21.19

o 3.71/0.984

There are community volunteers offer services fiedants with SEN in our school.

15.8%

53%| 42.19

36.89

6 4.00/1.089

Total

3.65/0.853

Note: N=Never, O=Occasionally, NS=Not Sure, S=Samet, OF=0Often, Weights of “1”, “2", “3", “4”, “5"are correspondent to the
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categories “never”, “occasionally”, “not sure”, feetimes” and “often”; SEN=Special Educational NeéHsInclusive Education

1.4.6 Czech teachers’ evaluations of School managatrsupport

71.1% of respondents reported the leaders of 8wiool attached importance to

inclusive education, 57.9% of respondents repdited school had established clear

and efficient school policies for inclusive eduoati and 55.3 % of respondents

reported their school managers could effectivelnleate the teachers’ work if

inclusive education implemented in regular classése whole average mean

(M=3.65) and standard deviation (SD=0.853) showpaases had been centered on

“mildly agree” with certain extend.

Exhibit 5.8: Teachers’ evaluations of school mamagyet support (C.R)

Items Sd Md Ns Ma Sa M/SD

The leaders of our school attach importance to IE. 10.5% | 18.4%| 47.49 23.7% 3.84/0.916
Our school had established clear and efficientsighalicies for IE. 2.6% | 13.2%| 26.3% 39.5% 18.4% 3.58/1.030
School managers can effectively evaluate the tesolerk of IE implemented in regular classes. 5.3% | 39.5%| 42.19 13.2% 3.63/0.786
Total 3.65/0.853

Note: Sd=Strong disagree, Md= Mildly disagree, Netlre, Ma= Mildly agree, Sa=Strong agree; Weight4”, “2”, “3”, “4”, “5” are

correspondent to the categories “strong disagréefldly disagree”, “not sure”, “mildly agree” andstrong agree”; SEN=Special

Educational Needs, IE=Inclusive Education

1.4.7 Czech teachers’ and parents’ evaluations abmieraction between children

with and without SEN and the general evaluation ioiclusive schooling

Exhibit 5.9 shows the mean scores of first two gdnom surveyed teachers and

parents are relative higher than the band of “mildgree” with a low standard

deviation, indicating that all responses had bemmered “mildly agree” to a large

extent. Teachers’ mean scores on the item “On th@ey IE in our school has been

successful” is 3.74 with a relative higher standaesiation of 1.048, indicating that

the responses have been centered around “mildlgeagbut it seems to be

controversial. Parents’ mean score on this poiBt98, with a relative lower deviation

of 0.877, indicating that the responses have beatered on “mildly agree” to some

extent.

By utilizing T-test, statistics shows there is nignfficant difference between

parents’ and teachers’ evaluation on these itemat'dto say, both surveyed parents’

and teachers’ evaluations about interactive betweeddren with SEN and their intact

classmates and evaluation of inclusive schooling @accordant and seems to be

positive.
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Exhibit 5.10: Teachers’ and parents’ evaluatiorsualinteraction between children with and
without SEN and the general evaluation of inclusigkooling (C.R)

Items Teachers(n=38) Parents(n=42) T-test
M SD M SD T 2-Tailedsig,
Most intact students in this classroom would likehelp their classmates with 3.79 0.622| 3.64 0.618 1.057 0.294

SEN when necessary.

Typical students in this class would like to comiicate and play with 3.87 0.844| 3.81] 0.634 0.355 0.724
their classmates with SEN.

On the whole, IE in our school has been successful. 4.00 0.697 3.88 0.504 0.081 0.381

Note: Items were in a liker scale format; SEN=SakEducational Needs, IE=Inclusive Education

1.4.8 Czech teachers’ evaluations for other suppddr inclusive educaiton
Majority (73.7%) of respondents reported they krlesal laws, regulations and

policies about children with SEN, 78.9% of themaed most parents of intact
students accept their students with SEN learningegular classroom and 79 % of
them reported the students with SEN had been wé&dgrated into their regular
classes. By utilizing one-way ANOVA, teachers wdiifferent gender, age, teaching
years and education backgrounds did not demonsigiéicant differences in term

of their evaluation of other support for inclusegucation.

Exhibit 5.11: Teachers’ evaluation of other suppdot inclusive education (C.R)

Items Sd md Ns Ma Sa M/SD
| know the local laws, regulations and policiesEf 2.6% | 5.3% 18.4% 63.2% 10.5% 3.74/0.87
Most parents of intact students accept students SEN 21.1% 68.4% 10.5% 3.89/0.55

learning in this regular classroom.

The students with SEN have been well integratealtinis regular class. 5.3% 15.8% 63.2% 15.89 3.89/0.72

Note: Sd=Strong disagree, Md= Mildly disagree, Netbure, Ma= Mildly agree, Sa=Strong agree; Weight4", “2", “3”, “4”, “5” are
correspondent to the categories “strong disagréefldly disagree”, “not sure”, “mildly agree” andstrong agree”; SEN=Special
Educational Needs

1.4.9 Czech parents’ evaluations for other supports
The mean scores of the 11 items in this sectiop fvam 3.00 (item “I can get aid

from government...”) to 4.16 (item “Staff ... to sollearning difficulties”). Standard
deviations range from 0.584 (item “Regular educat®achers ...can adjust teaching
and curricula...”) to 0.949 (item “I have opporties to exchange...”). It's apparent
that majority of respondents mildly agreed regwducation teachers could adjust
teaching and curricula to cater for their childeerd it seems there were no disputes
about this point. Only 26.2% of respondents agréeely know related laws,

regulations and social welfares of children withNS21.4% of them agreed they
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could get aid from government when they need, 262%em agreed they could get

aid from specific professionals in their communitigen they need. The opinion as to

whether parents had opportunities to exchange mxmes with other parents of

children with SEN to be controversial (SD=0.949% aesponses of this item have

centered on “not sure” (M=3.31).

The average mean of whole this section of the drhstof 42 respondents is 3.65

with a low standard deviation of 0.427, indicatititat the responses have been

centered around “mildly agree” to a large extend.

Exhibit 5.12: Parents’ evaluations for other suporR)

Items Sd Md Ns Ma Sa M/SD
This regular school regards my child’s specialrigay needs. 2.4% 4.8% 69%| 23.8% 4.14/0.608
Staff working in this regular school can effectivédelp my child to solve| 11.9%| 57.1% 31%| 4.19/0.634
learning difficulties.

Staff working in this regular school can 2.4% | 21.4%| 52.49 23.8% 3.98/0.749
effectively help my child to solve emotional diffities.

Regular education teachers working in this inclesilass can adjust teaching 16.7%| 66.7% 16.7% 4.00/0.584
and curricula to cater for my child.

I know relevant laws, regulations and social weiaof children with SEN. 16.7% | 57.1% 23.89 2.49 3.12/0.705
| can get aid from government when | need. 4.8% | 14.3%| 59.59 19.0% 2.4% 3.00/0.796
| can get aid from specific professionals in my ewmity when | need. 48% | 7.1%| 61.9% 21.4% 4.8% 3.14/0.814
| have opportunities to exchange experiences witaro 2.4% | 21.4%| 23.89 47.6% 4.8% 3.31/0.949
parents of child with SEN and learn from each other

My child likes to study in inclusive classroom. 4.8% | 31.0%| 54.89 9.59 3.69/0.715
On the whole, inclusive education in this regutdral has been successful. 19.0%| 73.8% 7.1%| 3.88/0.504
Total 3.65/0.427

Note: Sd=Strong disagree, Md= Mildly disagree, Netslre, Ma= Mildly agree, Sa=Strong agree; Weight4”, “2”, “3”, “4”, “5” are

correspondent to the categories “strong disagréefldly disagree”, “not sure”, “mildly agree” andstrong agree”; SEN=Special

Educational Needs

1.4.10 Czech teacher’s attitudes toward inclusideieation
Exhibit 5.13 shows, only 15.8% of total respondemitdly agreed all children

should be educated in regular class and 39.5%eoh thnildly agreed students with

SEN could get academic improvement because of sivdueducation. Majority

(97.4%) agreed inclusive education could promoteseh students’ social and

emotional development and 86.9% of them reportetlsive education promoted

different students’ mutual communication, underdiiag and acceptance of individual

diversity. 55.3% of them agreed there were sufficisupportive resources and
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professionals to support IE in regular school. Litss half (42.1%) of respondents
agreed they had corresponding knowledge and dkillsducate student with SEN.
44.7% of them mildly agreed regular education teeghnstructional effectiveness
would be enhanced by implementing inclusive edoaai their regular classes. And
majority (81.6%) of them agreed they felt comfoktatvorking with students with

SEN and their parents and it seems there is nautdispon this point (M=3.92,

SD=0.632).

39.5% of them agreed special, separate settingkl dest serve the needs of
students with SEN. About half (52.6%) of them agdreéleat children with severe
disabilities should be educated in special, sepasaitings but it seems to be
controversial (SD=1.084). 71.1% of them agreed igpezducation teachers were
trained to use different teaching methods to tesictents with SEN more effectively
and more than half (55.2%) of them also agreed thdtrencommunicating in
special ways should be educated in special, sepaweitings at a large extent
(SD=0.862). Average mean score of these items a@alyn this paragraph is 2.61,
standard deviation is 0.664, indicating respondee&ns had neutral attitudes toward
separate special education.

57.9% of respondents expressed they were not surelusive education sounded
good in theory but did not work well in practiceeam score and standard deviation
on this point also indicates respondents’ neuttdlides toward this opinion at a large
extent (M=2.84, SD=0.754).

In addition, by utilizing one-way ANOVA in terms oéspondents’ attitudes toward
inclusive education as a whole, teachers with w@iffe age, teaching years and
education backgrounds, training type, training tiamel research experience did not
demonstrate significant differences.

As a whole, average mean of whole attitude is 3vitB a very low standard
deviation of 0.389, indicating respondents seems &aneutral attitudes towards
inclusive education to a great extent. Whatevdusige education or separate special
education, it seems respondents admitted eacheati thad its own advantages and
weak points.
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Exhibit 5.13: Teachers’ attitudes toward inclusagication (C.R)

Items Sd Md Ns Ma Sa M/SD

Both students with and without SEN can get académpcovement because of IE. 21.1%| 39.5% 39.59 3.18/0.766

IE is likely to have a positive effect on the sbeiad emotional development of students with SEN. 2.6% | 73.7%| 23.79 4.21/0.474

The needs of students with SEN can be best semvaakkial, separate settings 21.1%| 39.5%| 34.29 5.39 2.76/0.852
IE programs provide different students with oppwitigs for mutual 7.9% 53% | 73.7% 13.2% 3.92/0.712
communication, thus promote students to undersitadcaccept individual diversity.

Children with severe disabilities should be edutiatespecial, separate setting. 79% | 53%| 3429 36.8% 15.8% 2.53/1.084
Special education teachers are trained to usedlifiéeaching methods 10.5% | 18.4%| 57.99 13.2% 2.26/0.828
to teach students with SEN more effectively.

Children who communicate in special ways (e.gn simguage) 13.2% | 31.6%| 44.79 10.5% 2.47/0.862
should be educated in special, separate settifigs.

IE sounds good in theory but does not work wepriactice. v 1.0% | 10.5%| 57.99 26.3% 2.6% 2.84/0.764
There are sufficient supportive resources and psideals to support IE in regular school. 2.6%| 53%| 36.89%4 50.0% 5.3% 3.50/0.797
I have corresponding knowledge and skills to edusaidents with SEN. 7.9% | 10.5%| 39.59 39.5% 2.6% 3.18/0.955
Regular education teachers’ instructional effectess will be 26.3% | 28.9%| 44.79 3.18/0.834

enhanced by having students with SEN in regulascla

| feel comfortable working with students with SERdaheir parents. 2.6% | 15.8%| 68.49 13.2% 3.92/0.682
Total 3.13/0.389

Note: Sd=Strong disagree, Md= Mildly disagree, Netbure, Ma= Mildly agree, Sa=Strong agree; Weight4", “2", “3", “4”, “5” are
correspondent to the categories “strong disagrteeildly disagree”, “not sure”, “mildly agree” andstrong agree”; adverse weights of
‘57, “4" 3", “2", “1" are correspondent to the ¢agories “strong disagree”, “mildly disagree”, “reatre”, “mildly agree” and “strong

agree” to all the items attached” ; IE=Inclusive Education, SEN=Special Educational d¢ee

1.4.11 Czech parents’ attitudes toward inclusiveieation
Exhibit 5.14 shows 95.3% of parents agreed alldceil have the right to study in

regular school as same as their typical peers,jtasgbms there were no disputes on
this point (SD=0.582). 66.6% of them agreed theesrewsufficient resources and
professionals to support inclusive education. K&0R6) of them agreed their children
with SEN could get faster academic improvementeigutar school than in separate
settings. 81% of them agreed inclusive educatios Vikely to have a positive
effective on children’s with SEN social and emo#ibdevelopment. 73.8% of them
agreed regular education teachers could give apptepattention and care to their
children in regular classes. 78.2% of them agrded inclusive education could
facilitate understanding, acceptance and sociafaction between children with and
without SEN. 88% of them agreed inclusive educatimade typical students to be
prone to accept other person’s diversities, rea@gtilemselves more easily and be
ready to help other&nd 88.2% of them preferred their children with SENstudy in
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regular school.

At the same time, 71.4% of respondents showed ig@eaation on their children’s

development in the future to certain extend (SD46)8 There were still 35.8% of

them agreed children with SEN were easily discrated and isolated by their typical

peers in regular classroom. 31% of them agreedithairments of children with SEN

affected their interaction with typical children8.8% of them agreed children with

SEN lacked enterprise and sense of achievementaramgpwith their typical peers.

26.1% of respondents reported children with SENIcc@et more effective and

systematic resources in special, separate setiing®sponses on this point have been

centered around “not sure” to a certain extent (M82SD=0.897).

As a whole, average mean of whole attitude is 34h a very low standard

deviation of 0.352, indicating all responses oftkection have been centered on

“mildly agree” to a large extent.

In addition, by utilizing one-way ANOVA in terms oéspondents’ attitudes toward

inclusive education as whole, parents with différegender,

age, education

background, training types and time did not dematestsignificant differences.
Exhibit 5.14: Parents’ attitudes toward inclusigeieation (C.R)

Items Sd Md Ns Ma Sa M/SD
There are sufficient resources and professionaapport IE in regular schools. 2.4 31.0% 59.5% .1% 3.69/0.715
Academic achievement of children with SEN can bevmted faster in regular classroom than in spegial4 11.9%| 35.7% 40.5% 9.5% 3.43/0.914
class or special school.

IE is likely to have a positive effect on the sbeiad emotional development of students with SEN. 19.0% | 64.3% 16.7%| 3.97/0.604
For children with SEN we only expect that they vadl more self-sufficing in the future, we can nqpext | 4.8% | 2.4% 21.4% 64.3% 7.1% 2.33/0.846
they will do well as same as their typical peefs.

Children with SEN can get regular education tealegpropriate attentions and cares in regulasclas 24%| 4.8% 19.09 54.8% 19.0%  3.83/0.881
Children with SEN are easily discriminated andased by their typical peers in regular classroofn. 9.5% | 26.2%| 28.6%9 31.0% 4.8% 3.05/1.081
Children with SEN can get more effective and systtizresources in special, separate settirgs. 31.0% | 42.9%| 19.0% 7.1% 2.98/0.897
IE can facilitate understanding, acceptance anilsioteraction between children with and withoNe 2.4% 19.0%| 73.8% 4.8% 3.79/0.645
The impairments of children with SEN affect theiteiraction with common childrens 48% | 28.6%| 357% 28.6% 2.4% 3.05/0.936
Children with SEN lack enterprise and sense ofeadment comparing with their typical peers. 21.4% | 50.0%| 21.4% 7.1% 2.86/0.843
.IE makes typical students be prone to accept gtheson’s diversities, recognize themselves mosédyea 16.7% | 61.9% 21.4%| 4.05/0.628
and be ready to help others.

As parents, | prefer my child to study at reguzraol. 2.4% 9.5% 52.4% 35.7%  4.21/0.716
Total 3.51/0.352

Note: Sd=Strong disagree, Md= Mildly disagree, Netlre, Ma= Mildly agree, Sa=Strong agree; Weight4”, “2”, “3”, “4”, “5” are

correspondent to the categories “strong disagreeldly disagree”, “not sure”, “mildly agree” andstrong agree”; adverse weights of
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‘57, 4", 3", “2", “1” are correspondent to the t¢egories “strong disagree”, “mildly disagree”, “reatre”, “mildly agree” and “strong

agree” to all the items attachegk” ; IE=Inclusive Education, SEN=Special Educational d¢ee

1.4.12 Result of open question of Czech teacheuggijionnaires
At the last part of questionnaire for regular ediatateachers, one open question

was designed to ask the regular education teadioessrite down three current
difficulties they were facing during implementingclusive education in their regular
classrooms. About half of respondents wrote doweir triewpoints. On the whole, all

difficulties were outlined as following:
Regular schools are lacking financial support
More than half of teachers who responded open ique&icused on the problems

related to financial support. Financial shortagens®to be the most serious problem.
They reported their schools lacked money to offecdic equipments, compensation
aid and teaching and learning materials for studenth SEN and majority of them
mentioned the schools were short of money to hescher assistants too. Some
teachers reported schools had no money to modifiyarment for students with SEN.
Also, some teachers reported they had overload vemdk the rewards were not
enough to pay for their work for students with SEN.

There are too many students in this classroom

High number of students in regular classroom setmbe the second serious
problem. Lots of teachers reported this problem.

| am not ready for inclusive teaching

Some teachers mentioned they lacked professiongpapation for inclusive
education or they had some knowledge about spediadation, but it was not enough,
e.g. one teacher reported she had some knowledgét abtudents with learning
difficulties, but had not knowledge about studeitt visual or hearing impairments.
Some teachers still felt difficult to implement lasive teaching which could not
satisfy both, typical students and students wittNStew teachers could not accept
inclusive education, e.g., one teacher reportedeestis with mental retardation should
go to special school not go to regular school.

How to cooperate with experts?
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Teachers’ responses reflected following problems tiois aspect: cooperation
between experts and teachers was not sufficiemperation between experts and
teachers was not good, e.g. several teachers egpexperts of SPC had no interests
to go to regular school though they had to vistst#hschools once a year.

How to cooperation with family?

Several teachers reported there were some prolitewsoperate with families of
children with SEN.

Whole education system is not ready for inclusdigcation

One teacher “pointed out” “inclusive education dhetull cooperation and
willingness of related organizations, and it’s hgdlard to carry out”. Another teacher
“said”: “I think the order of implementing inclusvis wrong. The right order is that
regular schools should have already prepared déwegytfor inclusion, after that,
students with SEN can go to regular school, in,factv the order has been inverted,
students with SEN have gone to regular schoolsrdémiilar schools have not been
ready for including them at all”. One teacher répdrthat officials were reluctant to
solve problems for inclusive education. And seveeschers reported the school

administrators did not support inclusive educatopaid much attention to it.
1.4.13 Result of open question of Czech parentgsfibnnaires
At the last part of questionnaire for parents, open question was designed to ask

parents to write down three current difficultiegithexceptional children were facing
during learning in regular class. About half of pesdents wrote down their
viewpoints. On the whole, all difficulties were boéd as following:

Children’s concrete learning difficulties

Most of parents who responded the open questemtioned problems about their
children’s learning. To be specific, these probleimsused two aspects: first, their
children lacked academic motivations and learnimgrests, e.g. “child has no interest
to study” and “my child wouldn’t like to go to sablobecause he can not concentrate
on studying”; second, children with SEN had corereiarning difficulties such as
concentration on studying, noting, handwriting &aimdhework and so on.

Children’s relationship with typical classmates
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Some parents reported their children had met smmklem on relationship with
classmates. For example, several parents repdréedry child was laughed at by
his classmates”, “my child lacks skills of commuating with his classmates and
friends”, “my child often quarrel or fight with damates” and “he always abuses his
classmates”, few parents reported “my child wasidmikat school”.

Concrete school supports

Parents also reported they children with SEN newde schools supports. For
example, “school has too high demand on my childiy child’s demands are not
respected by school” and “some students will steschool after schooling, but there

are fewer teachers staying school to look aftemthmy child can not get enough

individual care” and so on.

2. Discussion

2.1 Government support

Czech government had supported inclusive educdhionugh legislations which
formally regulate financing, teacher training armedal provisions to pupils with
SEN since 1989 as we mentioned before. This inya&sbn shows the shortage of
financial support seems to be the biggest difficudt supporting inclusive education
in Czech Republic (C.R).

2.2 School support

2.2.1 Barrier-free environment and School supportgor inclusive teaching and
accommodation

There were some problems reflected through invatstig, such as about half
regular schools still could not provide approprisi@rier-free environment to all
students now, the number of students in many in@uslasses were not reduced,
teacher assistant was still lacking, adapted tektbonvere not easy to get when
needed by students with SEN, some regular teadtierad satisfy with the reward of
their work for inclusive education. It seems alesk problems above mentioned
relates to another problem most teachers repodadschools are lacking money to

support inclusive education”. Though there is djpeéinancing policy for supporting
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inclusion, but the financial support from governiancentral and local levels seems
to be not enough.

Most teachers strongly agreed the support of hpdggical and occupational
counseling services for students with SEN. It stiooé mainly benefit from the
matured Czech educational and psychological coungssystem. Counseling services
connected with education, training and with theppration of youngsters for their
future occupation began to develop in this coumr$920s (Pacnerova, n.d.). School
counseling team, educational and psychological selurg centers and special
education centers can provide systematic counsskmgces to students with SEN
and their parents and regular education teachendvied into inclusive education
(ibid).

2.2.2Teachers’ professional development for inclusivecation

Statistics indicates majority of Czech teachengla get pre-service and in-service
training for special needs education as Act on atioic staff stipulates and they could
often get specialists’ guidance for inclusive teagh It seems regular education
teachers should be well-equipped for inclusive ficacthrough related training and
guidance. But why statistics still show they weo# sure if they had corresponding
knowledge and skills to carry out inclusive teaghamd they did not agreed inclusion
could enhance their teaching effectiveness, atsoesof them reported they really do
not know how to deal with teaching difficulties ®faching students with SEN and
they had not corresponding enough professional gpagipn even they really
experienced some training for special needs edutatFor to explain this
contradiction, it looks likely we should doubt theality of current Czech teacher
training.

In addition, statistics shows schools seldom omghregular education teachers to
observe other teachers’ practical inclusive teagmrother regular schools and school
administrators seldom encouraged teachers to dee swhool-based research for
inclusive education, in fact, there were few teashlead done the research too.
School-based research is an effective approachramgie teacher’s professional
development (UNESCO, 2001); it can enhance teaxheflective ability which will

114



radically promote teacher’'s professional developmé&dbserving other teachers’
inclusive practice is another rapid and effectiygoraach to promote teacher’s
professional development too. The principle of mézg by doing should be really
taken into account and paid more attention by usitye educators and school
administrators for teacher preparation and training

2.2.3Typical students and their parents and regular teas’ attitudes towards
inclusive education

Majority of surveyed teachers agreed typical cleitdrwould like to help,
communicate and play with their classmates with SE819% of teachers agreed
typical students’ parents could accept studentsh WVBEN learning in regular
classrooms. In general, there were no doubts ypatal students and their parents
could accept students with SEN learning in regclasses.

But teachers’ attitudes toward inclusive seemsetadmplicated. On one side, they
did not completely admit the advantages of incleseducation; on the other side,
they did not deny the benefits of segregated speettings; at the same time, they
still kept neutral standpoints about if inclusivaeutd worked well in practice. | guess
this complicated attitude still is the reflectiohcoirrent Czech inclusive education.

Firstly, 57.9% of surveyed teachers did not agreeythad corresponding
knowledge and skills to implement inclusive teaghemd some teachers reported
their difficulties of teaching students with SEN riegular classes. Also, Paisil
(2010) found about a half of surveyed educatorskimgr under conditions of
inclusion reported their concerns about lack ofggsional competencies and support
and effectiveness of such educational work in écent research. Because lacking of
sufficient professional confidence, teachers $tdld some doubts about meaning,
methods and outcomes of inclusion.

Secondly, current regular schools still have naidyoapability to accept students
with severe or profound disabilities, even for s with mild disabilities; some
teachers pointed out regular schools were not reldyem. And Czech Republic has
a long history for developing segregated speciaication, relative matured, sound
and well-equipped special schools still have thadtive effects on providing
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educational service for students with SEN until new; surveyed teachers expressed
relative “objective”, “pragmatic” and “rational” @udes towards current inclusive
education.

2.3 Family support

2.3.1Parents’ attitudes toward inclusive education

Czech parents’ attitudes of children with SEN tadvarclusive education seem to
be positive and reflected following characteristidgstly, they admitted the
advantages of inclusion; secondly, they expressed Expectation on their
exceptional children’s development; thirdly, aboabe third of them agreed
disadvantages of inclusion such as exceptionatli@nlwere easily discriminated and
isolated by their typical classmates in regulassés and so on; fourthly, parents
expressed neutral attitudes toward special schools.

It is hard to explore the reasons causing Czechnpsirattitudes toward inclusive
education. Author just guesses following factors:

Firstly, because of lacking training or courses l@ndicapped children, parents
lacked appropriate and deep understanding abolutsive education. Though 95.3%
of surveyed parents admitted children with SEN hglat to go to regular school, only
14.3% of them received some courses for handicapipiaten, 26.2% of them knew
relevant laws, regulations related the rights availad welfare of children with SEN;

Secondly and most importantly, traditional notiasfsand stereotyped attitudes
toward people with disabilities seems to be stdeptrooted in Czech society. As
Cerna (1999) analyzed:

People are not used to realizing that life includesre important concerns that their own
immediate and particular personal needs. It isentidhat the main problems of society can be
solved only if and when human spirituality and reaman qualities are re-born. This is mainly
reflected in the field of citizen with disabiliti€p.132)...the recognition of value of every human
being, gives moral strength to society. Generalkennus is that democratic society accepts its
supports and assistance to every one of them. tumiately, the current Czech society is still far
from these principles in to practice (p.133).

Thirdly, supports for children with SEN and theanfily were still weak. Only
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21.4% of surveyed parents agreed they could gefraid government when they
needed and 26.2% of them agreed they could gefr@ia specific professionals in
their communities when they needed. And 92.7% efmthreported they had never
participated in any parent association for hangiedpchildren, half of them had not
opportunities to exchange experiences with othezrga of children with SEN.

2.3.2Interaction between family and school

In generally, statistics show both surveyed paresand teacher had positive
evaluations on interaction between family and sthBarents actively exchanged
information about their children with teachers amd which they exchanged
information. There still were some contradictioevealed in investigation: firstly,
parents did not expressed positive attitudes towhaedr handicapped children’s
family education and rehabilitation; secondly, @ems parents did not actively
participated in the making if their children’s IE#hd decision-making process of
school polices for inclusive education. It seenmeré¢hwere some gaps between legal
policies and practice for parents’ involvementsheir children’s inclusive education.
How to further promote real, equal and effectivieliaction between them still needs
to be considered.

2.4 Community support

Statistics show teachers’ positive evaluation imieraction between school and
community. There were co-operations between regdhool, special school, other
related community institutions and community vokers. It seems Czech community
support system of inclusive education had estadadisAind run according to respective
roles and functions, especially special schools $laifting their roles to support
inclusive education. But cooperation between comtyuagular schools seems to be
weak. And there were some problems related to loogiféctively cooperate between
regular teachers and special education experts ewpmerts’ attitudes toward

cooperation as some teachers complainéddifficult to cooperate with expetts

3. Conclusion

In conclusion, through the efforts of implementingclusion-orientation
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educational policies, regulating necessary proussiaqualification and training of
teachers involved into inclusive practice, imprayvimetted educational-psychological
counseling support system, shifting roles of spesthools and so on, the relative
systematic, sound support system of inclusive dducdad been established and
operated in practice in Czech Republic. But it seéraditional stereotype notions of
persons with disabilities still to be one potentad crucial obstacle blocking the
development of inclusion. Shortage of governmenaricial support seems to be
another obstacle influencing construction of batee environment, sufficient
provision of some material and human supports artap initiative of school staff
working for inclusive education in regular schooRegular education teachers’
attitudes toward inclusive education seem to beposttive, how to further improve
quality of teacher training and teachers’ profesaiodevelopment for inclusion
should be placed on the government’s and schogésda. It appears that cooperation
between regular education teachers and speciabBdncexperts should be further
improved and enhanced. How to support family ofldckn with SEN through
providing more financial support and courses otdfmespecial education to parents,
how to promote parents’ involvement in inclusiveieation are still vital issues which

had not been attached much importance by governamehschools.
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Chapter 6: Comparison between China and Czech

Republic

1. Comparison of key demographic information

1.1 Teacher samples
1.1.1 Education background
Obviously, Czech teachers’ educational degree oashten the master level and

Chinese teachers’ educational degree centeredaheloa level.
Exhibit 6.1: Comparison of teachers’ education lgacknd between P.R.C and C.R

80. 00%
70. 00% —
60. 00% [
50. 00% —
40. 00% [
30. 00% [
20. 00% —
10. 00% [

0. 00% ! ! !
secondary college bachlor master
education education programs programs

or above

1.1.2 Training
It is apparent the states Czech teachers expederarain training for inclusive

education is better than Chinese teachers.

Exhibit 6.2: Comparison of teachers’ training foclusive education between P.R.C and C.R

100. 00%
90. 00%
80. 00% [
70. 00% [
60. O0% [
50. 00%
40. 00%
30. 00% [
20. 00% [
10. O0% [

0. 00%

none certain

1.2.3 School-based research for inclusive education
Obviously, Chinese regular education teachers wasee actively taking part in
some school-based research for inclusive educdlian Czech regular education

teachers.
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Exhibit 6.3: Comparison of teachers’ school-bassgarch experience for inclusive education

between P.R.C and C.R
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1.2 Parent samples

1.2.1 Education background

Obviously, majority of Chinese parents receivedidas secondary education,
majority of Czech parents received secondary degeleducation.

Exhibit 6.4: Comparison of parents’ education baokgd between P.R.C and C.R
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1.2.2 Training types
48.3% of Chinese parents received some trainirgporses for children with SEN,
14.3% of Czech parents received these trainingorses.
Exhibit 6.5: Comparison of parents’ training tyfetween P.R.C and C.R
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1.2.3 Membership of parents associations
Majority of parents in both countries did not pegate in any parents association.
Exhibit 6.6: Comparison of parents’ membership afemts association between P.R.C and C.R
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2. Analysis of comparative results

1.1 Teachers’ responses about barrier-free physicanvironment of regular
schools

Exhibit 2.31 shows the Chinese and Czech teackgauations of status quo of
barrier-free physical environment of regular scha@re similar. But it seems the
Czech state of barrier-free physical environmer#t Igter better through comparison

of percentages saying “yes” of the basic modifistlelishments.

Exhibit 6.7: Comparison between Chinese and Czeabhers’' responses about barrier-free
physical environment of regular schools

Item Percentage saying “Yes”
Does this school make its building physical act#esb all students? China (n=98) Czech (n=38)
55.1% 55.3%
If it is, please choose the establishments modffiedll student: all (4,1%); all (10.5%);
corridor; stairway; toilet; main entrance; classmoglayground; other places | six of them (2.0%); six of them (10.5%);
five of them (2.0%) five of them (2.5%)
four of them(7.0%); four of them(13.2%);
three of them(5.0%; three of them(7.9%):
two of them (13.2%); two of them (2.6%);
one of them (16.4%) one of them (5.2%)

Note:Item was in a multiple choice format

1.2 Teachers’ responses of school supports for insive teaching and
accommodation

Through comparison of percentage of each itemgdbsgpbeer-tutoring, each Czech
school support is prior to China. It's apparent tiine@re were more sufficient school

supports to be provided for inclusive teaching inRCthat in China. But majority of
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teachers in both countries reported it was not eéasget adapted textbook when
students with SEN needed and high number of stadenegular classes still was the

similar problem in both countries.

Exhibit 6.8: Comparison between Chinese and Czeabhers’ responses about supports of
inclusive teaching and accommodation

Iltems Percentage saying “Yes”
China Czech
(n=98)) (n=38)
Are there some adapted textbooks available forestisdwvith SEN according to their special needsoim gchool? 30.6% 39.5%
Are there some special teaching equipments anditenaids available for you and students with SENMdur teaching? 49.0% 84.2%
Is there a teacher assistant or a special pedagogilable to cooperate with you in regular class t 44.9% 76.3%

cater for students with SEN when necessary?

Is there peer-tutoring available for students VBN when necessary? 94.9% 76.3%
Has the number of pupils in your class been redtwedarantee the quality of IE comparing with ottegular class? 26.5% 34.2%
Are there some specific compensatory and rehainlitaupports provided to students 45.9% 63.2%

with SEN by specialists in your school when neag&sa

-~

Are there psychological or occupational counsedieyices available for students with SEN when thesd in your schoo 25.5% 97.4%

Note: SEN=Special Educational Needs, |IE=Inclusidadation

1.3 Teachers’ professional development for incluséveducation

By utilizing T-test, statistics shows there wasngigant difference (p<0.01)
between Chinese and Czech teachers’ whole evatuatio teachers’ professional
development, Chinese teachers’ whole evaluatiorieceth on “neutral” but Czech
teachers’ whole evaluation tended to “mildly agreefore positive than Chinese
teachers’. To be specific, Czech teachers couldnge¢ support for inclusive teaching
from specialists and certain in-service trainingiraflusive education than Chinese
teachers obviously; apparently, Chinese teachers w@re encouraged to do some
school-based research for inclusive education tGaach teachers. Responses of
teachers in both countries on the point of whe#wool organize teachers to visit

other regular school for inclusive teaching wergilsir to tend to neutral.
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Exhibit 6.9: Comparison between Chinese and
development for inclusive education

Czeglthers’ evaluations of professional

ltems

China (n=98)

Czech(n=38

T-test

M/SD

M/SD

2-tailed sig.

| can get some useful suggestions for teachingrem with SEN

from specialists inside or outside my school.

3.08/1.382

4.16/1.000

-5.026

0.000+ *

Our school organizes us to visit other regular sthand observe other

teachers’ practice of inclusive teaching.

2.80/1.399

2.71/1.292

0.326

0.745

| can get certain in-service training about IE.

2.33/1.345

3.97/0.915

-8.184

0.000+ *

We are encouraged and supported by school adnaituisgr

to do some school-based researches for IE.

3.73/1.256

2.95/0.868

4.153]

0.001

Total

2.98/1.098

3.45/0.712

-2.889

0.005

Note: Items were in a liker scale;<®.05*, p<0.01* *, p<0.001* * *; SEN=Special Educational Needs

Education

1.4 Teachers’ evaluations of interaction between ool and family

, |IE=Inclusive

By utilizing T-test, statistics shows there wasagragnificant difference (p<0.001)

between Chinese and Czech teachers’ evaluatiomeitedm about if teachers offer

information about development situations of childneith SEN to their parents.

Responses of Czech teachers on this item have tm®ered on “strong agree”

without disputes; the responses of Chinese teadtsrs been centered on “mildly

agree” and seem to be very controversial. Theree wer significant differences on

other items. On the whole, whole evaluations othess in two countries close to

“mildly agree”. It seems that interactions betwasehool and family were positive in

both countries.

Exhibit 6.10: Comparison between Chinese and Czeelthers’ evaluations of interaction

between school and family

Iltems

China(n=98)

Czech(n=38)

T-test

M/SD

M/SD

T

2-tailed sig.

We offer information about development situatiohstadents with SEN to their parents.

4.25/1.108

8941311

-5.582

0.000 * *

Parents of child with SEN would like to exchangeittchildren’s information with teachers.

4.32/211

4.34/1.118

-0.165|

0.870

Parents of child with SEN actively involve in theghildren’s family education an

rehabilitation.

3.81/1.372

3.92/0.941

-0.508

0.613

Parents of child with SEN participate in the precemaking their children’s IEP.

3.43/1.471

3.298D

0.594

0.554

Representatives of parents of children with SENte&e part in the decision-making process| 08.21/1.535

school IE policy in our school.

3.58/1.199

-1.31

0.190

Total

3.81/1.08

4.01/0.684

-1.26%

0.209

Note: Items were in a liker scaleg®.05* , p< 0.01* *, p<0.001* * *; SEN=Special Educational Needs, |IE=Inclusive Etona

1.5 Parents’ evaluations of interactions between ool and family

123




By utilizing T-test, statistics shows there wasngigant difference (p<0.05)
between Chinese and Czech parents’ whole evaluafiameraction between school
and family, Czech parents’ whole evaluation wasergositive than Chinese parents’.
Specifically, Czech parents more strongly agreey thatisfied with the way school
staff informed them about their children’s informoat and they would like to
exchange their children’s information with teachershout disputes than Chinese
parents obviously; apparently, Chinese parents rstangly agreed they actively
involve into their children’s family education amehabilitation than Czech parents;
about the point of whether representatives of garehchildren with SEN can take
part in the process of decision-making, there wagreat significant difference

between Czech parents’ evaluation and Chinese tsaren

Exhibit 6.11: Comparison between Chinese and Cpacbnts’ evaluations of interaction between
school and family

Iltems China(n=58)| Czech(n=42 T-test

M/SD M/SD T 2-tailed sig.
The regular school informs me of its relevant gecand supports of IE. 3.98/1.147 4.26/1.169 1.1P 0.236
I'm satisfied with the way through which informati@about my child is provided by school stajf. 412805 4.81/0.594 -3.321 0.081*
Parents of child with SEN would like to exchangeittchildren’s information with teachers. 4.29/1304 | 4.93/0.342 -4.330 0.000 * *
Parents of child with SEN actively involve into thechildren's family education and 3.90/1.398 3.14/1.35 2.696 0.008 *
rehabilitation.
Parents of child with SEN participate in the pracesmaking their children’s IEP. 3.03/1.475 3.2624 -0.729 0.467
Representatives of parents of children with SENte&e part in the decision-making process| 02.59/1.140 3.50/1.132 -3.969 0.000¢ *
school IE policy in our school.
Total 3.68/0.798 3.98/0.681 -2.062  0.042

Note: Items were in a liker scaleg®.05* , p< 0.01* *, p<0.001* * *; SEN=Special Educational Needs, |IE=Inclusive Etlona

1.6 Teachers’ evaluations of interactions betweertisool and community

By utilizing T-test, statistics shows there wasnsigant difference (p<0.01)
between Chinese and Czech teachers’ whole evatuatimteraction between school
and community, it seems Czech regular schools hawe positive interaction with
community than Chinese regular school. Teachersotin countries shows similar
neutral evaluation concerning if school exchangpeeernces with other regular
school, but obviously, Czech regular schools caydt more supports from special
school, professional institutions and volunteerstheir community than Chinese

regular schools.
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Exhibit 6.12: Comparison between Chinese and Czeelthers’ evaluations

between school and community

of interaction

ltems China(n=98) Czech(n=38) T-test
M/SD M/SD T 2-tailed sig.
Our school exchanges experiences of IE and leesnsdach other with other regular 3.39/1.240 3.16/1.129 0.974 0.332
schools in our community.
Special school (or resource center) in our commgwah effectively provide professional 3.21/1.508 3.74/1.057 -2.278  0.025
support for our school’s IE.
There are other professional institutions can abttizooperate with our school to provid¢ 2.86/1.300 3.71/0.984 -3.65f  0.000¢ *
some special services to students with SEN in ommaunity.
There are community volunteers offer services fiadants with SEN in our school. 2.74/1.467 4.082.0 -5.591| 0.008 * *
Total 3.05/1.102 3.65/0.853 -3.022  0.003
Note: Items were in a liker scaleg®.05* , p< 0.01* *, p<0.001* * *; SEN=Special Educational Needs, |IE=Inclusive Etlona
1.7 Teachers’ evaluations of school management supp
By utilizing T-test, statistics shows there was significant difference between
Chinese and Czech teachers’ whole evaluation ocreta evaluation on items about
school management support. Teachers’ evaluatiosshajol management support in
two countries tend to “mildly agree”.
Exhibit 6.13: Comparison between Chinese and Cztdchers’' evaluations of school
management support
Items China(n=98) Czech(n=38) T-test
M/SD M/SD T 2-tailed sig.
The leaders of our school attach importance to IE. 3.91/1.094 3.84/0.916 0.33 0.742
Our school had established clear and efficient@ighalicies for IE. 3.76/1.075 3.58/1.030 0.867 a1.3
School managers can effectively evaluate the tesialverk of IE implemented in regular classes R637 3.63/0.786 0.00¢ 0.995
Total 3.77/1.022 3.68/0.809 0.43 0.662

Note: Items were in a liker scaleg®.05* , p< 0.01* *, p<0.001* * *; SEN=Special Educational Needs, |IE=Inclusive Etlana

1.8 Teachers’ evaluations of other supports for idasive education

By utilizing T-test, statistics shows there was significant difference between

Chinese and Czech teachers’ whole evaluation ocreten evaluation on items of

other support for inclusive education except theEmitconcerning if most intact

students would like to help their classmates wittNSwhen necessary, Chinese

teachers shows more positive agreement on thig fh@n Czech teachers obviously.

Teachers’ evaluations of school management suppdidth countries were close

to “mildly agree”.
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Exhibit 6.14: Comparison between Chinese and Cresthers’ evaluations of other supports for

inclusive education

ltems China(n=98) Czech(n=38) T-test
M/SD M/SD T 2-tailed sig.
I know the local laws, regulations and policiesEf 3.51/0.677 3.74/0.828 -1.643 0.103
Most parents of intact students accept students S&N learning in this regular classroom. 3.89/8.91 | 3.89/0.559 0.025 0.980
Most intact students in this classroom would lizdélp their classmates with SEN when necessary. 24/@1499 3.79/0.622 4.450 0.000¢ *
Typical students in this class would like to comicate and play with their classmates with SEN. IS5 3.87/0.844 1.429 0.155
The students with SEN have been well integratealtimis regular class. 4.02/0.873 3.89/0.727 0.7870.433
On the whole, IE in our school has been successful. 3.74/1.048 4.00/0.697 -1.384 0.169
Total 3.91/0.630 3.86/0.531 0.456 0.649
Note: Items were in a liker scaleg®.05* , p< 0.01* *, p<0.001* * *; SEN=Special Educational Needs, |IE=Inclusive Etlona
1.9 Parents’ evaluations of other supports
By utilizing T-test, statistics shows there were significant difference between
Chinese and Czech parents’ whole evaluation ofrahpports. Parents’ evaluations
of other supports in two countries tend to “mil@igree”. Obviously, Czech parents
more strongly agreed staff working in regular sd¢homuld help their children with
SEN solve learning difficulties and most intactdgnts would like to help their
classmates with SEN when necessary than Chinesatpabut Chinese parents gave
stronger agreement on the item concerning if ttleidren with SEN likes to study in
regular classroom than Czech parents apparently.
Exhibit 6.15: Comparison between Chinese and Cpaobnts’ evaluation for other support
Iltems China(n=58) Czech(n=42 T-test
M/SD M/SD T 2-tailed sig.
This regular school makes its building physicalessible to all students. 3.50/0.863 3.71/0.835 42.2 0.217
This regular school regards my child’s specialiear needs. 3.83/0.994 4.14/0.608 -1.962  0.053
Staff working in this regular school can effectivielp my child to solve learning difficulties. 8/M.997 4.19/0.634 -2.64 0.010
Staff working in this regular school can effectivbkelp my child to solve emotional difficulties. 68/0.889 3.98/0.749 -1.954 0.054
Most intact students in this classroom would li&énelp their classmates with SEN when necessary. 41 /8.974 4.00/0.584 -3.74¢ 0.000* *
Typical students in this class would like to comicate and play with their classmates with SEN. AB59 3.64/0.618 2.869 0.05
Regular education teachers working in this inclesilass can adjust teaching and curricula to datef 4.05/ 0.756 3.81/0.634 1.16 0.095
my child.
| know relevant laws, regulations and social welaof children with SEN. 3.29/0.749 3.12/0.705 75.1) 0.243
| can get aid from government when | need. 3.25/0.909 3.00/0.796 1.47 0.143
| can get aid from specific professionals in my cwmity when | need. 3.10/0.931 3.14/0.814 -0.2420.826
| have opportunities to exchange experiences vtitargarents of child with SEN. 3.50/ 1.063 3.3340. 0.924 | 0.358
My child likes to study in inclusive classroom. 4.16/ 0.745 3.69/0.715 3.13]1 0.002
On the whole, inclusive education in this regutdrool has been successful. 3.95/0.887 3.88/0.503 .4810| 0.632
Total 3.66/ 0.529 3.66/0.396 -0.085  0.933
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Note: Items were in a liker scaleg®.05* , p< 0.01* *, p<0.001* * *; SEN=Special Educational Needs, |IE=Inclusive Etona

1.10 Teacher's attitudes toward inclusive education

By utilizing T-test, statistic shows there was #igant difference (p<0.001)
between Chinese and Czech teachers’ whole attittmleard inclusive education
though both of them tend to neutral.

Obviously, Chinese teachers gave more strong agmtsnthan Czech teachers on
the points such as that all children should be &hacin regular class; the needs of
students with SEN could be best served in sepaettengs; children with severe
disabilities and children who communicate in diffier way should be educated in
special separate settings; special education tesatheght students with SEN more
effectively and inclusive education sounded gooddodinot work well in practice.

Apparently, Czech teachers gave more strong agréertiean Chinese teachers on
the points such as inclusive education likely hambsitive effective on the social and
emotional development of students with SEN; thererewsufficient supportive
resources and professionals to support inclusiwecattn in regular schools and
teachers felt comfortable working with studentdw8EN and their parents.

Statistic also shows teachers in two countries rtedosimilar attitudes toward
some opinions, e.g. both of them mildly agreedusisle education promoted all
students’ mutual communication and acceptance \@rsity; both of them were not
sure if they had knowledge and skills to educastudents with SEN and if regular
education teachers’ instructional effectiveness ltvde enhanced by implementing
inclusive education.

Totally, Chinese teachers show more positive aftisutoward special and separate
education than Czech teachers and Czech teachmssrsbre positive attitudes than
Chinese teachers toward the effects of inclusivecaiion on promoting exceptional
children’s social and emotional development, regsighool’s sufficient supportive
resource and comforts working with students wittNSthd their parents. But both of
them had doubts about if they were able to cartyraiusive teaching and the effects

of inclusive instruction.
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Exhibit 6.16: Comparison between Chinese and Czeabhers’ attitudes toward inclusive

education

ltems China(n=98) Czech(n=38 T-test
M/ SD M/ SD T 2-tailed sig.

All children should be educated in regular class. 3.37/1.271 2.68/0.873 3.573 0.001
Both students with and without SEN can get acad@mpcovement because of IE. 3.53/1.245 3.18/0.766 .959 | 0.053
IE is likely to have a positive effect on the sbeiad emotional development of students with SEN. .893.004 4.21/0.474 -2.536 0.012
The needs of students with SEN can be best semvggEcial, separate settings 1.97/1.009 2.76/0.852 -4.287  0.000 *
IE programs provide different students with oppwities for mutual 3.87/0.970 3.92/0.712 -0.35p 0.724
communication, thus promote students to undersitadcaccept individual diversity.
Children with severe disabilities should be edutatespecial, separate settings:. 1.62/0.711 2.53/1.084 -4.759  0.000¢ *
Special education teachers are trained to useetifféeaching methods 1.71/0.786 2.26/0.828 -3.598  0.001*
to teach students with SEN more effectively.
Children who communicate in special ways (e.gn #gguage) 1.93/0.944 2.47/0.862 -3.09B  0.002
should be educated in special, separate settitigs.
IE sounds good in theory but does not work wepriactice. ¢ 1.79/0.759 2.84/0.754 -7.228  0.000¢ *
There are sufficient supportive resources and psideals to support IE in regular school. 2.813.31 | 3.50/0.797 -3.744 0.000* *
| have corresponding knowledge and skills to edusatdents with SEN. 2.84/1.097 3.18/0.955 -1.77108®
Regular education teachers’ instructional effectéss will be 3.00/1.218 3.18/0.834 -1.00f 0.316
enhanced by having students with SEN in regulascla
| feel comfortable working with students with SEhdetheir parents. 3.19/1.223 3.92/0.632 -4.828 ®*00 *
Total 2.73/0.663 3.13/0.389 -4.28p  0.000¢ *

Note: Items were in a liker scale; the items atglcimark ¥x were given opposite weights to different choicemparing with other

items in this sectionp < 0.05*, p<0.01* *, p<0.001* * *; SEN=Special Educational Needs, IE=Inclusive Edana

1.11 Parents’ attitudes toward inclusive educatio

n

By utilizing T-test, statistic shows there were significant difference between

Chinese and Czech parents’ whole attitudes towanldsive education though both of

them tend to “mildly agree”.

Obviously, more stronger agreements were givenhige&se parents than by Czech

parents on the points such as exceptional childragademic achievement could

promoted faster in regular class than in sepamadespecial class or school; children

with SEN could get regular education teacher’s appate attentions and care in

regular class and inclusive education could promateraction and acceptance

between students with and without SEN.
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Exhibit 6.17: Comparison between Chinese and Czealents’ attitudes toward inclusive

education

ltems China(n=58) Czech(n=42 T-test
M/ SD M/ SD T Z-tailedsig

Children with SEN have the right to study in regudehool as same as their typical peers. 4.34/0.608 | 4.38/0.582 -0.298 0.766

There are sufficient resources and professionaapport IE in regular schools. 3.79/0.894 3.698.7 | 0.615 0.540

Academic achievement of children with SEN can bemuted faster in regular classroom than|ir3.89/0.892 3.42/0.914 2.562 0.012

special class or special school.

IE is likely to have a positive effect on the sbeiad emotional development of students with SEN. | .000.772 3.98/0.604 0.166 0.868

For children with SEN we only expect that they vii# more self-sufficing in the future, we can nog.79/1.239 2.52/0.969 1.172 0.244

expect they will do well as same as their typiens. ¥

Children with SEN can get regular education tealegpropriate attentions and cares in regulasclas 4.17/0.653 3.83/0.881 2212  0.029

Children with SEN are easily discriminated andased by their typical peers in regular classroofn. | 3.19/0.981 2.95/1.081 1.143 0.256

Children with SEN can get more effective and systtizresources in special, separate settirgs. 3.02/1.207 2.88/0.889 0.65( 0.517

IE can facilitate understanding, acceptance andlsimteraction between children with and without4.12/0.751 3.79/0.645 2.339 0.022

SEN.

The impairments of children with SEN affect theiteiraction with common childrervs 2.78/1.044 3.00/0.937 -1.126  0.263

Children with SEN lack enterprise and sense ofeadment comparing with their typical peers. 2.84/1.073 2.81/0.833 0.185 0.854

IE makes typical students be prone to accept gikeson’s diversities, recognize themselves mor10/0.693 4.05/0.623 0.415 0.679

easily and be ready to help others.

As parents, | prefer my child to study at reguzraol. 4.17/0.775 4.21/0.717 -0.27p 0.784

Total 3.63/0.473 3.50/0.349 1589 0.115

Note: Items were in a liker scale; the items atacimarkys were given opposite weights to different choicesparing with other items

in this section; g 0.05*, p< 0.01* *, p<0.001* * *; SEN=Special Educational Needs, |IE=Inclusive Etlona

2. Discussion

2.1 Government support

Based on different economic development and palitstatus, China and Czech

Republic had established relevant inclusion-origmalaws, regulations and policies

to promote the development of inclusive educatianréspective country. But

investigation indicates shortage of financial supp@mas a problem which had

hindered the establishment, operation and developofesupport system of inclusive

education in both countries.

2.2 School support

On the whole, findings of this investigation iodie that regular schools’ supports

for inclusive instruction were more sufficient inRCthan in P.R.C. Related findings

also reflected some similar problems of school supp different aspects:

2.2.1Construction of barrier-free environment seembdoan apparent obstacle of
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support inclusive education in both countries.

Barrier- free physical environment is the preref@i®f handicapped students’
active participation in all possible school aciest The lack of construction of
barrier-free environment means a kind if exclusimn “minor” student group.
Shortage of financial support to modify the envir@nt is one important reason;
researcher guess that school leaders lacked eqaat@ess and real understanding of
and did not attach importance to inclusive educasbould be another important
reason.

2.2.21t seems that having high number of students guleg classes and lacking
provision of adapted textbooks were the similabpems teachers were facing in both
countries.

These problems objectively added to the regulacailin teachers’ burden, which
made them felt stress and difficulties for inclesimstruction. And the same time,
how to provide effective, differentiable and apprafe curricula to all students is one
of the puzzles relates to whole educational reform.

2.2.3 How to promote regular education teachers’ proi@sal development for
inclusive education?

Investigate indicates the obvious difference betw€zech and Chinese regular
education teachers’ professional development. Cisthers had more opportunities
to get teacher training and specialists’ guidammearfclusive education than Chinese
teacher but Chinese teachers had more school-lbesearch experiences than Czech
teachers. But majority of teachers in both coustrgdmitted they had not
corresponding knowledge and skills to implementusive instruction. What does
this contradiction mean? How to effectively promatgular education teachers
professional development for inclusive education practice? It seems the
combination of teacher training and school-bassdarch should be an effective way
but it still needs to be tested in practice.

2.2.4What did regular education teachers’ attitudes tavanclusive education
mean?

The differences between Chinese teachers’ attittwesrd inclusive education and
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Czech teachers’ indicate Czech teacher had mammaatcognitions about inclusive
education than Chinese teachers. We had analyzew seasons caused these
differences, another possible extra reason mayla¢edeto categories of included
students, the main body of included student in Elénthe three categories: students
with hearing impairment, visual impairments or namétardation, but the main body
of included students in Czech investigation is stid with learning disabilities. But
teachers’ attitudes in both countries reflecte@pratic trend to a certain extent and it
revealed regular schools had not been ready tgpaatdestudents and provide quality
education to them yet, though Czech regular schbats much better states than
Chinese regular schools as we analyzed before.

2.3 Family support

2.3.1 Parents’ low expectations on their children’s wBiiEN development in two
countries indicate traditional notion of people vdisabilities

In spite of different economic developmental leaad social welfare policy,
investigate indicates parents’ similar low expaotaton exceptional children’s
development in both countries, which reflects tleesistent influence of traditional
conceptions of people with disabilities to a certdegree. This finding makes me feel
the actual difficulties of implementing inclusivaedueation are harder and more
complicated than we can imagine. So far, whateypecial education or general
education has not ability to shift the deep-roateton distinguishing and classifying
children and adults according to their ability, is®lement and social distribution
(Ferguson, 1995, p.285). What can special educaidOnly will special education
provide more equal opportunity, independence, siolu and productivity to all
children with SEN, the notion above mentioned wsitlifting gradually (Turnbull,
Turnbull, Shank, Smith & Leal, 2002).

2.3.2 States of parents’ involvement in inclusive edacatre looking blue in both
countries

Why did Chinese parents more actively participetetheir children’s family
education and rehabilitation? Majority of Chineaenilies of children with SEN lack
social support and because of that parents hawary out family education and
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rehabilitation by themselves but Czech family cat gpore support from relevant
agencies and resource centers, so, author gudedissthe main reason caused the
difference. In addition, though statistics indic&eech parents had more positive
states about participation in the decision-makiragess of school policy of inclusive
education than Chinese parents, parents in botmtcges still had not actively
participated in the process of making IEP for thehildren with SEN. Moreover,
investigation also shows similar situations for guas in both countries, such as
lacking of training or course for specific spe@ducation, lacking of opportunities to
communicate and exchange experiences with othenfsaof children with SEN and
unsatisfying with government’'s and community’s sogppand so on. All these
findings indicate parents in both countries had reslly, equally involved into
inclusive education. Additionally, majority of pate in both countries had not
participated in any parents associations for céildwith SEN and they agreed they
had little knowledge about related laws or regolagi of children with SEN, which
indicates parents in both countries had not redl dear consciousness of right for
them and their children with SEN and had not maiives to actively advocate for
their children through making use of the strengthparents association. How to
utilizing the resource of family and promote pasénhvolvement in inclusive
education seems to be the weak section of implangeniclusive education in both
countries.

2.4 Community support

Obviously, statistics show Czech regular schdwalgd better supports from special
schools, related institutions and community volende According to the community
support, Chinese responses focused on if there swgrports from community and
Czech responses focused on how to improve the cakqge with related community
agencies and experts. But both countries seem ilstekaction between regular

schools.
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3. Conclusion

In conclusion, based on different social developmewel, cultural and political
contexts, the investigation shows different devedeptal status quos of support
system of inclusive education in People’s Repubfi€hina and in Czech Republic.
So far, on the whole, it seems systematic and sauwpmgport system of inclusive
education had not been established in China, bigladive systematic and sound
support system of inclusive education had beenséat Czech Republic.

Investigation in both countries indicates the fallog common developmental
characteristics of support system of inclusive etioa: shifting notions of and
attitudes toward people with disabilities and speeducation is the developmental
motility; cooperation and coordination betweenaaddilable support resources are the
developmental principle; and establishing and impr@ support system of inclusive

education must be integrated into whole educatiafarm.
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Part Ill: An exploration on the ideal model of

support system of inclusive education in China

We simply presented the ideal model of supportesysof inclusive education in
the Chapter one, and then we explored the statofjgupport system of inclusive
education through practical investigations in Chand in Czech Republic. In this part,
aiming at the problems investigation had reveahswill continue to explore how to
improve the operation of support system of inclaseducation in China. After
analyzing government support, the focus will movexplore the operation of school
support, and then it will go on exploring how fayreind community support inclusive
education through interaction with regular schowisthe context of government

support.

Chapter 7: Government support

In this chapter, we will discuss government supgmin two aspects: national

legislation and administration of Local Educatioutiority (LEA).

1. Constructing legal framework for special educabn through

legislation

1.1 Meanings and functions of legislation of spediaducation

The emergence and development of special educahadly presents the long
process of human society from fatuity to civilizatj meanwhile, it reflects one
nation’s or region’s level of economic developmegéneral quality and social
civilization to a certain degree (Fang, 2005). Widhvelopment of politic and
economy, shifting of social notions of people wdlsabilities and penetration of
thoughts about educational democratization, gelyesglecial education has begun to
transform from charity model to democracy modebgeadly since 1950s in the world.
Without doubt, legislation played a great rolehistprocess.

As we know it's American tradition to protect alihks of rights of children with
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SEN through using legal action, legislation and cmdecy and its congress is
accustomed to enact federal laws to guarantee #aoapchildren’s educational and
social welfare rights, e.g., America enacted 1#egs of laws aiming at exceptional
children during 1827 to 1975 (Meyen & Strtic, 199Bspecially, American public
law Education of All Handicapped Students Act (PL94-1A%ised in 1990 and in
1997, abbreviated IDEA) issued in 1975 confirmeal ithportant principle of special
education, such as “free, appropriate and publidticational principle and the
principle of “least restricted environments”, whibhd produced huge effects on the
development of American special education, alsoihfidenced the development of
global special education (Allan & Charles, 2003).

As IDEA did, the items in other relevant Americadéeal laws also taken
significance on development of global special etlana On the whole, there were
two kinds of laws, one kind of them was establisteedtipulate exceptional children’
entittements and other services, such as RehaioiitaAct of 1973 and The
Technology-Related Assistance to Individuals witisabilities Act of 1988, both of
them stipulated provide occupational training arethhological assistance to
exceptional children and adults; another kind efsavas to prohibit all kinds of
discrimination to people with disabilities from rtiple aspects of American life, such
as Americans with Disability Act (ADA) of 199@llan & Charles, 2008

In the U.K., Warnock Repomas accepted by parliament in 1976 and this report
become the base of Education Act of 1981 and Educ&eform Act of 1993, the
two bills specifically stipulated the obligationacameasures that local educational
authorities must implement to insure children whecial educational needs can
receive appropriate education in regular classé&sg@on, 1993).

Definitely, as two of most important bills relatexspecial education, the American
Public Law 94-142 and English Warnock Report haought great impacts on the
special education’s decision-making and practicéherglobal level, at the same time,
they reflected the western countries’ good traditio protect all kinds of rights of
children with SEN through using legal action, Iégfien, also reflected the inclusive
developmental trend of global special educatiom@& Zhou, 2005).
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In addition, there are some other countries erebfferent legal framework to
encourage inclusion and guarantee resources. Bon@e:

In Canada (New Brunswick), school boards are hotvad to refuse disabled children between
the ages 3-21 admission to school unless they @avirce the ministry that it is not in the child’s
best interest. In Italy, the student must be edutcat regular classes if the parent wishes it. In
Iceland, recent law omits the term special edunatican attempt to stress the unity of provision
(OECD, 1999, p.24).

1.2 The role of legislation

It is needed to be considered that how legislati@an support inclusive education
and what role legislation should play? Some res$egisc pointed out the roles
legislation play in implement inclusion: (UNESC@®®):

(1) the articulation of principles and rights irder to create a framework for inclusion;

(2) the reform of elements in the existing systeiciv constitute major barriers to inclusion (for
instance policies which do not allow from specii@ups—such as children with disabilities or
from different language groups--to attend theighborhood school);

(3) the mandating of fundamental inclusive praatig¢eequiring, for instance, that schools
should educate all children in their communitiesjl

(4) the establishment of procedures and practiwesighout the education system which are
likely to facilitate inclusion (for instance, theorfnulation of a flexible curriculum or the
introduction of community governance) ( p.30).

1.3 Principles

How to guarantee the realization of these rolestimeed above? There are some
principles which seem to affect the realizationthase roles:

1.3.1 Legislation with sufficient preparation

“There seems to be a consensus that legislationlgmmt be the first step in the
process” (UNESCO, 2001, p.30). It is appropriate pimpose legislation after
sufficient preparation. The ‘preparation’ mainlyclmdes two aspects: one is
enhancing general public’s cognitions of incluseagucation through publicity and
education, e.g. promoting public opinions of inamsvia TV and all kinds of public
activities; the second aspect is carefully scanreripting related legislations and
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reflecting what had hindered the development ofusige education and how to
overcome them, which will be the base of the lagigh of inclusion-orientation
special education.

1.3.2 Legislation with flexibility

The flexibility mainly includes two aspects. Figstlat the beginning stage,
lawmakers have to consider highly detailed legmhatmaybe will restrict the
development of inclusive education, for example:

In Chile, for instance, four levels of integratisrere mandated by legislation. However, it is
already becoming obvious that this has createduat®in in which students who might benefit
from the highest level of integration are actudiBing confined to the lowest level (UNESCO,
2001, pp.30-31).

So, at the beginning stage, legislation should $oon how to eliminate main
obstacles which had greatly blocked the implemantabf inclusion instead of
rushing to perfect all details of the legislatidmother aspect of the flexibility is that
it is useful to combine fairly general legislationth more detailed regulation and
guidance, since these can be changed more rapidlyei light of experience (ibid,
p.31).

1.3.3 Legislation with integration-orientation

A great problem confronted some countries is igpeeducation and regular
education are administrated by different natiomal Ebcal administrative departments
which operate under different and separate legislatramework. It causes
administrative department barriers and makes ttegjiation of all available resources
from different administrative departments becomsey ¢ifficult. So, when we should
consider form an integrative legislation frame whaan cover special education and
regular education well and will be benefit for igtating all the resources to support
inclusive education. For example:

...In recent years, however, the government hablediad an integration program—-“Together
to School Again"—aimed at promoting inclusive prees, building consensus, developing
teachers’ skills and awareness, coordinating atiitnal analysis of barriers and opportunities.
Legislative reform has been part of this procegectl education has been brought within the
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framework of mainstream primary education and sesyhas been set up for developing funds to
clusters of regular and special schools so that tasm make their own, local decisions about
balance between special school and ordinary sgilaoéments for learners with difficulties. Full
inclusion, therefore, is not mandatory and the tgraent of this new system is not problem-free.
However, an enabling framework has been creatddnwithich experiments and developments in
inclusion can be facilitated (ibid, p.31).

1.3.4 Legislation with localization

Though inclusive education is an “international agpt”, it must undergo the
process of localization if it wants to be succebgimplemented in different country.
Education reform and programs that are implemersieccessfully in developed
countries do not guarantee the same successfubraacin countries which have a
very different economy and culture. Successfulslagion may serve as models of
legislation of special education in China, but th@nsfer needs to be culturally
sensitive and appropriate for the economic, soaiadl cultural realities, which

individualize and localize China and its educatl@yatem.

2. The functions of Local Educational Authorities LEA)

Inclusion is a process by which schools, local atlon authorities and others
develop their cultures, policies and practicesnidude pupils. The development of
inclusive education firstly depends on two impotti@ctors on local level: how LEA
develops its inclusion policy and how LEA operaitssadministrative functions in
practice. The first factor decides what developnuatd region or one district can get
for inclusive education, that's to say, the devaieptal possibility of inclusive
education; the second one decides the degree odenmepting and developing
inclusive education. Every district has its own elepmental context within one
country, not to say, the districts in different otnies. “So, while certain similarities
may be apparent between LEAS, each has its owarpaif development, reflecting
local traditions and experiences, including presialebates and disputes that have
occurred in relation to the question of how besprovide educational opportunities

for pupils seen as having special needs (UNESCQ1)20
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2.1 Developing local policy for inclusive education

Different perceptions of inclusive education wiluse different inclusion policy,
which radically decides one region’s developmen¢aiel of inclusive education.
Usually, a common view is to see integration asnioeement of pupils from special
school into the mainstream, and inclusion as babaut the degree of participation of
these pupils into mainstream activities and expegs (Ainscow, Farrell & Tweddle,
2000). As Ainscow, et al. note:

Actual policy statements helped to illustrates ¢héifferent perspectives. For example, officers
in one LEA saw their integration policy as a comm@ht to close all special schools...another
LEA goes beyond the traditional special educatioredds perspective to take an wider view of
what inclusion involves. Its policy and supportistrategy seeks to ‘remove the boundaries
between special and mainstream schools and to peomor commitment to inclusion by
enhancing the capacity of the latter to respontiemiiverse abilities, backgrounds, interests and
needs. Inclusion in education may be seen as twegs of increasing the participation of children
in, and reducing their exclusion from, the commyriurriculum and culture of the local school
thereby raising education standards for all’( {5-216).

Researches indicate that successful LEA's policyrfdusive education should be:

(1) short, containing a view of the future and bagalues and principles; (2)stable and
relatively unchanging; capable of being internaliznd applied to other areas of planning; (3)
developed through the active engagement of alesialklers; (4) clear, despite diversity of opinion
amongst stakeholders; (5) led by the LEA; (6) suigabby a clear government lead; and (7)
carefully and systematically managed throughoutifgementation (ibid, p.216).

Additionally, when lawmakers establish relevantiqges of inclusive education,
they should treat inclusive education as necegsantyof whole education and society
reform and development.

2.2 Funding strategies

“The factors that affect progress towards incluspectices are, of course,
numerous and inter-dependent, but the strategy fesdohancing special educational
needs provision in mainstream schools was felteamlkey factor in this complex
interaction (ibid p.217). It is no doubt that financing support for inclusieducation
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is a primary concern for all countries. Our invgation in China and in Czech
Republic also shows its importance. Even thoughlekels of funding differ from
country to country, many of the challenges and mahyhe strategies are similar
(UNESCO, 2001, p.109). In majority of countriese tmain funding for inclusive
education come from local government, so, how LE&tridutes findings to
individual regular schools according individual u&g school’s needs will promote or
hinder the implementing and developing of inclussaiools to a great degree. We
will further discuss this issue below:

2.2.1 Criteria of funding formulas

Peters’ recent research (2003) points out thané&iah policies for special needs
education at the government level may be categbrire three basic types:
child-based models, resource-based models and tebdiged models, and most
countries in her studies reported using one oreenmfr these basic types in
combination (Peters, 2003, pp:47-49). And in theoreof UNESCO (2001), it note
usually there are two models to distribute fundirmme is ‘resourcing whole
population’, the other is ‘resourcing individualsEither of them has its own
advantages and disadvantages. It seems the besbwstribute funding is to use
mixture of individual and population-level fundistyategies. Although all countries
are experiencing huge economic pressures, govetnimeeing policies of different
countries or different districts are different withdifferent developmental context.
Whatever which kind of funding model or funding rfarla the government will
choose in its funding policies, for to support gmmomote inclusive education, the

funding model or formula should have following erit. (Peters, 2003, p.52):
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Exhibit 7.1: Criteria for evaluating special edueatfunding formulas

Equity

Adequacy

Predictability

Flexibility

Identification Neutral
Reasonable reporting burden
Fiscal Accountability
Cost-Based

Cost-Control

Placement Neutral

Outcome Accountability

Student, school, and regional levels

Appropriate minimum levels

Stable levels of funding

Latitude to deal with local conditions

Students do not have to be labeled to receiveasvi
Costs of administration minimized

Procedures contain excessive or inappropriate costs
Funding linked to actual costs for services

Patterns of growth are stabilized

Funding is not based on type of placement or disab
label

Monitoring is based on various measures of stud

ents

outcomes (including process towards goals).
Connection to general Ed Funding Formula should have a clear conceptual link togreteed
education an services

Political Acceptability Education and services implementation involves rajom

disruption of existing services

Note: Cited from Peters, S.J. (2003). Inclusivecation: achieving education for all by includinggle with disabilities and special

education needs.

2.2.2 Obtaining funding via multiple-approaches

EFA 2000 Global Assessment reports that worldwi8® @f education costs are
covered by government, 35% by private sector (uholy parents) and 2% by external
support (Torres, 2000, p.5). Additionally, accoglito the research of UNESCO
(1995), it was considered that most of special atiocal provision was financed by a
mixture from the state, voluntary bodies, non-gawegntal organizations and parents.
And this research reported that there are 40% ohtcies investigated were entirely
financed by the state, in many developing counttines state was providing all or
almost all of the costs of the special educati@ralision made. But this research
also noted that voluntary bodies were the maj@rmdttive source of funding or they
are major source of special education funding (UBBS1995). So, besides funding
from central government, LEA should explore andiagiall possible and available
financing resources, such as charity organizations,-governmental organizations
and organizations of disabled people, and encouregdar schools to strive for all
available financing resources. For example:

...in Chile, the passing of legislation protecting tiights of disabled people was accompanied
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by the creation of a national disability fund. Seolso local authorities and community groups are
able to present projects for this kind of fund irder to resource more inclusive educational
provision (UNESCO, 2001, p.36).

Also it is very important to establish good relasbip with potential
resource-providers as we mentioned above, for ebeanmpernational donors and
NGOs are obvious sources of additional sourcesratifg (UNESCO, 2001, p.111).

2.2.3 Cost-saving measures to resources of inclusigducation

How to find funds is always a difficult thing to ey country. Except obtaining
funds from government and other organizations, aretcy to find measures to save
costs or to broad approach to meet students’ dpeeeds which do not always call
for extra funds or other resources.

As we mentioned in the criterfar evaluating special education funding formulas,
we can take some cost-saving measures through mingrthe cost of ministration
and reducing some extra or inappropriate costsugireetting up certain policies and
monitoring the process of using funds. Also, Pétersearch pointes out there are
some strategies for developing and supporting sietueducation draw from a broad
range of resources, both internal and externaladshte can promote teachers’ skill
as non-materials resource via teacher trainingpaofitssional development strategies,
such as utilizing the expertise of people with bikes to train teachers, trainer of
trainer model and general education teacher trginieer tutoring programs have
shown great promise for providing cost-savingsy asmmunity-based rehabilitation
programs. And parents it is another key cost-sagingtegy to encourage parents’
involvement to mobilize resources for inclusive giige. As Peters concludes it is
clear that all economic activities depend on clpalicy directives and a legal
framework (Peters, 2003, pp: 53-56).

The further approach to save costs for inclusieetce is shifting all stakeholders’
attitudes towards inclusive education and relatakeholders’ capability-building and
development. The shifting of attitudes will redysaential barriers which block the
development of inclusive education and raise thleentives of actors to work for
inclusive practice. And promoting the teachers’ gadents’ skills of educating and
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caring children with special education needs andoraving the managers’
administration abilities will significantly contnitte for meeting special education
needs of students in a more cost-efficient way.

2.3 Operating administrative functions

2.3.1 Standardizing and organizing nondiscriminatoy evaluation

Generally, regular school has its nondiscriminatewaluation team which is in
charge of coordinating evaluation process and oonig appropriate related worker
involved in evaluation in America (Turnbell, et¢ 2002, pp:56-58). To guarantee the
quality of the evaluation, LEA could take measuassfollowing: firstly, stipulating
concrete process and formal conductive steps threatablishing specific regulations
or policies; secondly, regulating qualification amloligations of related professionals
involved in formal evaluation and ensuring the cargpion among professionals;
thirdly, stipulating parents’ of children with SEMN)hts and obligations in the process
of evaluation; finally, considering and respectoutural and language diversity when
implementing evaluation to social vulnerable groapsthic minority.

2.3.2 Planning and coordinating resources to suppbinclusive education

Implementing inclusive education need other oubstliservices’ support, such as
medical and health services, psychological andhiétaion counseling services and
social work services and so on. How to effectivetganize and coordinate these
services related to different departments? A coateid approach to the provision of
formal support is critical, with services and agescworking together. This may
require changing local management structures tititéde a ‘joined-up’ approach to
delivering support to schools (UNESCO, 2003).

Identifying available resources and make good dghease resources

LEA can confirm what resources are available tqsupinclusive schooling in this
region or district. After that, it can fully utiezand completely coordinate existing
available resources on one side and plan to estabkcessary lacking resources
inclusive education on the other side, and themfand improve effective support
network gradually.

Arranging specific coordinators or coordination taa
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Our practical investigation had indicated it wasessary and urgent to coordinate
works and resources related to inclusive educatiomlifferent levels, especially on
local level. LEA should arrange specific coordimator coordination team who are
familiar with local situation, are able to coordimaall kinds of resources and can
provide necessary and available services to inagusichools, e.g., establishing
itinerant services, making use of resource centef aut-reach special schools
(UNESCO, 2001, pp:72-80). Additionally, LEA can veg regular schools assign
specific school coordinator to communicate withalocoordinator or coordination
team periodically to ensure all available resoulicegle or outside regular schools
can be integrated and utilized effectively. Forrapée:

In England, almost all mainstream schools havepectl Educational Needs Co-ordinator’
(SENCO) whose task is to ensure that the schoabls to meet the learning needs of students
experiencing a wide range of difficulties. TypigalSENCOs are trained as mainstream teachers
and continue to work as such whilst carrying oefrtSENCO role. UNESCO, 2001, p.50)

2.3.3 Supervision and evaluation of resources

What resources government had provided and disgeiosendividual schools to
support inclusive education? Could these resoupmeside to schools equally,
quickly and conveniently? Could these resourcesfteetively utilized by individual
schools? All these questions relate to one veryonapt issue, that's how LEA
supervise and evaluate dispensed resources tongerall limited resources have
been effectively utilized to support inclusive edtion. For to optimization all
dispensed resources, on local, LEA has to consd&blish a set of localized and
flexible supervision and evaluation mechanism. USBS(2001, p.118) mentioned
that countries tend not to have well-developedesgst for monitoring how schools
and local administrations use funds which are meeinto support vulnerable students
but many countries have inspection systems whiaklidcbe strengthened for this
purpose. Several principles should be considerede$tablishing this mechanism:
firstly, simplifying distribution procedures and keait simple and easy to apply;
secondly, establishing corresponding accountabdityeria on different levels to
restrict using resources; considering the ultinaéte of the mechanism is to guarantee
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all students with SEN can get appropriate and tpellucation, how resources had
been utilized and what effects it had brought talehts with SEN should considered
when dispense related resources to regular schools.

2.3.4 Constructing systematic training mechanism

“In many countries, considerable effort is put ithe training of teachers and other
professionals in the early stages of the move tdsvarclusive education” (UNESCO,
2001, p.52). Inclusive education is a systematg@m. Besides school education, it
relates to involvements of families and communitiesoviding specific training or
courses of special education to relevant involversgns is an effective and
economical approach to support the implementatibrinolusive education. But
training is a long process and its outcomes ataanted by many factors and relate
to central and local inclusion policy, training layt training content and training
methods and so on. For to provide long-term andiefft training, LEA need to plan
out appropriate mid-and-long-term plans and esthbstable training mechanism
according to local social-development situations.

Ideal objects of training

(1) Regular education teachers

“For all countries, teachers are the most costly-arost powerful —resource that
can be deployed in the education system (UNESCO1,20.42).” Without doubt,
whatever developed countries or developing cowtiieacher training has prior in
implementing inclusive education. How to providéeefive training under limited
resources in developing country? It needs to bilbdurexplore.

(2) Special education teachers

The role of special education teachers are clantgean the process that special
education and regular education are gradually @eéndo integration though
implementing inclusive education. Generally, spe@education teachers are not
familiar with regular education because differerirting approaches and working
environments. Inclusive education needs more catiperbetween special education
teachers and regular education teachers, how tpecation with regular education
teachers and how to apply their knowledge andsskilio regular education settings
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are new challenges for special education teachdesy still need training to deepen
cognition if inclusive education, enhance abilitiss work in regular education
settings, promote skills cooperating with regul@ueation teachers and further
understand their role in inclusive education.

(3) Other non-teaching professionals

“The training of non-teaching professionals to wavkh teachers and disabled
students in the school setting is another cerdgala to successful inclusion.”(OECD,
1999, p.39). Who are non-teaching professionals#alys it can includes peripatetic
teachers with various forms of specialism, SEN doators, teacher assistants/aides,
school counselors, educational psychologists, adiniphysiotherapists, speech
therapists, occupational therapists, social worlkeis volunteers and so on. Though
they do not teach students with special educatemds in inclusive settings, they are
import human resources to offer necessary supgosevvices for those students. And
these support services are very important to gteeaand cater for SEN students’
needs. So, it is an urgent task for LEA to plan amchnge training for these
non-professionals to make them constantly provideenguality services to SEN
students learning in the inclusive settings.

(4) Administrators

The administrators working for inclusive educatiorclude officers of LEA,
law-makers at different levels and school prin@pahd so on. But here we mainly
focus on principals working in inclusive schools. fact, principals play important
roles in inclusive practice. Their attitudes towsnaclusive education, comprehension
about disability, special education and inclusigeiaation, skills organizing school
inclusive practice and skills cooperating with coumity and other out-school
agencies will bring huge influence to the developtwd inclusive practice. And it is
necessary for principals to get to know some ade@nifhieories about inclusive
education, related national and local policies dadislations about inclusive
education, specific skills of managing practiceas, 80, LEA have to consider how to
offer specific and systematic training for prindgao shift their attitudes towards
inclusive education and promote their capacity apecwith all kinds of situations
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they will face during implementing inclusive praetiin their schools.

(5) Parents of children with special educatioadse

Parents of child with SEN are important resouicesupport inclusive practice.
They can carry out family education, interventiard aehabilitation for their SEN
children if they can get appropriate training amudg. Also, parents can make great
contribution to inclusive education. In some extdaarning some knowledge about
special education, including laws and rules, caevidte parents’ stress brought by
their exceptional children, also, it is benefit jarents to advocate proper rights,
additional services and supports for their childngéth SEN, and it make parents more
confident when they cooperate with professionals.

Approaches and principles

There are some differences between different cmsntwhen they are in the
different developmental contexts and at the difiestages of inclusive education. We
can see some differences from their provision faming. For example, there are
extensive and well-resourced programs offered ¢ontlainstream teachers and other
related professionals in some countries, but irerottountries, they need establish
effective programs in the context of very limitexbources. Despite these differences,
there are some successful research-based appraauhgsinciples across nearly all
countries as they move towards greater inclusiveatibn:

(1) Whole-system approach

We can not expect teachers and other professi@aalobtain great and obvious
achievement and change on attitudes, skills anérégp about inclusive education
through tentative and short training inputs. Weustha@onsider how to establish the
training mechanism via long training inputs accomed constant improvement of
other related areas. As UNESCO(2001) notes

Countries have found it much more effective to emsthat changes in professional
development are sustained over time and that theg@ompanied by changes in other aspects of
the system- funding support, for instance, or asseat procedures- so that newly- trained
teachers are enabled to work on the applicatiareof practices. (UNESCO, 2001, p.43)

Training should be part of whole education reforits establishment and
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development is the result of other aspects of daucaystem, at the same time, it
also facilitates the development of whole educatgstem. So, at the beginning of
establish training mechanism, we have to consider to plan all kinds of training in
systematic manner via constant efforts.

(2) Hierarchy model

At the early stage of inclusive education, it ist mecessary to offer specific
training for all teachers. In fact, we need tolgeta hierarchy of training opportunity.
We can provide courses about inclusive educatiagnafb teachers in pre-service
training so they can know something about barterigarning. Then we can arrange
some specific training for some teachers who neseldp further expertise and skills
to deal with new situation and cater for SEN stusteneeds in their inclusive
classrooms (UNESCO, 2001, p.47).

(3) Merging the separate training system for speethicators and mainstream
educators

Until now, there are so many countries till keepasate two-track training systems
respectively for special educators and mainstredincaors. That’ a key factor which
blocks the special educators and mainstream edsckhtmw each other more and
share expertise about inclusive education. Also, separate systems will cause more
costs but low effectiveness for inclusive educati®o, for more cooperation between
special educator and mainstream educator and attegrboth sides’ strengths and
contributions for inclusive education, we have ¢osider how to analyze the situation
of current training system and how to merge thetm @ame comprehensive system in a
reasonable way.

(4) Focusing on school-based training

Every school has its own characteristics on teagzhmanagement, and school
culture and so on. So, lots of questions which steéam teachers are meeting in
their inclusive teaching maybe relate to their stfiounique environment. As
UNESCO (2001) reports many successful training raomg have been based around
providing external support to schools and at theesiime enabling teachers in these
schools to support each other. After expert’s udion in practice, reflecting for
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themselves’ teaching and collective discussiomeirtschool, teachers can learn how
to deal with different instructional situation ahdw to cater for SEN students’ needs
more. Also, they are encouraged to share theiregweriences, skills and knowledge
with their colleagues. Through cooperation andrieay with experts and colleagues,
teachers are becoming more and more familiar wittusive practice and have more
confidence to resolve new problems which they wahstantly face in their school
career. All of these will accelerate schools todmee more self-sustaining in the
process of moving to inclusive school.

(5) Enlarging objects of training

“In most visited countries, the training of teach& work with students with SEN
was accorded a high priority.”(OECD, 1999, p.36)dAthrough Peters’ literature
review (2003, p.25) for the research about incleisgducation in western countries,
she finds the research about teacher training degla priority. Of course, teacher
training is very import for successful inclusiveuedtion, but training for other related
key persons still should be paid more attentionw&smentioned before, parents of
children with SEN, principals working for inclusiveeducation and other
non-professionals have significant meaning foruasle education. So, it is worth
constructing a inclusive training system to provagportunities to more important
objects related with inclusive practice.

(6) Teacher trainers’ training

Teacher trainers also need opportunities for kngumore developmental trends of
inclusive education, related new policies, and s#uations in inclusive practice, etc.
There are always new problems appears in the dawelotal process of inclusive
education. Teacher trainers also need trainingetieesh their idea, to develop new
skills, to reflect their training provided to theathers by themselves and to recognize
their changing roles in the training. Sometimeisiinecessary to go to mainstream
schools to experiencing inclusive practice withctea together. That's can help
teacher trainer know realistic inclusive practicel aonsider real difficulties all the
stakeholders in inclusive education will meet. Thired of activities will make teacher
trainer bridge the gap between theory and pradlweut inclusive education and
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make their training to teacher more useful andtprac So, for to keep the training
keep advanced and practical, teacher trainersiitrigishould be the necessary part of

whole training system organized by LEA.

Chapter 8: School support

Schools play a fundamental role in supporting ckitds development, whatever
academic or social development. Schools also playital role in transmitting
society’s values and offer a place for interacfmmchildren and their communities.

As the settings of implementing inclusive educati@gular school should actively
seek for and utilize all kinds of available in-soh@nd out-school resources to
support inclusive education systematically with aah administrators’ effective
organization. There are lots of factors influencithgg development of inclusive
education, but school support is the most imporéandt direct factor which decides
success or failure of inclusive education. We nyathtcuss some key aspects of it in
this chapter, such as principals’ role in inclusisehool, one approach which
organizes and administrates inclusive educatiorsanool—*school-based student
service team”, and how to establish the school eumgystem for inclusive education

under the leadership of principal and concrete athtnation of administrative team.

1. Principals’ role in inclusive school

Through literature review, Riehl (2000) considdrereé is a growing literature on
how school can more effectively serve divers sttgleént there is a smaller body of
research which more thoroughly explores what schawbhinistrators can do to
promote inclusive schooling and services to satdfierse students well. Also, he
points out the role of school principal has beeawshto be pivotal for fostering
meaning about diversity, promoting inclusive cudiand instructional programs, and
building relationship between school and commufRiehl, 2000, pp: 57-58). And
other researches consider much has been said #imghallenge school inclusion
creates for the classroom teacher, but principat igast as critical to the success of

inclusion as the teacher (OECD, 1997, p.62). Inea@xtent, we neglect the huge
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influence which principals bring to inclusive edtioa in schools. According these
researches we mentioned above and for success$iooblsimclusion, we will further
discuss what role principals should play in theli@l administrative career as below.

1.1 Fostering inclusive school culture

Shaping school culture is the heart of leadersbga( & Peterson, 1999Culture
is a term that has different meanings. Usually,caa say, “it is the set of shared
attitudes, values, goals, and practices that ct&raed an institution, organization or
group (ibid)”. Culture influences everything thappens in a school. One definition
of school culture explained by Phillips and Wagi2803):” the beliefs, attitudes, and
behaviors which characterize a school.” Theoryeaesh and practice about school
culture reflect it as “the norms, values, and ustgrdings that are manifested
implicitly or explicitly through structures, acthies, and interactions within the school
(Riehl, 2000, p.65)".

It seems the key point about inclusive school calghould be how the staff of the
school treats their students’ diversity from coricép practice. Without doubt,
principals’ beliefs about inclusive education armeit experiences contacted with
students with SEN will influence their attitudesviyds students’ diversity, and then
their attitudes will influence other staff‘'s attitess towards inclusive practice in their
schools. As ideal role to foster inclusive cultute,eliminate bias towards student
diversity, principals should keep positive attitsdewards inclusive education and
communicate their beliefs, values about it withirtleelleagues to get some common
ideas about how to respect student diversity awd toamplement inclusive practice.
From the successful inclusive practice of Xinjin.N&rimary School we can see how
principal’s attitude towards, values and believeolusive education influence the
development of school culture.

1.2 Guaranteeing and promoting the quality of inclgive education

After the principals shift their attitudes towardlusive education and really
respect human diversity, they should design lordystrort-term plans to carry out
inclusive education, provide a series of appropriabral and instructional supports
for teachers during a time of changing classroomctme, and arrange related
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reasonable school policies and assessment prosetiurguarantee the success of
students and teachers. Teachers need to know phieicipal really regards to
inclusive practice and is fully behind efforts t@ake it successful. As a teacher said:

A student was placed in a classroom where the égaghsn't really sold on the idea. The
principal said, “We have really got to make thigigiion work, because if it doesn't, it will make
it difficult for all of us.” So the principal andHave gone out of our way to make sure the program
has been a successful experience for the teaclereWivolved her in workshops had her take
time out and it's worked very well. The teacher noslieves that it (inclusion) is working can see
changes in the student (Porter, 1991, p.129, &Gited OECD, 1997, p.63)

1.3 Developing partnership between school and commity

There is a limited amount of systematic researchthendimension of school —
community relationships (Riehl, 2000, p.67). Sckatd not live in vacuum. From the
viewpoint of whole-system, schools are embeddedliwibroader community-based
organizational fields and that they are centralingrove the social fabric of
neighborhoods and communities (Riehl, 2000, p.880, schools should be the
necessary part of community development, or adysatéor development of other
institutions or the neighborhood as a whole (Mir@@97, cited from Riehl, 2000,
p.66). Inclusion-oriented school must contact witfany out-school agencies in
community to meet the needs of students with SEMcPals should actively and on
their own initiative seek for approaches to knovatexd agencies and agencies and to
develop community-based partnership with them fatusive school development.
All available resources in their communities cant kmock the school door
automatically by themselves, principals must lehow to cooperate with other
institutions and agencies to get more availablee®s and establish service-related
networks to reduce costs of school, cater for gpeweds of student development,
and enrich students’ life experiences and enhahegests’ interaction with their
communities, not only for students with SEN, butdd.

1.4 Driving the school-wide reform

Inclusive education is not the education which dolgates students with SEN in
the regular schools and provides some additionralcss for them. How to cater for
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special needs of students with SEN then offer gppate education for all? Inclusive
education need school-wide reform, such as inatusishool culture, differentiated
curriculum, flexible teaching and learning and so. &s the leaders of school
development, principals must respond to diversitytheir schools and drive the
school-wide reform to implement inclusive educatgtep by step according to their
own belief system of education and their schoalgial situation.

Without doubt, principal’'s personality, characteas and styles of administration,
knowledge, values, and believes of inclusive edaocatvill severely influence
inclusive practice, they are playing import roletive process toward more inclusive
education, OECD(1997) points out:

“Schools need motivated, enthusiastic and effegiiuecipals and teachers with the confidence
do the job well. Our experience is that principeds provide support and leadership teachers need
to meet the challenge of integrating students dighbilities.”(OECD, 1997, p.63)

In the preceding discussion about principals’ ilenclusive education, we have to
consider how to make principals be engaged in gidupractice more? Research
shows the willingness of school administratorsuppert inclusive environments has
been linked to issues of training and experiencen(@t, 2009). Research evidence
indicates that for administrators, additional thagnin the area of special education as
well as positive experiences with students with eptionalities are important
components for developing and maintaining inclugweironments (Praisner, 2003;

Riehl, 2000; cited from Bennet, 2000, p.2).

2. Organizing and administrating inclusive educatio—school-based

student service team

How can inclusive school principals realize théieal roles? It is considered from
following aspects:

2.1 Making tangible school inclusive education paties and regulations

Nothing can be accomplished without norms or ddashs. School inclusive
education policies reflect school culture and vatdentation of inclusive education

in a certain extent. Making clear and practicalos¢hnclusive education policies and
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regulations will make staff involved in inclusiverograms clearly know their
obligations and rights, which will benefit efficieimplementing of inclusive practice.
These policies and regulations should include aimsthods, steps, measures and
evaluations about inclusive practice.

2.2. School-Based Student Service Team

School administration is not just work of principhut all schooling actors’ work.
Principal should encourage representative of teachgarents with and without
exceptional children and students with and with&EN participate school
administration, which will make school administoatibecome more democratic and
flexible to cater for real needs of teachers, parand students. It seems to establish
School-Based Student Service Team is a good ch@&CD 1997, p.62). The
creative and collective approach to problem-solviagthe key to School-Based
Student Service Team. Other research of OECD (1B®iigates that schools which
experienced the highest degree of success were that had the highest degree of
involvement and support from the school supporimteand this kind of team
naturally lead to the identification of a schookbd student service team with
responsibility for supporting teachers and student systematic way. According to
different situation, the School-Based Student ®ervdieam can selectively consist of
team members. The team can meet on a weekly badisliacuss issues regarding
students, difficulties that teachers may be expeig and other matters and establish
tasks to be completed before the next meeting (QEOB7, p.62).

2.3 Establishing the school support system for ingsive education

2.3.1 Batrrier - free environment

Construction of barrier-free environment was a f[@ob hindered the
implementation of inclusive schooling in China aimd Czech Republic as our
investigation shows. How to solve this problem?dBefwe start to discuss this topic,
we can recall if our buildings around us are aabésgor everyone with and without
disabilities? Are there ramps in front of theseldiogs for wheelchairs? Are there
lights, bells in elevators to remind people witBual or hearing impairments? We still
can find many buildings and public settings areigiexi for large “normal” group.
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Many minorities such as people with disabilitidse elder, are excluded by our built
environment. As America National Disability Authiyri(NDA) analyses “Many
inequalities and injustices of the past were lnlthe concept of the ‘normal’ person.
To define one group as the norm, even a very lgrgap, is to privilege that group
and marginalize everybody else (NDA, 1998, p.4).”

Fortunately, more and more specialists from alldkirf research areas begin to
consider how to make our environment more acces§ibleveryone to respond to the
diverse needs of different people. After the mowetned barrier-free in 1950s and
accessible design in 1970s in western countrigsetrsal design was presented by the
America designer, Ron. Mace (The center for unaledssign, n.d.).

“Universal design is the design of products andiremments to be usable by all
people, to the greatest extent possible, withoetribed for adaption or specialized
design” (ibid).Compared with barrier-free or accessible desigrnvansal design is
more economical, aesthetic and unbiased.

Universal design brings huge influence on inclusageication. It relates to the
school buildings, a broad range of educational petsd (Burgstahler, 2008), also can
be considered as one basic principle of curricuke&form. Whatever barrier-free
design, accessible design or universal design, pinpose of these designs and
assistive technology in education is the sameetiuee the physical and attitudinal
barriers between students with and without disdsliand to create a welcoming
school community to everyone.

2.3.2 Within-school support services

Different countries, regions, according to diffdrelevelopmental background and
social cultures, there are different models to mle\additional resources to students
with SEN in inclusive-oriented regular school. Usyave can consider these services
can be provided within school:

(1) Assistant materials

Some assistant material should be prepared foestsido meet their learning needs,
for example, specific textbook for students witlsual impairments, or textbook in
Braille, magnifying glass, hearing aids, other stssit technology aids and so on. Also,
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we should prepare some teaching assistant matéoiateachers who need them to
their inclusive teaching. All these assistant materor aids will promote more full
participation of students with SEN in their regusahooling.

(2) Additional courses

Some students with SEN can not benefit from shglywith their typical
classmates on some subjects, so they need extparsugy specific designed course
for them for these subjects. Or some students dighbilities need some remedy
courses such as orientation and mobility traingmggech and language training. How
to offer these additional or adapted courses fesehstudents? Different school can
choose different organizational forms in differenhtext and via one or more selected
organizational forms to organize all kinds of withéchool available resources to
support inclusive education. Many successful ingkigpractices show two useful
approaches: making use of peer-tutoring and estabf resource room as we
analyzed in part 2.

(3) Special persons providing special servicesfodents with SEN

According to different school context, special jpas providing special services for
students with SEN may be composed of special educttachers cooperating with
regular teachers in regular classroom, learningpatpassistant, resource room
teacher, psychical or occupational counselor andrsolrhey can provide necessary
services not only for students with SEN but alsb salidents. Their works are
indispensable for implement inclusive schooling.

One of most important cost-saving approach prog@idditional service or course
to students with SEN is peer-tutoring. Every schzal make use of their natural and
potential human resource to support inclusive slihgothat’s children supporting
children and our investigation also shows peerriagowas broadly utilized in China
and in Czech Republic.

2.3.3 Teachers’ professional development for incluse education at school-level

In Part 2, we had discuss a little about how tormite the regular education teacher
professional development for inclusive educatioareh author will further explore
this important issue. Professional developmentathers means a progress in which

156



the teachers construct their professional thougitaputes, competences and so on
from juvenility to maturation. In other words, & B progress that a new beginner
becomes specialist teacher. As an individual, gaeher’s professional development
is a continuously socialized and individualized rs&) which has many diverse

characteristics in different stages.

Teacher’s occupation is becoming an important géa. As an ideal instructional
role, teacher is not only a person who provideswktedge to students but also an
educational thinker, researcher, practitioner anthovator. The teachers’
professionalization is an important guarantee damtprove their own comprehensive
quality and quality of teaching. Educational depel@nt and the teachers’
professional development are close connected \aith ether.

“For all countries, teachers are the most costlyraast powerful-resource that can
be deployed in the education system (UNESCO, 20042).” Professional
development includes both initial training and @nsgce training through formal types
of training perhaps leading to diploma or othertiieation from universities and
teacher training institutions and informal actiestithat take place on an occasional
basis (UNESCO, 2001, p.42). This topic focusesmm professional development for
regular teachers can be organized to support ivel@slucation at school-level.

(1) Formal in-service training

Schools can plan and organize teachers’ in-setvageing through arrange some
teachers to universities or teacher training ias8ths to get special formal training
for inclusive education, also, schools can invikpegts or teacher trainers to come to
their school to offer short-term or long- term miag for inclusive education to their
teachers. School can choose one of the two appEeamhcombine them to provide
in-service training opportunities to their teachdipossible, school-based training is
good way to offer training for teachers. As UNES@ZD01) reports that many
successful training programs have been based arprowlding external support to
schools in the early stages towards more incluaproaches and at the same time
enabling teachers in those schools to support ety (UNESCO, 2001, P.44). The
key point of school-based training is “enskillingf’the teachers. This kind of training
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supports schools and staff efforts to developinfigctive approaches to teaching
students with SEN in schools. If it can be impletednappropriately, it will quickly
promote teachers’ professional development and nsak®ol move to inclusive
schooling more independent. OECD points out, ‘sthool can handle the sparks the
fire brigade is not required!” (OECD, 1999, P. 38)o matter what approach of
in-service training, the training should providgopunities to teachers to:

1)share what they know2)discuss what they want to learn; aBjtonnect new concepts and
strategies to their own unique contexts (Darlingrit@ond et al., 1995).

And researchers suggest that effective trainingpfofessional development must:

1) engage teachers in practical tasks and propgertunities to observe, assess and reflect on
the new practices; 2) be participant driven andugded in enquiry, reflection and
experimentation; 3) be collaborative and involve giharing of knowledge; 3) directly connect to
the work of teachers and their students; 4) beagwed, on-going and intensive; 5) providing
support through modeling, coaching and the collecsiolving of problems; and 6) be connected
to other aspects of school char{g&d).

(2) Informal activities for professional developrmen

At school level, there are some effective actigitie promote teachers’ professional
development for inclusive education. One of themsahool-based research for
inclusive practice. The outstanding characterisfiche extended professional is a
capacity for autonomous professional self-develagnt@ough systematic self-study,
through the study of the work of other teachers timndugh the testing of ideas by
classroom research procedures (Stenhouse, 1985).

Teacher engagement in research is a cornerston@oféssional development.
School-based research is an innovative model tonpt® teachers’ professional
development. For example, action research is te&iluschool-based research model
applied in schools widely. It focuses on collabwatlearning, learning from
experience, and exploring the constructive conoadbetween action and reflection.
It is an attempt to bridge the gap between theowy practice, to develop teachers’
practical wisdom and to promote teacher professidegelopment in daily practice
(Gu & Wang, 2006). There are other activities caonmte teachers’ professional
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development, such as collaborating with experiersptial educator, training from

peripatetic specialists, cooperating with colleagoné so on.

Chapter 9: Families and communities involvement in

inclusive education

As UNESCO (2001) points out the participation aifilees and communities is
fundamental in assuring a quality education foy edlucation is not simply a matter
for professionals. This topic will deal with hownfdies* and communities support

inclusive education through cooperation and int@aavith mainstream schools.

1. Building partnership between family and school

The support and involvement of families of childseith SEN is vital, which links
successful implementation and development of imodusducation. It is also a
potential resource to support inclusive educatidmctv has not been paid much
attention by teachers, researchers, administratmtgolicy-makers at different levels,
even by families themselves. Unfortunately, ourestigation in part 2 shows the
parents’ involvement in inclusive education had been attached importance by
regular schools in China and in Czech Republic.

When we discuss families, we focus on parentsptbst important representatives
of families. We explore this topic through two asige What ideal role should parents
play for supporting inclusive education? And whahmls should do to build
partnership with families?

1.1 The ideal roles that parents should play in ifasive education

A role or a social role is a set of connected baray rights and obligations as
conceptualized by actors in a social situations lan expected behavior in a given
individual social status and social position (Wi, n.d.e).

In some countries, education has been seen asylargeatter for professionals.

Parents had little part to play, especially paraftshildren with special educational

1 In this chapter, all “families” means familiesaifild with SEN.
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needs, they have simply received the services geovby so-called professionals.
They have not been expected to play any significales in the education of their
children and they have few formal rights to taket pa the decision-making about
inclusive education. In countries which have adomt®re inclusive approaches, such
as U.S.A and U.K, the involvement of parents ofidten with SEN have become
central to the process of inclusive education, WHinks the successful implement
and development of inclusive education (UNESCO,1200

Without doubt, as the primary, persistent and irtgodr place of socialization,
family is vital for the development of children WiISEN and for children, parents play
very important roles nobody can substitute. Conmgawith typical children, children
with SNE have their own special needs during whieleelopmental process. Some of
these needs can be satisfied by regulating andemmgiting related legislations
through top-down approach, but the other needsngtdd to be advocated and to be
strived for by parents and related professionaisuiih bottom-top approach. So, the
role played by parents of children with SEN is elifint with the role played by
parents of typical children in the context of irsilte education. What ideal roles
parents of children with SEN should play? We wiflaliss this as following

1.1.1 Parents as advocates

As a basic citizen right, children with SEN can ab® regular school to receive
their education as same as their typical peer. adgpirement of this right largely
relates to the persistent and untiring advocacythefr parents and the parents
associations with the collaboration of other relapgofessional organizations. For
example, in the beginning of 1970s, some advoa#tepecial education in America,
including parents of children with SEN, their asatons and some lawyers who
helped to vindicate citizen right began to implestdte and local schools, because
these schools’ exclusion and mistaken categorgXoeptional children offended the
equal educational right of American constitutiorur@@ull & Turnbull, 2000; Yell,
1998). The advocacy was successful. After thateutite support of professionals of
association for children with SEN and legislatonsiny parents of children with SEN
took the law as criterion to advance that congstsaild set up relevant federal law
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and earmark founds to guarantee the right whiclegb@nal children can get equal
education. All these advocacies have contributedHe establishment of Education
for All Handicapped Students A¢Public Law 94-142) in 1975 and for the other
following legislations (Turnbull, et al., 2002). #d, the advance and implement of
inclusive education links the remorseless advoadqgyarents of children with SEN.

The rights and requirements of children with SEM b& recognized, accepted and
catered for as equal social citizen by our sociefyen their parents really cognize
these proper rights and actively advocate thesesrifgr their children.

1.1.2 Parents as promoters

Whatever any country, from central government walschool, all kinds of laws
and rules about inclusive education have signifiaafluence on implement and
development of inclusive education. Who will attetige decision-making about
inclusive education? Can these persons who pateipin the process of
decision-making represent the authentic benefithidfiren with SEN?

All these doubts concern one core issue, thatisefe are parents of children with
SEN to participate in the process of decision-mgkiks ideal promoter of inclusive
education, only can these parents actively padieipin the process of
decision-making of inclusive education on differaaiministrative levels, the actual
requirements of children with SEN and their fansiliean be expressed adequately,
and the parents can promote inclusive educatiocesstully in practice.

1.1.3 Parents as cooperators

Children with  SEN can choose regular school to ivecesducation, which
guarantees the equality of starting point of edonatOn the other side, we must
consider whether or not regular schools can prowageropriate education and
additional supports to meet the needs of studeitksSEN, because these appropriate
education and supportive service can guaranteedbality of process and outcome
of education for these children. Considering undeding children with SEN in an
overall way, parents must involve in the processid#ntification, decision of
placement and designing IEP for their children WBBN. Because they possess the
knowledge of their children which other professisnean not have and they can
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represent the benefits of their children. Throug active cooperation with parents,
professionals can give proper judgment of placemmmd present feasible and
appropriate IEP for children with SEN. Additionalps good cooperator, parents will
automatically supervise their children’s homewoekaluate children’s progress in
their daily experiences and routines at home.

1.1.4 Parents as lifelong learners

Comparing with regular families, families of chiafr with SEN will experience
many stages of stress during the lifelong develaproétheir children. Most parents
have to experience the following 5 stages for tlbitd with SEN: astoundment,
refusing, despair, guilt, acceptance (Gregory &gfini 1998). After that, most parents
try to learn new knowledge, approaches, and mettemgsomote the development of
their children. When they face their children’s ngtation, problems and difficulties
emerging in endlessly, they must learn to know wWigse new situations will appears
and how they will develop, what developmental cbastic of their children, where
their children can get service, how to communicatd play with their children and
how to communicate and cooperate with professiowalking in schools and other
professional institutes or centers.

As we mentioned above, family will experience éwgjress when parents know
their children have some particular requirementstiieir development, maybe this
kind of stress is changeable and will last for vienyg period even whole life. For
releasing family stress and promoting developméntheir children successfully,
parents must to become a lifelong learner.

As ideal role of lifelong learner, parents caentxollowing functions in the context
of inclusion: firstly, they know related law andles of exceptional children, and
advocate for proper rights of their children; sedlgnthey learn related knowledge of
special education, try to understand their childrepecial needs and developmental
characteristics more, which can help them to cayuy family education and
rehabilitation for their children; thirdly, theyden the skills about how to cooperation
with professionals.

1.2 What schools should do to build partnership wh families?
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Accumulate research demonstrates good family-schelationship is central to
school effectiveness and school improvement (Wdkéa & Bastiani, 2000). To
realize parents’ ideal role and build good parthigrdetween school and families,
school should consider some approaches as Beve(RIYf#5) points out in her
research:

1.2.1 Two-way communication between schools with pants

Building partnership between school and familiesn& a short period but a
step-by-step process based on trust. The firsttstépild good relationship between
school and families is that school should createempossible opportunities to
promote the two-way communicate them, such asS¢hpol offer information about
the development situations of students with SENs@hool to their parents; (2)
Teachers would like to exchange the informationualioeir students’ performances in
family and school with parents; and (3) Parents satesfied with the way through
which information about their children is providegthe school staff.

Of course, there are so many methods and appmesachn be used in the
bi-communication between parents and schools, dirguformal and informal, oral
and written and so on. But most important is, whateschool staff or parents, they
must trust each other and recognize both sidestiboition to the students with SEN.

1.2.2 Involving parents in assessment, decision-mal and review procedures

As we discussed above, parents observe, monitorezatliate their children’s
development in a prime position, so they have umikjpowledge about their children
through day-to-day family interaction, which makeglear that parents should be
fully involved at every stage in the school-basedeasment, decision-making and
review procedures of children with SEN (Beveridg@05, p.66).

1.2.3 Involving parents in educating their own chdren

“Parents play a key role in facilitating their arién’s learning through their shared
activities and daily routines at home.”(Beverid@)05, p.70) Research evidence
shows parents’ active involvement in their childseeducation will bring positive
effectives on children’s achievements and behgBeweridge, 2005, p.61). If parents
can get certain training and guiding, they canycamut some special program or
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interventions for their children at home, and gspecial tutoring to promote their
child’s learning through mobilizing all family merats and making use of family
routines and activities in the natural home contextich is the valuable cost-saving

resource supporting inclusive education.

2. Building partnership between community and schdo

School is not a separate institution. For meetingrdasing diverse needs of
students and providing quality education for dlhas to take account of importance
and need of community involvement in inclusive eation. As UNESCO (2001)
points out “it is common for the wider communityhar to be ignored entirely or to
be seen simply as the recipient of services pravieprofessionals (UNESCO, 2001,
p.90).” And Boscardin and Jacobscon (1996) argae‘#m overarching concern with
efficiency caused schools to consolidate, becomee rhareaucratic, and ultimately
distance themselves from the communities they weended to serve (Boscardin &
Jacobscon,1997, p.466)'. There are lots of agensi@sh school need to build
partnerships with, such as agencies relate tothealte, social services, additional
professional services and so on. Here we focusisgusking cooperation between
regular school and special school and cooperatetweden regular school and other
regular schools.

2.1 New role of special school and its collaboratiowvith mainstream schools

Special school can exert its potentials suppoitictusive education through being
re-oriented and playing new roles.

2.1.1 Providing outreach services to mainstream sobls and community

Special school has professional human and mateesburces which other
institutions have not. Making using of these spe@sources, it can provide tutoring
of special education to mainstream school as sangedpatetic teams and it can
arrange special education teacher to collaborate vagular teachers in regular
classroom. Also, it can provide counseling aboetsd education to regular teachers,
students with SEN and their parents as resourderc@NESCO, 2001, p.75).

2.1.2 Collaborating with regular teacher training ystem
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With the development of inclusive education, teadn@ining has been attracted
more and more attention. What kind of teacher agriate for inclusive education?
For mainstream teachers working in inclusive classrs they need some knowledge,
skills and strategies to cope with new diverserutsional situations, also, for special
education teacher whatever collaborating with ntetasn teacher in regular
classroom or providing outreach service to maiastreor community, they need
know common curricula in mainstream schools andegdnand actual puzzles
inclusive practice facing. It is necessary to inétg the potential resources in special
and regular teacher training system to train mauality teachers for inclusive
practice.

2.1.3 Becoming one flexible transition part of wh@ education system

When some students with SEN are demonstrated hlegt ¢an not benefit from
regular school, they can be placed into speciabacfor periods. Ideally, it is not
permanent placement decision. Through collaboragod coordination between
special school and mainstream schools, studentisS#N can flexibly move between
these schools according to their developmental ddma

2.1.4 Cooperation with other neighborhood mainstrea schools

For mainstream school, it is a very useful appraachromote the development of
inclusive practice by sharing own experiences wither neighborhood mainstream
schools and learning from each other. Also, it ®st-saving strategy to share some
common teaching and learning materials, assisidst physical resources designed
for students with SEN among schools if the condg&ipermit. LEA can consider this
benefit cooperation and provide platform to thesdosls to fully exchange
experiences and learn from each other through @iganregular or irregular meeting
or seminars of principals. School can develop samgcal partners with some
mainstream schools and organize teachers to obserifee-spot teaching and learn

from each other.

3. Building partnerships: the school as a communityesource

“Most strategies for building partnerships betweenhools, families and

165



communicates focus on finding ways in which fansileend communities can support
the school. However, the school can also act agsaurce for the community
(UNESCO, 2001, p.92).” It is the time to accelerde function transition of regular
schools. Except the function of cultural diffusi@thool has to change its roles and
functions to adapt to the requirements of changeodflern society. We can utilize
school’s human and material resources; link altigiof community resources to make
schools become multifunction center through prawgdione-stop services to the
residents such as the cultural, counseling seryviedsicational and occupational
trainings in its community. Parents and their algifdwith SEN can easily get services
in the school in their community such as diagnadentification, making IEP, annual
review and regular evaluation for their childrepf®@gress and so on. And parents can
participate in some courses for children with SBENheir spare time. The multiple,
convenient and comprehensive services of the schitlddenefit for developing good
partnerships between schools, parents of childiém SEN and their community and

encourage active participation of diverse residenisclusive education.
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Appendix 1: Questionnaire of support system of inclusive educiain 1

(For regular education teachers)

Dear teachers:
We are conducting a survey to investigate suppstem of inclusive education in regular primary
school. Our objects of investigation are regularoadion teachers involved in inclusive programs.
The information you provide will be helpful for s understand practical situation of support
system of inclusive education, and will be benafiéor providing more effective support system
of inclusive education for all children in futurelease help us by completing and returning the
guestionnaire. Jusick out the responses with‘ X’ or write down your answers according to
your situation.These individual questionnaires will be kept confidntial and anonymous.
Thank you for your cooperation!
Part 1: Background
Please tick outthe responses with ‘X’ or write down your information.

 This regular school isin:  [Urban LRural
e lam: [IMale LIFemale
* Age: [120~29 years [130~39years [140+years

* My education is:[1Secondary education]College programs
[IBachelor programs [1Master or Ph.D programs

«| have taught students with disabilities in regulass for :
[JLess than 1 year[J1~3 years [13~5years [J more than 5 years

elamteachingin: [JGradel [IGrade2 [IGrade3 [IGrade4 [IGrade5

| have take part in the special education training
[LINever OPre-service OAperiodicity & in-service  [IPeriodicity& in-service

« If you have experienced some in-service traimhgpecial education, the accumulative time i
[JLess than one week (11 week~1 month [12~6 months [Imore than 6 months

172)

« | had done or | am doing some researches fousing educationf1Yes LINo

* The categories aramount of students with disabilities in your class:

Visual impairment  ( ) Hearing impairment ( ) Mental retardation ( )
Physical impairments ( ) Speech and languagaimments ( )

Multiple disabilities  ( ) Autism spectrum disers ( )

Specific learning and behavioral difficulties ()

Others ( )

Part 2: Accessible physical environment

1. Does this mainstream school make its buildingsfgal accessible to all students?

[INo

[1Yes |

If it is, please choose the establishments modffie@ll students:

] Main EntrancesCorridor  [IStairway

LIToilet [IClassroom [lplayground [lother places

179



Please tick outthe responses with‘ X’
Part 3: Supports for inclusive teaching and accomdation

2 | Are there some adapted textbooks available forestisd [IYes [INo
with SEN according to their special needs in yalr®I|?
3 | Arethere some special teaching equipments and teaalisgvailable [IYes [INo
for you and students with SEN in your teaching?
4 | Is there a teacher assistant or a special pedagogiilable to cooperate [IYes LINo
with you in regular class to cater for studentqWv@EN when necessary?
5 | Is there peer-tutoring available for students \@HEN when necessary? [IYes [INo
6 | Has the number of pupils in your class been redt@wgdarantee [IYes [INo
the quality of inclusive education comparing wither regular class?
7 | Are there some specific compensatory and rehaiwlitasupports [IYes [INo
provided to students with SEN by specialists inngehool when necessary?
8 | Are there psychological or occupational counsediaryices available [IYes [INo
for students with SEN when needed in your school?
(Note: students with special educational needs=estisdvith SEN)
Please tick outthe responses with‘ X’
N O NS S OF
Never Occasionally Not sure Sometimes Often
Part 4: Teachers’ Professional development for inslve education
9 | I can get some useful suggestions for teachingestsdvith SEN N O NS OF
from specialists inside or outside my school.
10 | Our school organizes us to visit other mainstreanosls and N O NS OF
observe other teachers’ practices of inclusivehiegc
11 | I can get certain in-service specific training ahioglusive education. N O NS OF
12 | We are encouraged and supported by school adnaittistrto do some N O NS OF
school-based researches for inclusive education.
Part 5: Interaction between regular school and falyiof child with SEN
13 | We offer information about the development situagiof N O NS S OF
students with SEN to their parents.
14 | Parents of child with SEN would like to exchangeitithildren’s N O NS S OF
information with teachers.
15 | Parents of child with SEN actively involve in their N O NS S OF
children’s family education and rehabilitation.
16 | Parents of child with SEN participate in the precebmaking N O NS S OF
their children’s Individualized Educational Plans.
17 | Representatives of parents of children with SENte&a part in the N O NS S OF

decision-making process of school inclusion edoogpiolicy of in our school.
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Part 6: Interaction between regular school and coramity

18 | Our school exchanges experiences of inclusive eiducand learns from N NS OF
each other with other mainstream schools in ourmconity.
19 | Special school (or resource center) in our areztyican effectively provide N NS OF
professional support for our school’s inclusive eation.
20 | There are other professional institutions can abticooperate with N NS OF
our school to provide some special services toesttsdwith SEN
in our community.
21 | There are community volunteers offer services fiodants with SEN N NS OF
in our school.
Please tick outthe responses with ‘ X’
SD D NS A SA
Strong Disagree] Disagree Not SureAgree | Strong Agreeg
Part 7: School management support for inclusive edtion
22 | The leaders of our school attach importance tasiet education. SD D NS SA
23 | Our school had established clear and efficientaichalicies for SD D NS SA
inclusive education.
24 | School managers can effectively evaluate the wbrk o SD D NS SA
inclusive education implemented in regular classroo
Part 8: Evaluation for other supports
25 | I know the local laws, regulations and policiesthzhildren with SEN. SD D NS SA
26 | Most parents of intact students accept students S&N SD D NS SA
to study in this regular classroom.
27 | Most intact students in my class would like to hiblgir SD D NS SA
Classmates with SEN when necessary.
28 | Intact students in my class would like to commutgiGnd play with SD D NS SA
their classmates with SEN.
29 | The students with SEN in our class have been wepirated SD D NS SA
into this regular class.
30 | On the whole, inclusive education in our school ieesn successful. SD D NS SA
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Part 9: Teacher’s attitude toward inclusive eduaati

31 | All children should be educated in regular class. SD NS SA

32 | Both students with and without SEN can get SD NS SA
academic improvement because of inclusive education

33 | Inclusive education is likely to have a positivéeef on the social SD NS SA
and emotional development of students with SEN.

34 | The needs of students with SEN can be best served SD NS SA
in special, separate settings.

35 | Inclusive education programs provide different stud with SD NS SA
opportunities for mutual communication, thus proenstidents
to understand and accept individual diversity.

36 | Children with severe disabilities should be edutate SD NS SA
special, separate settings.

37 | Special education teachers are trained to useelifféeeaching methods SD NS SA
to teach students with SEN more effectively.

38 | Children who communicate in special ways (e.gn $agguage) SD NS SA
should be educated is special, separate settings.

39 | Inclusion sounds good in theory but does not woek im practice. SD NS SA

40 | There are sufficient supportive resources and psideals SD NS SA
to support inclusive education in regular school.

41 | I have corresponding knowledge and skills SD NS SA
to educate students with SEN.

42 | Regular education teachers’ instructional effectess will be SD NS SA
enhanced by having students with SEN in regulascla

43 | | feel comfortable working with students with SEN SD NS SA
and their parents.

Part 10: Other comments

44. Pleasdist three of the most difficult things you are ifag during implementing inclusive
education in your regular class:

Thank you for your cooperation! Peng Yan
Institute of Special Education Studies, Pedagogicédaculty, Palacky University
Olomouc, Czech Republic, 2009.
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Appendix 2: Questionnaire of support system of inclsive education 2

(For Parents of child with special educational nees)
Dear parents,
We are conducting a survey to investigate the swppgstem of inclusive education. The
information you provide will be helpful for us tonderstand the status quo of support system of
inclusive education and to provide more effectiupmort system of inclusive education for all
children with SEN in the future. Please help ustmpleting and returning the questionnaire. Just
tick out the responses with‘ X’ according to your situation or writing down youfdarmation
and suggestions freelyThese individual questionnaires will be kept confidntial and
anonymous Thank you for you cooperation!

Part 1: Background
Pleasdick out the responses with‘ X’ or writing down your information.

« The school of your child is in: CIUrban CIRural

* Your child is in: [IGrade 1 [1Grade 2 [Grade 3 [IGrade 4 [IGrade 5

* You are: [IMale [IFemale

« Your age: [120~30 years [130~40years [140+years

* Your education: [JBasic education [JSecondary education [1College programs
[IBachelor programs [IMaster or Ph.D programs

* Have you taken part in the course or instruction fo handicapped children?

[LINever

[INoperiodic — List where you had gotten the training

[JPeriodic —List where you had gotten the training

« If you have experienced some courses or instruoti for handicapped children, the accumulative timas:
[JLess than one week 11 week~1 month [12~6 months [16 months~1year [Imore than one year

* The categories of impairment of your child:

[IVisual impairment [JHearing impairment [IMental retardation LIPhysical impairments
[ISpeech and language impairments CIMultiple disabilities [JAutism spectrum disorders
[ISpecific learning and behavioral difficulties Others ( )

» Are you member of some organizations for parentsf child with disabilities or do you keep in contat with these
organizations?
[J No

[l Yes —Please list these organizations:
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Please tick outthe responses with ‘X’

N 0] NS S OF
Never Occasionally Not sure Sometimes Ofter
Part 2: Interaction between family and school
The regular school informs me of its relevant peicand supports N O NS S OF
of inclusive education.
I'm satisfied with the way through which informati@about my child is N O NS S OF
provided by the school staff.
| would like to exchange the information about nyld's performances N O NS S OF
in family and in school with his or her teachers.
| actively participate in the activities of my affid family education and rehabilitaton.| N 0 NS S OF
| take part in the process of making Individualifsglication Plan for my child. N O NS S OF
Representatives of parents of children with SENta&a part in N O NS S OF
decision-making process of the school policy oflision education
in my child’s school.
Please tick outthe responses with‘ X’
SD D NS A SA
Strong Disagree| Disagree Not SuyreAgree| Strong Agreeg
Part 3: Evaluation for other supports of inclusiveducation
7 | This regular school makes its building physicalessible to all students. SD D NS A SA
8 | This regular school regards my child’'s specialiéay needs. SD D NS A SA
9 | Staff working in this regular school can SD D NS A SA
effectively help my child to solve learning diffities.
10 | Staff working in this regular school can SD D NS A SA
effectively help my child to solve emotional diffities.
11 | Regular education teachers working in this inclesilass can adjust teaching SD D NS A SA
and curricula to cater for my child.
12 | Typical classmates would like to help my child wimetessary. SD D NS A SA
13 | Typical classmates would like to communicate amy ptith my child. SD D NS A SA
14 | I know relevant laws, regulations and social weléanf people with SEN. SD D NS A SA
15 | | can get aid from government when | need. SD D NS A SA
16 | I can get aid from specific professionals in my caumity when | need. SD D NS A SA
17 | | have opportunities to exchange experiences wvtitaro SD D NS A SA
parents of child with SEN and learn from each other
18 | My child likes to study in inclusive classroom. SD D NS A SA
19 | On the whole, inclusive education in this regutraol has been successful. SD D NS SA
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Part 4: Attitude towards inclusive education

20 | Children with SEN have the right to study in reguahool SD NS SA
as same as their typical peers.

21 | There are sufficient resources and professionals SD NS SA
to support inclusive education in regular school.

22 | Academic achievement of children with SEN can lmevmted SD NS SA
faster in regular classroom than in special claspecial school.

23 | Inclusive education is likely to have a positivéeef on the social SD NS SA
and emotional development of students with SEN.

24 | For children with SEN we only expect that they ol more SD NS SA
self-sufficing in the future, we can not expectytiell do well
as same as their typical peers.

25 | Children with SEN can get regular education teaglzgpropriate SD NS SA
attentions and cares in regular class.

26 | Children with SEN are easily discriminated andased SD NS SA
by their typical peers in regular classroom.

27 | Children with SEN can get more effective and systiim SD NS SA
supportive resources in special, separate settings.

28 | Inclusive education can facilitate understandirngeatance and SD NS SA
social interaction between children with and withS&N.

29 | The impairments of children with SEN affect SD NS SA
their interaction with common children.

30 | Children with SEN lack enterprise and sense ofea@tent SD NS SA
comparing with their typical peers.

31 | Inclusive education makes typical students be ptorecept other person’s SD NS SA
diversities, recognize themselves more easily ancthady to help others.

32 | As parents, | prefer my child with SEN to studyegular school. SD NS SA

Part 5: Other comments

33. Pleasdist three of the most difficult things that yourild with disabilities is facing in her/his
inclusive schooling:

Thank you for your cooperation!
Peng Yan, Faculty of Education, Palacky UniversityDlomouc. Czech Republic. 2009
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Appendix 3: Interview protocol - for the principal of inclusive primary school

Introduction

We are conducting an investigation about suppastesy of inclusive education.
The purpose of this interview is to help us underdthow the supports of inclusive
education work in your school and your assessmenttlie support system of
inclusive education.

We would like to discuss the present and evolviogtext of inclusive education,
the actual and concrete management, implementatinoh evaluation of inclusive
education in your school, what difficulties you &aeing and what support you need
in carrying out current inclusive education in ygghool and so on.

Thank you for your cooperation.

1.0The history of this school.

2.0Individual perceptions about inclusive education.

3.0The school supports for inclusive education.

4.0The cooperation among school, families of childhwspecial educational needs
and community.

5.0Evaluation for other supports for inclusive edumati

6.0 Conclusion
6.1In a word, what effects have inclusive educatioauight to you and your

school?

6.2What are the most required supports needed to @atycurrent inclusive
education in your school?

6.3What is your opinion needs to happen to make inegugducation more
successful and productive in the future?
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Appendix 4: Interview protocol - for regular education teachers

Introduction

We are conducting an investigation about suppastesy of inclusive education.
The purpose of this interview is to help us underdthow all kinds of the supports of
inclusive education work in your classroom and yassessment for the support
system of inclusive education.

We would like to discuss your perception of inchgsieducation, the actual
inclusive teaching implementation and the evaluated the support system of
inclusive education in your classroom, and whatpsuis you most need in the
process of carrying out inclusive education andrso

Thank you for you cooperation.

1.0 Individual perception about inclusive education
2.0 Attitudes towards the children with disabibtie
3.0 Situations about implementing inclusive edusatn regular classroom.
4.0 The supports for regular education teachers in gohool.
5.0 Evaluation for other supports of inclusive eduaatio
6.0 Conclusion
6.1In a word, what effects have inclusive educatioauight to you and your

classroom?

6.2What are the most required supports needed to @atycurrent inclusive
education in your classroom?

6.3What is your opinion needs to make inclusive edanamore successful and
productive in the future?
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Appendix 5: Interview protocol -for parents of children with special educational

needs

Introduction

We are conducting an investigation about suppastesy of inclusive education.
The purpose of this interview is to help us underdt how the family supports
inclusive education and your assessment for thep@tpsystem of inclusive
education.

We would like to discuss your individual percepsanf inclusive education, your
supports to you child with special educational eadd what difficulties you and
your child with special educational needs are f@@mcurrent inclusive education and
SO on.

Thank you for you cooperation.

1.0Individual perceptions about inclusive education.
2.0 Acceptance for child with special educational needs
3.0Family supports for child with special educationakds.
4.0Understanding and evaluation of regular classrooppart.
5.0 Evaluation for other supports of inclusive eatian.
6.0 Conclusion
6.1 In your own words, what effects have inclusadrication brought to your

child with special educational needs and your fgmil

6.2What are the most important supports needed irectinclusive education
for your child with special educational needs?
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Appendix 6: Abstract (Czech version)

Resumeé

Integrované vzélavani je jeden z nejdkzitjSich modernich trerid v teorii i praxi
vzdklavani. Uspsné integrované vtavani je zalozeno na efektivnim pdapém systému.
Z ekologického uhlu pohledu zkoumal tento vyzkunmpoi smiSenych vyzkumnych metod,
piedevSim dotaznika rozhovoi, status quo podpného systému integrovaného wt#&vani
v Cinské lidové republice a @eské republice a porovnal rozdily a podobnosti ni&mito
zenemi. Tato diserténi prace se sklada zé &asti, deviti kapitol.

Prvni ¢ast obsahuje kapitoly 1 az 3 gegklada smysl vyzkumu, Uhel pohledu, metody a
piehled literatury. Definuje také klhvé koncepty tohoto vyzkumu.

Druha ¢ast obsahuje kapitoly 4 az 6 a popisuje a rozefiakticka zkoumani v obou
zemich. Stréné vyjadreno zjiséni vyzkumu ukazuji, Ze soasnyéinsky podfirny systém
integrovaného vzdavani je slaby, nevyzraly a nesystematicky. Naptomu vCeské
republice byl zaveden relati¥nsystematicky a pevny podimy systém integrovaného
vz&klavani. Vysledky porovnavaciho vyzkumu ukazuji, deezi olBma zengmi jsou
v podpirném systému integrovaného ¥avani vyrazné odlisnosti, jako ndidad spoluprace
mezi Skolou a spolmosti, profesionalni vyvoj ditela'® integrovaného vzdavani a jejich
pristup k integrovanému vtvani, atd. Mezi ahma zendmi jsou také utité podobnosti,
jako napiklad pistup rodéu*® k integrovanému vztavani. Zda se, Ze tradii pohled na lidi
se zvlastnimi vz&ldvacimi potebami, nedostatea finakni podpora a zaporné zapojeni
rodict jsou frekazkami, které ZEuji vyvoj integrovaného vztivani v obou zemich.

Treti ¢ast obsahuje kapitoly 7 az 9. Autor se zde&aja na problémy odhalené vipehu
zkoumani a fedklada idealni model, ktery zahrnuje systematitkdatatelné a realistické
navrhy a strategie, které by mohly pomoci rozvingadpirny systém integrovaného
vzaslavani vCing.

Kli¢ova slova:integrované vzélavani; podfrny systém; studium veiné tide; viadni

podpora; podpora Skoly; podpora rodiny; podpordesposti; individualni studijni plan

12 Neni-li konkréts vyswtleno, slovo “ditel” v tomto vyzkumu znamen&itele tZného vzdlavani, ktery je
zapojen do integrovanych program

13 Neni-li konkréts vyswtleno, slovo “rodi” v tomto vyzkumu znamena ragi dsti se zvlastnimi vzdavacimi
potrebami.
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Appendix 7: Abstract (German version)

Resimee

Die integrierte Ausbildung ist einer der wichtigstemodernen Trends in der
Ausbildungstheorie und -praxis. Eine erfolgreicimtegrierte Ausbildung ist auf einem
effektiven Unterstitzungssystem aufgebaut. Aus dkologischen Gesichtspunkt hat diese
Forschung den Status quo des Unterstitzungssystetegrierter Ausbildung in der
Chinesischen Volksrepublik und in der TschechischRepublik durch gemischte
Forschungsmethoden, insbesondere Fragebogen updaGles, untersucht und Unterschiede
und Ahnlichkeiten zwischen diesen Landern vergiichiese Dissertation besteht aus drei
Teilen, neun Kapiteln.

Der erste Teil enthalt Kapitel 1 bis 3 und prasshtlen Sinn der Forschung, Gesichtspunkt,
die Methoden und Literaturibersicht. Es werden haeich Schlisselkonzepte dieser
Forschung definiert.

Der zweite Teil enthédlt Kapitel 4 bis 6 und besdftreund analysiert praktische
Untersuchungen in beiden Landern. Kurz gesagt maiiie aus der Forschung entstandenen
Feststellungen, dass das chinesische Unterstiitzystgm integrierter Ausbildung schwach,
unreif und unsystematisch ist. Dagegen in der Tdukehen Republik ist ein relativ
systematisches und festes Unterstitzungssystergrieter Ausbildung eingefiihrt. Die
Resultate der vergleichenden Forschung zeigen,edasgsentliche Abweichungen zwischen
beiden L&ndern im Unterstitzungssystem integrierfsusbildung gibt, wie z.B.
Zusammenarbeit der Schule und der Gesellschaftuf&@mtwicklung der Lehréf in
integrierter Ausbildung und ihre Herantretensweisentegrierter Ausbildung usw. Zwischen
den Landern gibt es auch gewisse Ahnlichkeiten,aBe die Herantretensweise der Elférn
zu integrierter Ausbildung. Es sieht so aus, dasgrdditionelle Auffassung von Leuten mit
besonderem Ausbildungsbedarf, die ungenligendezigdn Unterstiitzung und die negative
Einbeziehung der Eltern Hindernisse sind, die disvtklung der integrierten Ausbildung in
beiden Landern beeintrachtigen.

Der dritte Teil enthalt Kapitel 7 bis 9. Der Versas konzentriert sich hier auf die wahrend
der Forschung entdeckten Probleme und legt einlegelodell vor, das systematische,
greifbare und realistische Vorschlage und Strategrafasst, die dazu beitragen konnten, das
Unterstltzungssystem integrierter Ausbildung inn@tgu entwickeln.

Schlusselworter:integrierte Ausbildung; Unterstitzungssystem; StodBchulbesuch in
gewohnlicher Klasse; Regierungsunterstitzung; Wtitrung der Familie; Unterstitzung

der Gesellschaft; individueller Ausbildungsplan

1 Wenn es nicht konkret erklart ist, bedeutet dast\W@hrer* in dieser Forschung einen Lehrer in géwlicher
Ausbildung, der in integrierte Programme einbezagen

15 Wenn es nicht konkret erklart ist, bedeutet dast\¥iternteil* in dieser Forschung Eltern der Kidmit
besonderem Ausbildungsbedarf.
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