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Once upon a time 

a man whose ax was missing 

suspected his neighbor's son. 

The boy walked like a thief, 

looked like a thief, and 

spoke like a thief. 

But the man found his ax 

while digging in the valley, 

and the next time 

he saw his neighbor's son, 

the boy walked, looked, and 

spoke like any other child. 

Lao-tzu 



Chapter One 

UNDERSTANDING 
THE BENEFITS 
OF INCLUSIVE 
EDUCATION 

Inclusive education benefits not only 

students with disabilities, but provides 

a variety of benefits for students 

without disabilities, teachers, schools, 

and communities. 

Public schools throughout the country are 
opening their doors to students with disabilities 
and including them as fully accepted and partici­
pating members of the school community. The 
impetus for this change has come from many 
sources. Parents and advocates have urged 
schools to allow individual students free and 
full access to typical educational experiences, 
and schools have responded positively. School 
philosophies and policies that encourage 
inclusive education have evolved through an 
increased public focus on the rights of people 
with disabilities, and a growing commitment 
to educate all students in their neighborhood 
schools. Change has also happened as a result 
of the educational research that encourages 
schools to focus not on students' labels, but 
instead on the diverse characteristics that make 
each student a unique learner. Inclusive educa­
tion benefits not only students with disabilities, 
but provides a variety of benefits for students 
without disabilities, teachers, schools, and 
communities. This chapter provides a summary 
of the ways in which inclusive education 
benefits everyone. 
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INCLUSIVE EDUCATION BENEFITS 
STUDENTS WITH DISABILITIES 

Friendship 
"I used to go home and watch t. v. cifter school. Now 
I play soccer with friends from my class." -
Fifth grade student 

"For years my daughter had objectives on her IEP to 
teach her how to become more social. Now that she is 
in 8th grade classes all day, her f1iends have taught 
her how to be a regular teenager." - Mother of a 
13 year old 

"We had been living on Maple Street for many years 
when our daughter E1ika began attending our neigh­
borhood school. When a classmate called to invite 
Erika to a party, I was shocked to find out that the 
girl lived right down the street from us. We had lived 
here all of these years and the girls had never met 
before." - Father of a 9 year old 

~~ 

Friendship is one of the staples of life. 
Having friends, doing things with people you 
care about, and having opportunities to meet 
and make new friends are important ingredients 
of a meaningful life. For many people with dis­
abilities, having a real friend is too often only a 
dream. When people with disabilities are kept 
apart from society - educated in separate 
classrooms or schools, employed in sheltered 
workshops, engaged in separate leisure activities 
- there are few opportunities for friendships 
to develop. 

The opportunity to develop friendships is 
one of the most tangible benefits of including 
students with disabilities in all aspects of the 
classroom and the school community. When 
students learn side by side, when every student's 
contribution to the class is valued, when peers 
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Introduction 
In schools throughout the country, inclu­

sive education is becoming a reality Students, 
parents, teachers, and communities are recogniz­
ing the benefits to all when every student is 
respected and valued as a learner and an equal 
participant. Schools and communities are grow­
ing stronger as they celebrate the diversity of 
all students. 

Educators and families in New Hampshire 
are a part of this exciting change. In 1988, the 
Institute on Disability, in conjunction with the 
New Hampshire Department .of Education, 
received a grant from the U.S. Department of 
Education de.signed to increase the capacity of 
New Hampshire schools to include students with 
severe disabilities in regular education classes 
and neighborhood schools. For five years, the 
Statewide Systems Change Project provided 
training and technical assistance to educators, 
families, and communities to change inclusion 
from a well-intentioned philosophy to a well­
affirmed practice. In that short time, New Hamp­
shire schools and communities have recognized 
the benefits of inclusive education and have 
developed strategies to achieve inclusion in 
towns and cities throughout the state. 

Much has been learned in these five years. 
Families and educators - many involved in 
schools with long histories of separate systems of 
education for students with disabilities - began 
questioning the status quo of special education. 
Together they worked tirelessly to revamp entire 
educational systems and achieve foll inclusion 
for all students. And although their efforts began 

4 

with the quest for quality education for students 
with disabilities, they soon discovered the princi­
ples of school restructuring and reform and 
quickly expanded their focus to include educa­
tional equity and excellence for everyone. 

From Special to Regula,; From Ordinary to 
Extraordinary has been written based upon infor­
mation, strategies, and stories from New Hamp­
shire educators, parents, and students. This book 
has been created to further inspire and support 
the efforts of professionals and families who are 
working to include students with disabilities 
in regular education classes - from preschool 
through post-secondary education. Woven 
throughout the six chapters are strategies for 
starting the process of inclusion, meeting chal­
lenges along the way, and planning for success. 
In New Hampshire, we have learned that every 
success begins with a commitment to an ideal, 
and ends with a belief that anything is possible 
when people work together. For schools just 
beginning the process of including all students, 
as well as for those who are well underway, we 
hope this book provides useful information and 
inspiration for moving From Special to Regular, 
From Ordinary To Extraordinary. 
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The goal is to teach students how to 

be successful in the real world, not in 

the world of special education. 

Some educators continue to deny the fun­
damental importance of peer modeling. Instead, 
they identify skills such as staying on task or 
being able to communicate, as criteria for inclu­
sion into regular education. These educators put 
students in a catch-22 - students need their 
peers to learn but are kept out of the mainstream 
until they have learned to be with their peers. 

Learning real skills in real places 
"When I was a self-contained, special education 
teacher I brought large dolls into my classroom Jor 
use during circle time activities. I used these dolls 
to teach my students how to initiate conversations. 
I now know t~at all I really did was teach my 
students how to say 'good morning' to puppets." -
Inclusion facilitator 

"I went to an IEP meeting a Jew years back where a 
physical therapist explained how she had been teach­
ing my daughter to climb stairs. When I asked her 
how I could carry this over at home, she told me that 
my daughter was practicing on 'therapy stairs,' and 
we would have to wait until she gained specific skills 
before moving on to 'real' stairs. My daughter was 
15 years old at the time." - Mother of an 18 
year old 

"As a tenth grader, Ray took classes in the morning 
and then left school to work at a job in the communi­
ty in the afternoon. I finally spoke to the team about 
having Ray work an after-school job like all other 
kids, so that he could get work experience without 
missing any classes." - High school principal 

~~ 
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One of the primary goals of the educational 
system is to prepare students to successfully en­
ter the world of adulthood. Educators hope their 
graduates will become productive workers, 
responsible citizens, and good neighbors. To this 
end, schools provide students with a balanced 
curriculum, one that teaches skills and enhances 
cultural understanding. For students with 
disabilities, the goals of education should be no 
different. To prepare students with disabilities 
for life beyond school, they must be taught valu­
able skills and obtain knowledge through mean­
ingful learning experiences. The goal is to teach 
students how to be successful in the real world, 
not in the world of special education. Self-con­
tained special education classrooms can only 
teach students to live in self-contained environ­
ments. To learn how to live in the "regular" 
world, students must be taught in regular 
educational settings. 

One of the benefits of educating students 
with disabilities within the regular education 
system is that students are taught in real, not 
contrived, environments. For example, learning 
language and communication skills alongside 
typical peers teaches students with disabilities 
to communicate successfully in the real world. 
Mobility skills can be addressed while students 
change classes or come into the school building 
after recess. Students can be taught independent 



are encouraged to offer each other support and 
encouragement, students with and without dis­
abilities are able to develop meaningful relation­
ships. Real friendships can happen only when all 
students share common spaces and experiences. 

The development of friendships among 
students with and without disabilities can be 
nurtured when students participate together in 
class and school activities. It is important that 
the student with disabilities be viewed by class­
mates and teachers as a true member of the regu­
lar education class. If this student spends some, 
but not all, of the day in the regular education 
class (with the remainder of his or her time in 
special education settings or separate communi­
ty-based instruction), it is likely that he or she 
will be viewed by peers simply as a visitor to, 
not a member of, the class community. When 
this occurs, it is less likely that equitable relation­
ships will develop. 

Through their day-to-day practices and 
beliefs, educators and administrators in inclusive 
schools can promote the development of friend­
ships among students. Schools that clearly value 
the unique abilities and contributions of all stu­
dents - through heterogeneous classes, diversity 
celebrations, cooperative learning groups, and 
people-first language - actively promote 
students' appreciation of the similarities and 
differences in themselves and others. This appre­
ciation can easily develop into genuine caring -
not simply benevolence - among students, and 
real friendships are more likely to develop. 

The development of friendships may 
initially require structured opportunities and 
facilitation for students who enter regular educa­
tion classes late in their educational careers. 
For students who begin their education as full 
members of regular education classes, this inter­
vention or support may not be necessary. 

Peer models for learning 
"When I don't know, I look at the other kids." -
15 year old girl 

"When he first came into my classroom, he acted 
like a much younger child. Even the other students 
noticed this. But now I see him trying hard to fallow 
the lead of his classmates, and he is quickly learning 
how to be a fourth grader." - Fourth grade teacher 

"Andrew frustrated many specialists who tried for 
years to teach him how to hold a pencil correctly. 
When he was in second grade, he watched his 
classmates using crayons and pencils. Next thing 
we knew, he turned his pencil around and began 
to use it just like everyone else. He had learned 
to do it because he had such good role models all 
around him." - Mother of a 10 year old 

~~ 

Learning from the people around us is a 
common way of gaining information and devel­
oping new skills. Young children in play groups 
and preschools learn new words and problem­
solving skills from one another. Children in 
elementary school classes learn the newest games 
and the latest jokes. Adolescents turn to their 
peers to determine what clothes are "in" and to 
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learn what's "cool" in music. Even adults watch 
their dinner partners to determine which fork 
to use with which course. The old sayings "when 
in doubt, look about" or "when in Rome, do as 
the Romans do" apply as much to children and 
teens as they do to adults. 

When students with disabilities are separat­
ed from their typical peers, they are denied the 
basic opportunity that is provided to all other 
students - the opportunity to learn what is ex­
pected of someone their age. A special education 
teacher, no matter how skilled or experienced, 
cannot teach a 14 year old student how to be a 
teenager. A physical therapist cannot teach a stu­
dent the latest dance steps. A speech pathologist 
cannot teach a student the latest slang. These are 
things that can be learned only when students 
interact with others their own age. 

By including students with disabilities in 
regular education, all students are afforded the 
opportunity to benefit from peer models. By 
working together, students observe the ways in 
which other students are successful and model 
these behaviors. A student who has difficulty 
communicating can learn effective strategies by 
being with students who use language all day 
long. A student who needs to learn to stay on 
task can be surrounded by other students work­
ing diligently at their lessons. A student with 
goals in reading can work side by side with 
other readers. At times, all students may find 
their best teachers among their peers. 



When students participate in common 

classes, they share experiences and 

develop similar interests, both essential 

ingredients to farming relationships. 

When students with disabilities are educat­
ed in special education classes, their curriculum 
is often less varied than that in the regular class­
room. Typically, special education classes focus 
more on "functional skills" and less on subjects 
such as science, fine arts, literature, and social 
studies. Students who attend these special educa­
tion classes are less likely to receive the rich 
and varied experiences that regular education 
has to offer. 

A significant benefit of inclusive education 
is providing students with disabilities the same 
opportunities to expand their knowledge and 
interests as students without disabilities. As 
full-time members of regular education classes, 
students with disabilities can take a combination 
of core classes and electives. Both types of classes 
provide opportunities to learn specific skills, 
gain knowledge, and develop personal interests. 
When students participate in common classes, 
they share experiences and develop similar 
interests, both essential ingredients to forming 
relationships. A rich and varied education bene­
fits students of all abilities by providing them 
with the information and experience they need 
to make informed choices about their use of 
free time, their continuing education, and 
their career. 
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INCLUSIVE EDUCATION BENEFITS 
ALL STUDENTS AND TEACHERS 

Acceptance of differences 
"When my son Bob got invited to his first birthday 
party, I called the child's mother to arrange for him 
to attend. As I started talking about portable ramps 
and bathroom size, I realized this mother didn't know 
what I was talking about. She didn't know Bob used a 
wheelchair! Her son had just said he wanted to invite 
'some friends' from his class to the party." -
Mother of a 10 year old 

"I like Justin because he's my f1iend." - Second 
grade student speaking of his classmate with 
disabilities 

"My eyes were really opened last year. I now believe 
that we must teach all children to celebrate the diver -
sity in our world." - Ninth grade teacher who 
had a student with disabilities in her class 

~~ 

Throughout history, people with disabilities 
have been removed from their communities and 
kept apart from the general population. Placing 
people with disabilities in institutions, hospitals, 
segregated schools, and sheltered workshops 
denies them the opportunities available to others 
in the community Consequently, most people 
without disabilities have not had the chance to 
know people with disabilities. The segregation 
of people with disabilities, and the lack of oppor­
tunities for routine and natural interactions, has 
allowed society to develop myths, fears, and 
prejudices about those who are perceived as dif­
ferent. Despite changes in law and public policy, 
many people continue to have little interaction 
with children or adults with disabilities. 

Including all students in regular education 
classes in neighborhood schools affords students 



living skills, such as dressing, personal care, 
and using the bathroom, during everyday school 
events - changing for Physical Education, using 
the school restrooms, and preparing for Art class. 
Academic skills, of course, are taught and used 
during academic classes. When fully included 
in regular education classes, students are able to 
develop valuable and useful skills. 

Learning real skills in real places means 
that educators take advantage of naturally occur­
ring opportunities to teach these skills. Educators 
and related service personnel identify regular 
classroom, school, and after-school situations in 
which skills can be taught. This is in stark con­
trast to the "pull-out" model of services in which 
students with disabilities were removed from 
natural environments, and learning occurred in 
artificially created situations. 

Just as learning real skills in real places 
does not mean that students are "pulled out" of 
the regular classroom, neither does it mean that 
students leave the school building during the 
school day to participate in separate community­
based instruction. When truly included, students 
with disabilities are educated all day in regular 

education classes alongside typical peers. Leaving 
school to participate in separate community­
based instruction runs counter to this value. 
Students with disabilities become physically 
separated - and potentially socially isolated -
when they are no longer participating full-time 

with peers in school. 

Instead of traditional community-based 
instruction, meaningful skills can be taught in a 
variety of ways in typical activities and settings. 
Skills once thought to be learned only in the 
community, can indeed be learned in the school 
building and in regular education classes. For 
example, purchasing skills can be learned while 
shopping in the school store, cooking skills can 
be taught during a Home Economics class, and 
leisure skills can be developed in Physical Educa­
tion classes and extracurricular clubs. Students 
also can be supported in the community with 
their peers after-school, on weekends, and 
throughout the summer. Work experience can 
be obtained during these times as well. Summer 
school that includes natural community and 
recreational inclusion can meet many of a 
student's community-based goals. When regular 
education curriculum changes to include men­
torships, internships, and community learning 
for all students, students with and without 
disabilities will gain valuable skills and experi­
ences together. Until that time, pulling students 
with disabilities out of regular classes to partici­

pate in community-based instruction only 
perpetuates a separate system of education. 

Students can also be given intensive 
support and instruction in community living 
and work experience after the completion of 
their senior year of high school. Many students 
with significant disabilities remain supported by 
their school districts beyond the age of 18 
(in New Hampshire, to age 21 or upon receipt 
of a standard diploma). The years following a 
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students senior year in high school can be spent 
developing connections and skills in the local 
community - in the same places and at the 
same time as peers - with support as needed. 

Acquiring knowledge and 
developing personal interests 
"I hope schools are not in the business of simply 
producing worker bees." - New Hampshire 
policy planner 

"Bryan studied the Revolutionary War in fifth 
grade. When our family took a trip to Boston, Bryan 
enlightened all of us with the information he had 
learned in school." - Mother of a 12 year old 

"After taking the ninth grade Natural Science course, 
Sarah discovered a love of science. This summer she 
got a job as the assistant to the naturalist in a local 
summer camp." - Father of a 15 year old 

~~ 

Schools provide students with oppor­
tunities to learn a diverse number of subjects. 
Throughout their secondary school careers, 
students enroll in core curriculum classes and 
supplement these classes by selecting additional 
coursework in areas such as science, fine arts, 
and foreign language. These electives not only 
add richness to education, but assist students 
in making informed choices about their futures. 
Opportunities to expand knowledge and interests 
beyond formally offered courses are available 
through field trips, extracurricular clubs, assem­
blies, and guest speakers. 



For a new high school graduate, 

success may be entrance into college or 

a job of choice, having a place to live, 

and being surrounded by friends and 

loved ones. For a new high school grad­

uate with disabilities, success should be 

defined in exactly the same way. 

INCLUSIVE EDUCATION 
BENEFITS COMMUNITIES 

Shared resources 
"Michael uses a computer to do some of his written 
work. The great thing is, now all of my students have 
two computers in the classroom to use!" -
Fifth grade teacher 

"The district used to pay tens of thousands of dollars 
to send three children to out-of-district schools. Now 
that these children are back in district, that money 
can be used to bring materials and personnel into 
our neighborhood school. Instead of just three 
students benefiting, now all students and teachers 
benefit." - Special education director 

~~ 

A common concern when discussing inclu­
sive education is finances. Can school districts 
really afford to provide teachers and students 
with the supports necessary to be successful? 
Answering that question is less a matter of 
dollars and cents and more an issue of how 
school districts allocate resources. 

Sending a student with disabilities out-of­
district to be educated is a costly proposition for 
school districts. While individual situations vary, 
costs to the school district may include high 
tuition rates, related services, teaching assistants, 
and transportation. When money is sent out of 
the community to buy services, the local district 
retains little or no control over how it is spent. 
In contrast, inclusive education allows money 
formerly spent out of the community to be used 
locally to fund supports for students, teachers, 
and schools. When resources remain in neigh­
borhood schools to support students in regular 
classrooms (teaching assistants, professionals in 
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the classroom, technology, and materials), the 
entire school and community benefit. Shifting 
money from out-of-district placements means 
these funds can be used to provide quality inclu­
sive education for all of the district's students. 
Although a reduction in costs may be a desired 
outcome for some communities, the values 
of full participation and inclusion remain the 
priority 

Successful outcomes 
"I got a job!" - 19 year old high school graduate 

"What is the best way to insure that adults with dis­
abilities get jobs in the community? Make sure they 
go to school with their peers in the community." -
New Hampshire policy maker 

"I feel as if my son spent 18 years in kindergarten. 
His time in special education classes and schools 
didn't teach him what he needed to know to succeed 

in the community. Inf act when he graduated, he 
returned to a town where no one even knew him." -
Father of a 35 year old 

~~ 

There are many definitions of success. For 
most people, being successful equates to being 
able to do what you want, where you want, and 
with whom you want. For a new high school 
graduate, success may be entrance into college or 
a job of choice, having a place to live, and being 
surrounded by friends and loved ones. For a new 
high school graduate with disabilities, success 
should be defined in exactly the same way 



and teachers opportunities to meet, interact with, 

and develop relationships with students of 
varying abilities and disabilities. Students and 
teachers get to know one another as individuals, 

not simply on the basis of labels or disabilities. 
Teachers who have students with disabilities in 
their classes are challenged to develop teaching 

strategies that encourage students to respect 
the accomplishments of all classmates and to 
value the strengths and abilities of peers. These 

teaching strategies can benefit all students as they 
learn to appreciate the similarities and differences 
among all people. 

Students who attend inclusive schools 
today will become the teachers, school board 

members, employers, legislators, and parents of 
tomorrow. These students will grow into adult­
hood having had experiences with peers who 
moved, communicated, ate, and learned in a 
variety of ways. As adults, they will be far less 
likely to accept the old myths and prejudices 
about people with disabilities. Based upon their 

knowledge, experience, and acceptance of differ­

ences, they will be able to view all people equally. 

Professionals and 
paraprofessionals working together 
"My Two Crazy Teachers" - The title of a short 

story by a third grade student about her teacher 
and the classroom assistant 

"At first parents were concerned their children would 

receive less attention from the teacher when a student 

with disabilities joined the class. Now parents are 
requesting that their children be with that child next 
year because of how much they learned this year." -
Elementary school principal 

"Room 4B: Ms. Dawson and Ms. Greely" -
Sign on the door of a fourth grade classroom 

"At first, whenever the occupational therapist came 
into my room, she worked with just Suzanne. Now 
she works with different groups of children during 
writing lessons to help all of them with their 
penmanship." - Third grade teacher 

~~ 

Teaching can be a lonely profession. 
Teachers - responsible for all aspects of their 

students' learning - may feel as if there is no 
one to turn to for guidance, assistance, or collab­
oration. When a student with disabilities enters 

a regular classroom, he or she usually comes 

with a team of people willing and able to work 
with and support the classroom teacher. For 
example, special educators - often called inclu­
sion facilitators, support teachers, or resource 
teachers - are available to join forces with the 
classroom teacher to modify curriculum and 
materials, and to develop strategies for a student 
or students in the classroom. (Readers can ref er 

to Changes in Latitudes, Changes in Attitudes, 1 

Institute on Disability/UAP, 1993, for more infor­

mation on the role of the inclusion facilitator.) 

Related service personnel, such as speech and 

language pathologists, occupational therapists, 

physical therapists, and vision specialists can 
spend time in the classroom assisting the student 
to participate in classroom activities. They can 

also consult with classroom teachers on ways to 

increase a student's participation during class 
lessons. Additionally, paraprofessional personnel, 

such as teaching assistants, can be assigned to 
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classrooms to offer support to teachers and 
students alike. 

Additional professional personnel in the 
classroom benefit not only the student with 
disabilities, but the other students and teachers 
as well. Teachers may informally refer a student 

having trouble to one of these professionals and 
learn new ways to support the student in the 
classroom without having the student labeled 
and potentially stigmatized. Collaboration 
between the classroom teacher and support 
professionals encourages team teaching. Related 

service professionals and special educators can 
teach class lessons on a regularly scheduled basis 

to provide the classroom teacher with additional 

planning periods. Special educators can bring 
skills and resources into the classroom that will 
enhance the education of all students. 

A paraprofessional, or teaching assistant, 
assigned to support the education of a student 
with disabilities, benefits all students and teach­
ers by offering the teacher help in the classroom. 
An assistant can teach small groups of students, 
free the teacher for professional obligations, and 

help prepare lessons and materials. The parapro­
fessional may be assigned to a particular class­

room because of the inclusion of a student with 

disabilities, but his or her skills and presence can 

assist the classroom teacher in maximizing the 
educational experiences of all students. It is 
important that the assistant be assigned to the 

class and not to an individual student. Linking 

an assistant with a student can be a barrier to 

full inclusion. 

'Institute on Disability/UAP, University of New Hampshire, 10 Ferry Street, 
#14, Concord, New Hampshire, 03301, (603-228-2084). 



Chapter Two 

ACHIEVING 
SYSTEMS 
CHANGE 

A systems change plan to J acilitate 

full inclusion in a school or school district 

must grow from a belief in the value 

of full participation and belonging] or 

all students in a school and all people 

in a community. 

The transition of even one student with 
severe disabilities into a regular education class 
in his or her neighborhood school has implica­
tions for the school and school district as a 
whole. As teachers, parents, and students recog­
nize the benefits of inclusive education, school 
administrators and communities must begin to 
evaluate existing educational policy and develop 
systems change strategies that support full 
participation for all students. Traditional models 
of special education - staff and curriculum 
development, student transportation, and parent 
involvement - are challenged as students with 
disabilities enter regular education classes in 
their neighborhood schools. 

This chapter provides an outline of a 
systems change plan that has been successfully 
utilized in school districts throughout New 
Hampshire. A systems change plan to facilitate 
full inclusion in a school or school district must 
grow from a belief in the value of full participa­
tion and belonging for all students in a school 
and all people in a community. This belief must 
be demonstrated and supported as students with 
disabilities transition into regular education 

14 

classes and neighborhood schools, and class­
room strategies are employed to allow all stu­
dents to participate and learn within the regular 
curriculum. 

Readers are encouraged to use the basic 
components of this plan as a guideline for devel­
oping a systems change strategy that best fits 
their school districts unique needs. The four 
essential components are: 

• creation of an Inclusion Leadership Team 
• provision of training opportunities 
• development of appropriate supports 
• rethinking of regular education. 

As with any change process, it is important 
to know "where you are" before planning for 
"where you want to be." For this reason, Chart 1, 
entitled, The Systems Change Priority Checklist, has 
been developed to assist teams in determining 
the areas of need in their district and in develop­
ing an action plan for change. The checklist is 
designed so that every "yes" answer indicates a 
best practice, and every "no" answer indicates an 
area of need. 



When a student with disabilities is educat­
ed somewhere other than regular education 
classes in the neighborhood school, it is likely 
that he or she will graduate from school into a 
community where he or she is not well known. 
Riding a bus to a school in a distant town, or 
even spending time in classes out of the main­
stream, separates an individual from the people 
in the community with whom connections 
would otherwise be made. Upon graduation, 
relationships that did not form throughout the 
school years will be much harder to develop. 
When a job is sought, employers and community 
members who never had the opportunity to get 
to know the student, may be unaware of his or 
her abilities, interests, and personality This can 
result in fewer opportunities for employment, 
community supports, and housing. Had that 
student spent all of his or her school years in 
regular education classes in his or her neighbor­
hood school, relationships could have naturally 
developed throughout the years and the student 
would be known throughout the community 
Graduation could then be a typical rite of 
passage into successful adult life. 

Including all students in regular education 
classrooms and schools provides them equal 
opportunities to develop the knowledge, skills, 
and relationships that will assist them in pursu­
ing their dreams after high school. Educating all 
students together insures that everyone will be 
better prepared to face the challenges of a diverse 
and changing society. 

,J 
- .. ~·~ 
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" ... the district believes that schools should 

provide a learning environment that will 

meet the needs of all students, and the 

primary placement of the student should 

be in a regular classroom appropriate to 

the child's chronological age group." 

Philosophy statement, Concord School 

District, Concord, NH 

To be most effective, an Inclusion Leader­
ship Team should have broad representation to 
allow all constituencies a voice in planning and 
implementation, and to facilitate greater accep­
tance of goals and actions. Membership can 
include, but not be limited to, parents, teachers, 
students, administrators, and community mem­
bers. It is essential that this team include estab­
lished leaders from the school and general 
community Leaders - such as superintendents, 
business leaders, people with disabilities, school 
board chairs, PTO presidents, student council 
presidents, school administrators, and lead 
teachers - give strength and credibility to the 
team, and can assist in providing the administra­
tive and monetary support to achieve positive 
outcomes. 

The Inclusion Leadership Team should 
be closely aligned with any existing school 
improvement task force. Convening as a sub­
committee of such a task force ensures that 
issues related to inclusion become a focus of all 
school improvement dialogue. If a school district 
does not have such a task force, the Inclusion 
Leadership Team can recommend that one 
be developed. 

The Inclusion Leadership Team should 
meet often enough to keep abreast of school and 
community changes and should be charged with 
generating a list of priority goals related to inclu­
sion. School and community needs assessments 
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may be conducted to ensure that meaningful 
goals are addressed. The following are common 
goals identified by New Hampshire Inclusion 
Leadership Teams: 

• development of a written philosophy 
of inclusive education 

• provision of training opportunities for 
parents, faculty, community members, 
and students 

• transition of students into neighborhood 
schools and regular classrooms 
(see Chapter 3) 

• evaluation and reassignment of staff 
roles and responsibilities 

• general review of curriculum and 
teaching strategies 

• involvement of the general community 
in the school community 

The inclusion committee begins by determining 
its mission and its goals. Gerry makes it quite clear 
that the mission is to achieve full inclusion in the 
district as quickly as possible. To support committee 
members in developing or strengthening their com­
mitment to this mission, Gerry suggests materials to 
read, schools to visit, and people with whom to speak. 
The team asks the superintendent for information on 
the existing structures in the district (number of 
students out-of-district or in self-contained classes, 
special education staffing patterns, and school philos­
ophy and practices) and upon review realizes that 
significant changes must be made in each area. The 
group breaks into sub-committees to explore each 
issue and develop action plans for change. 

~~ 



Chart 1 
The Systems Change Priority Checklist 

1. Do all students attend the school and classes they would attend if they did not have 
disabilities (NEIGHBORHOOD SCHOOL)? 

2. Do all students attend regular education classes appropriate to their CHRONOLOGICAL AGE? 

3. Do students with disabilities attend regular education classes on a FULL TIME basis 
(receive all support services in the classroom, follow the same schedule as other students, etc.)? 

4. Do regular education classes have a NATURAL PROPORTION of students with and without 

disabilities (approximately 10-15% of students in the class receive special education support)? 

5. Do students with disabilities use the same PLACES AND SERVICES as other students 

(regular transportation, cafeteria, bathrooms, etc.)? 

6. Do students with disabilities receive the SUPPORTS they need to be successful in the classroom 
(curriculum modification, assistive technology, adult and peer assistance, etc.)? 

7. Is TRAINING provided to professionals, paraprofessionals, families, and community members, 
in topics relevant to inclusive education and best education practices for all students? 

8. Do teachers who have students with disabilities in their classrooms receive the SUPPORTS 
necessary for them to successfully teach all students in their classes (planning time, consultation 
and collaboration with specialists, classroom support, information on innovative teaching 

strategies, etc.)? 

9. Are PARENTS of students with disabilities given every opportunity to be full participants in 

their child's education? 

10. Do students with disabilities participate as MEMBERS OF THEIR OWN TEAMS and assume 

leadership on the team as they grow older? 

11. Does the school/district have a PHILOSOPHY that respects all students as learners and 

contributing members of the classroom and school community? 

12. Are support and placement decisions made INDEPENDENT OF FINANCES? 

13. Does the school/district have a LEADERSHIP TEAM to address the issues indicated by "no" 

answers on this checklist? 
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THE INCLUSION 
LEADERSHIP TEAM 

Gerry Coswell, superintendent of schools, 
is dissatisfied with the way in which education is 
provided to students with disabilities in his district. 
Throughout his tenure, he has seen too many stu­
dents with disabilities sent out-of-district and far too 
few returned home. His colleagues in neighboring 
towns have expressed to him the tremendous benefits 
- to students and to schools - of inclusive educa­
tion. Gerry feels that it is time for his district to 
educate all students in regular classrooms and 
neighborhood schools. 

Gerry knows that a leader can set the vision 
for change, but for change to really take hold, every­
one must be involved in the process. Gerry feels that 
it would be beneficial to farm an inclusion committee 
and he immediately enlists the support of key people 
in the school and community. He invites three teach­
ers, two principals, three parents, a school board 
member; a community member who has disabilities, 
and two members of the student council to join the 
committee. Together they begin the process of 
systems change. 

~~ 

Systemic change requires leadership. The 
support of a leader(s) who is not only committed 
to the process of change but also to the values 
of that change, is extremely important in the 
development of inclusive schools. The formation 
of an Inclusion Leadership Team can assist a 
school district in establishing the motivation 
as well as the priority activities for change. 



Photo by Cheryl Jorgensen 

" ... we believe that if your child is working 

as hard as he or she can and turning in his 

or her best possible work, he or she should 

receive an A. How else do we encourage 

children to move ahead with confidence 

and the assurance that hard work produces 

good grades? In order to get an A, you need 

not be doing the best in your class, but 

rather doing your own personal best." 

Grading policy, Swasey Elementary 

School, Brentwood, NH 

Educating students on the issues of accep­
tance of diversity and inclusion must occur in 
natural ways. Traditional "handicap awareness" 
activities should be avoided. Such activities tend 
to focus primarily on the disability rather than 
the person who happens to have a disability, and 
often speak of people with disabilities as a 
homogeneous group. Students ideally gain this 
education naturally, by having students with dis­
abilities in their classes and by learning to value 
everyone's contributions. 

Schools and community members can 
learn about the benefits of inclusive education in 
many ways. Parents of children with disabilities 
can be extremely effective teachers on the value 
of accepting and including all members of the 
community An individual who experiences a 
disability can present on the issues of segregation 
and inclusion. A slide presentation or video 
showing students with disabilities who are suc­
cessfully included in their home schools and 
age-appropriate classes are valuable teaching 
tools. Encouraging visits to inclusive schools is 
a proven means of demonstrating the values of 
inclusion. Local and national speakers are avail­
able to increase school and community members' 
understanding of the inequities of the past and 
the potential of the future. 

It is important to provide school personnel 
not only with information about the benefits 
of inclusion, but also with training opportunities 
designed to increase their abilities to educate 
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students with diverse abilities in their class­
rooms. Educators, related service personnel, 
and paraprofessionals can benefit from trainings 
on curriculum modification strategies, augmenta­
tive communication, learning opportunities in 
the regular classroom, cooperative learning, and 
collaborative consultation, as well as other train­
ings of their choosing. Education in these areas 
can be achieved through workshops by local and 
national experts, as well as though peer training 
(e.g., mentorships, visits to inclusive schools, 
local teachers conducting workshops). In addi­
tion, discipline-specific trainings, on topics such 
as the role of the paraprofessional, the role of 
the inclusion facilitator, and the related service 
provider in the regular education classroom, are 
recommended. Leadership training for adminis­
trators and members of the Inclusion Leadership 
Team is also valuable. (Refer to the Appendix for 
a list of useful training materials.) 



Once an Inclusion Leadership Team identi­
fies its goals, a schedule of activities designed to 
achieve these goals, along with persons responsi­
ble for each, is essential. The Inclusion Leader­
ship Team must be viewed as an action-oriented 
body with specific activities and outcomes. A 
mechanism for easy and reliable communication 
must be developed to facilitate continued sup­
port and confidence among the leadership team, 
the school, and the community Common strate­
gies for achieving good communication include 
frequent reporting at faculty and school board 
meetings, rotating "ad hoc" membership, and 
the timely dissemination of minutes. Individual 
schools may form sub-committees of the leader­
ship team to effectively address school-specific 
issues and activities. In summary, the Inclusion 
Leadership Team is responsible for setting district 
goals, determining necessary steps to achieve 
these goals, and taking action to ensure these 
steps are taken. 

TRAINING 
OPPORTUNITIES 

The inclusion committee quickly realizes that, 
in order to establish both the commitment and the 
skills for inclusion, the district has to provide compre­
hensive training to all school staff and community 
members. Gerry and the building principals agree 
to build workshop and early release days into the 
calendar and to budget money for conference and 
speaker fees, and classroom substitute teachers. In 
return, the committee will recommend topics and 
possible presenters. 

The committee feels strongly that school staff 
must be provided with information on the benefits of 
inclusion from many different perspec;tives. One of 
the members suggests that a group of parents whose 
children are included in other schools present on the 
family's perspective of inclusion. Another member 
recommends that classroom teachers involved in 
inclusion also share their experiences and views. 
Gerry interrupts this discussion to suggest that all 
of these trainings be open to family and community 
members as well as school staff. He feels that it is 
important that everyone be given the same informa­
tion. The committee agrees that invitations to all 
trainings will be sent to school staff, families, and 
community members. 

While training on the benefits of inclusion is 

high on the priority list for the committee, they also 
know that training on the "how to's" of inclusion is 

important. The committee recommends that training 
be done in the district on the topics of "Classroom 
Strategies" and "Curriculum Modification" but that 
teachers also be given ample opportunity and support 
to attend statewide trainings on topics of interest. 
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The committee has gotten off to a good start, 
but knows that in order to be effective, training must 
be ongoing. A follow-up needs assessment will be 
done in each school, and after each training, so that 
the committee can keep abreast of the district's 
training needs. 

As the Inclusion Leadership Team sets goals 
and develops action plans, it is important that 
school and community members have ongoing 
opportunities to attend trainings and workshops 
about inclusive education. Providing comprehen­
sive training and education to school personnel, 
parents, students, and community members is an 
essential ingredient in any systems change plan. 
Successful training plans include opportunities 
for participants to develop a greater understand­
ing of and commitment to inclusive education, 
as well as increased skill in achieving inclusive 
classrooms, schools, and communities. To pro­
vide all audiences with a general awareness of 
inclusive education, training which targets the 
benefits of inclusion should be available to all 
school personnel (via faculty meetings), as well 
as parents and community members ( via evening 
or weekend forums). Parents of students with 
and without disabilities should be encouraged 

to attend school-sponsored trainings. Typical par­
ent-school organizations can sponsor workshops, 
presentations, and support networks that are 
available to all parents in the school. 



" ... it is agreed that the primary educational 

environment for all students is in a regular 

class within the neighborhood school. 

Students are provided a continuum of 

supports to maximize educational success 

in age-appropriate classes." 

Guidelines for Inclusion, Pelham 

and Windham School Districts 

classroom teacher so that he or she can best 
educate all students in the class. This support 
may include assisting with curriculum modifica­
tion strategies, co-teaching, and accessing equip­
ment and/or technological support. The class­
room teacher therefore becomes the primary 
educator for all of the students in the classroom 
and relies on the inclusion facilitator and others 
to provide the supports necessary for success. 
(See Chart 2 for a sample job description for an 
inclusion facilitator.) 

Classroom assistants 
A common and valuable support for 

teachers in a fully inclusive school is the use of 
classroom assistants. A classroom teacher may 
require the availability of another adult in the 
classroom, part-time or full-time, to allow him or 
her to successfully teach all students. The role of 
the classroom assistant must be clear. While the 
need for the assistant may arise from the mem­
bership of a student with disabilities in the class, 
the role of this individual is to provide support 

Chart 2 
Job Description - Inclusion Facilitator 

This individual is responsible for providing and coordinating supports to classroom teachers 
and students in regular education classrooms in order to facilitate learning and full inclusion. 

Responsibilities: 
• Serve as support coordinator for students in regular education classrooms 

• Act as a facilitator in student-specific team meetings 

• Participate in the development of IEPs for students 

• Collaborate with classroom teachers and assistants in the development, implementation, 
and monitoring of curriculum modification strategies and supports 

• Schedule time in each students class and with each classroom teacher to provide support 
and consultation 

• Collaborate with team members on monitoring each student's progress 

• Meet regularly with building and district administrators to keep current on guidelines 
and standards 

• Facilitate the transition of students from grade-to-grade, school-to-school, and school 
to post-secondary experiences 

• Act as a resource to school personnel, families, students, and the school board on issues 
related to inclusion 
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THE DEVELOPMENT 
OF APPROPRIATE SUPPORTS 

Developing an Inclusion Leadership Team, 
adopting a philosophy, and providing compre­
hensive training to all involved are essential in­
gredients of any systems change plan. However, 
it is equally important for such a plan to include 
the ways in which support will be provided to 
students, families, teachers, and schools. If inclu­
sive education is to be defined as "all students 
educated in age-appropriate regular education 
classes in their neighborhood schools and 
supports provided to students, teachers, and classes 
so that all can be successful," then providing the 
appropriate support is key 

Supports for students, families, teachers, 
and schools must be individualized, based upon 
the specifics of each situation. The supports that 
are necessary when a student is in third grade 
may be very different from the supports that are 
required when that student enters eighth grade. 
Supports will vary based upon the needs of the 
student, the teacher, the classroom, and even the 
school. Chapters 3 - 6 discuss in detail the ways 
in which teams determine appropriate supports 
and modifications for individual students. This 
chapter outlines the systemic support issues that 

assist school districts in being able to meet the 
unique needs of students, parents, and teachers. 

When developing a systems change plan, 
a school district must define a strategy for identi­
fying and providing necessary supports. What 
follows is a brief description of the variety of 
supports that school districts in New Hampshire 
have identified as valuable. It is important for the 

reader to recognize this as a list of suggestions 
and not a menu of options. It may also be valu­
able for the reader to note that many Inclusion 
Leadership Teams use this list of supports to 
evaluate their school district's stated policy and 
practice. The following types of support will 
be addressed: 

• parent involvement 
• the changing roles of educators 
• classroom assistants 
• related services during typical routines 
• scheduled team planning time 
• assistive technology 
• friendship as an educational issue. 

Parent involvement 
Parents must be recognized as full and 

equal members of their child's educational team. 
Teachers, assistants, and principals may change 
over time - only parents have the perspective 
of knowing their child's past, present, and future 
dreams. As a school district begins to provide 
quality inclusive education for all students, it 
must evaluate the ways in which parents partici­
pate in the school, class, and team process, and 

develop strategies to encourage their participa­
tion to the fullest extent. 

Welcoming parents' involvement in their 
children's education may require many changes 
in current practices. Addressing parental and 
student priorities in the IEP process may repre­
sent a change in the school district's present IEP 
policy Including parents and students on Inclu­
sion Leadership Teams and other policy forums 
may require a change in the way in which a 
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school district makes decisions. Encouraging 
all parents to become members of school-wide 
parent organizations can provide opportunities 
for parents of children with and without disabili­
ties to develop common visions and goals. Open­
ing classroom doors to all parents can support 
both parents and teachers in achieving their 
desired outcomes for all students. 

Changing roles of educators 
Developing an inclusive school district 

necessitates a major change in the way all educa­
tors view their roles. Classroom teachers who 
were accustomed to being the lone adult in their 
classrooms may find that other professionals 
and/or paraprofessionals have become a part of 
their classroom structure. Special education 
teachers who had small classes of students with 
disabilities will find their classrooms gone and 
their skills now used to support not only stu­
dents, but classroom teachers as well. Educators 
who were autonomous in their classrooms will 
find that collaboration with one or more 
colleagues is the key to success. 

All educators will need to be supported 
to view their roles in different ways, but the 
development of a new professional role is also 
essential. This role - commonly referred to 
as an inclusion facilitator - replaces the old 
role of resource room teacher or self-contained 
special educator. The person in this role has 
the responsibility of providing support to the 



"Schools of the future should strive to be 

communities of learners where inte11ectua1 

development and adaptability to change 

become driving forces for everyone -

students and staff alike - but where the 

climate is humane and caring, promoting 

respect for diversity." 

Souhegan High School Operating 

Principles, Amherst, NH 

Assistive technology is defined as "any item, 
piece of equipment, or product. .. that is used to 
increase, maintain, or improve the functional 
capabilities of individuals with disabilities ... " 
(Public Law 100-407). School districts must 
develop collaborative relationships with families 
and outside agencies to ensure that all students 
are provided with the necessary technological 
supports. Sources such as Medicaid, medical 
insurance, equipment loan programs, and private 
vendors may assist the school district and family 
in accessing necessary evaluations and equip­
ment. Systems change plans should include the 
evaluation of the present system of accessing 
technology, the methods of training and follow­
up, and the development of strategies to use 
equipment outside of the school building. 

Friendship as an educational issue 
Few people deny how important friend­

ship is in achieving a full and satisfying life. Few 
educators deny that friends play a large part in 
students' lives both in and out of school. Few 
parents deny how lonely a child can be if he or 
she has no friends. Schools are beginning to 
recognize friendship as an educational issue, 
given the impact it has on developing a full and 
satisfying life long after graduation. 

As classrooms welcome students of all 
abilities and disabilities, it is important that 
schools teach the values of accepting differences, 
honoring individual contributions, fostering 
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interdependence, and nurturing friendships. 
Classrooms and schools are places where friend­
ships can be cultivated so that they grow beyond 
the school day Teachers can become friendship 
facilitators for students who need this support. 
Parents can be encouraged to facilitate friend­
ships after school, on weekends, and during 
the summer. A collaboration between school and 
home can ensure that students have meaningful 
relationships both in and out of school. 

A systems change support plan should 
include ways in which friendships will be facili­
tated. -Plans may include training in both values 
and strategies for teachers, parents, and students, 
and the inclusion of friendship as an educational 
goal in the school district's philosophy 



to the teacher and to all students in the class­
room. The classroom assistant must take his or 
her lead from the classroom teacher and may 
have such varied responsibilities as teaching a 
reading group, assisting a student with a lesson, 
and grading papers. As part of a systems change 
plan, the school district must develop job 
descriptions for classroom assistants that respect 
the true objective of this role - to provide addi­
tional support to classroom teachers so that they 
can best teach all students. 

Related services during typical routines 
Related service personnel (including 

speech and language pathologists, occupational 
and physical therapists, behavior consultants, 
etc.) play a valuable role in supporting students 
and teachers in an inclusive school. For example, 
a speech and language pathologist may join a 
student in chorus to support him in refining 
vocalizations when singing, and support another 
student who uses facilitated communication in 
a writing class. An occupational therapist may 
assist a student with getting dressed at home 
before school, and another student in Art class 
or with an after-school job. A physical therapist 
may provide support during a Physical Educa­

tion class, and a behavioral consultant may assist 

a student in moving about the school between 
classes. By providing this support to students 

within typical classroom, school, and home rou­
tines, related service providers can assist students 
to be more successful in those natural environ­
ments. This significantly differs from the old 
"pull-out" model when students were removed 
from natural environments to learn skills in isola­
tion. In addition to direct support to students, 
related service personnel must provide consulta­
tion to teachers, classroom assistants, and parents 
on how to support a student in all environments. 
By sharing knowledge and techniques, all those 
involved with a student are able to enhance a 
student's learning throughout the day. 

Systems change may be required if related 
service personnel are to be available to provide 
direct support to students during typical routines 
(including before and after school) as well as 
offer consultative support to educators and par­
ents. Policies that allow flexible working hours, 
value consultation, and encourage role release 
should be developed. Training and peer support 
are essential to help related service providers 
embrace these role changes. 

Scheduled team planning time 
Collaboration is another essential ingre­

dient for successful inclusion. Parents, educators, 

students, and related service personnel must 
collaborate to set priorities and achieve success­
ful outcomes. Classroom teachers and inclusion 
facilitators must work together to meet common 
goals. Teachers and classroom assistants must 
develop strategies to create a classroom environ­
ment that encourages all students to learn. 
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School districts that value collaboration 
also develop mechanisms for team members to 
meet and plan together on a regular basis. Ad­
ministrative support is provided so that teachers, 
inclusion facilitators, and classroom assistants 
are free to meet weekly to develop new strategies 
and evaluate old ones. Parents, related service 
providers, and other team members should be 
supported to join these meetings. Written into 
the district's systems change plan should be sup­
port for all teams to meet at mutually convenient 
times. This support may include providing class 
coverage to release the classroom teacher and 
assistant for the meeting, developing a "floating 
sub" schedule, building common planning peri­
ods into the school schedule, and using planning 
hours before or after school. 

Assistive technology 
Quality inclusive education requires that 

students receive the necessary supports to be 
successful. Some of those supports may involve 
"high- and low-tech" equipment and adaptations. 
For example, one student may use a motorized 
wheelchair to move about the classroom and 
school. A computer or letter board may assist 

another student to participate in classwork and 
conversation. An adapted chair and desk may be 
all that is needed for a student to work alongside 
her classmates. In each of these examples, tech­
nological supports help students fully participate 
in all school, home, and community events. 



much of the research that supports these strate­
gies is based in valuing diverse learning commu­
nities, schools which employ these strategies 
find great success when teaching students with 
disabilities in regular classrooms. Any school 
district developing a systems change plan is wise 
to strongly encourage teachers to gain greater 
comfort with these teaching strategies. Plans may 
include training and peer mentorships for teach­
ers and community information sessions. 

Within both regular and special education, 
educators are raising questions about what 
constitutes good teaching. Most agree that good 
teaching happens when teachers recognize that 
all students are unique, capable learners and 
value this diversity in their classrooms. Class­
room teachers realize that teaching a class of 30 
students using only one instructional methodolo­
gy is not effective. They realize that all students 
learn differently and therefore teachers take 
advantage of a variety of teaching styles and 
approaches. The experiences of New Hampshire 
educators validate what researchers all across the 
country are finding as they study the characteris­
tics of effective schools and successful inclusion 
- good education happens when teachers 
focus on building the gifts and strengths of all 
students, rather than on "fixing" the deficits 
and disabilities. 
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RETHINKING 
REGULAR EDUCATION 

Change is happening quickly in Geny's school 

district. Students with disabilities have returned to 
their neighborhood schools and are fully included as 
valued members of regular education classrooms. 
Teachers have received training and support and are 
beginning to feel comfortable and competent with 
educating all students in their classes. 

Gerry is quite pleased with the changes he 
sees, but feels the district has addressed only a part 

of the educational reform question. He reconvenes 
the inclusion committee and asks for their support in 

re-examining school policies and philosophies to de­
termine how best to restructure the entire educational 

system. Gerry agrees that the district has done an 
outstanding job in ref arming the educational supports 
and services for students with disabilities - but he 
feels it is time to implement reform strategies so that 

all students can receive the highest quality education. 
The committee now has a new name - the equity 
and excellence committee - and a new mission. 

Inclusion is a part of the greater whole 
of quality education for all students. Classrooms 
that include students who have varying strengths, 

learning styles, and gifts, and utilize educational 

strategies that acknowledge and value that 

diversity, are becoming widespread in schools 

throughout New Hampshire and the country. 

Systems change involves the evaluation and 

restructuring of existing educational philosophy 
and policies so that quality education can be­
come a reality for all students. While this chapter 

focuses primarily on the issues concerning 
inclusive education for students with disabilities, 
it is strongly suggested that a more comprehen­

sive approach to school reform be taken. Much 
has been written on restructuring American 

schools, and many schools throughout the coun­

try have developed innovative approaches for 

educating students. The quality of education in 
many schools is on the rise; however, it is impor­

tant that school reform efforts improve the quali­
ty of education for all students. Unfortunately, 

not all of these approaches recognize and include 
students with significant disabilities. Therefore, 
it is essential that all systems change and restruc­
turing efforts result in schools that truly are for 
all students. 

Including students with disabilities into 
regular education classes and neighborhood 
schools creates an atmosphere that respects 
and values the diversity of all learners. Students 

with and without disabilities learn to accept the 

strengths and needs of others, as well as the 

strengths and needs within themselves. The regu­

lar classroom community becomes a place where 

all can freely offer support, and all can freely 
receive it, a place where doing something a bit 
differently is valued and respected, and a place 

where the diversity of our human community 

is celebrated. 
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The challenge of introducing and sustaining 
inclusive education is greatest when classroom 
teachers use approaches which rely primarily on 
homogeneous ability groups, oral instructions, 

and the use of only one or two formats (written 
reports or multiple choice tests) for demonstrat­
ing what has been learned. Inclusive education 

tends to be most successful when teachers use 

instructional practices which are effective for 
heterogeneous groups of students. Certainly the 

type of instruction should not prevent students 
with disabilities from being members of regular 

classrooms. However, it is wise to provide teach­

ers with information and training about strategies 
that enhance the learning of all students, regard­
less of ability 

For example, many schools have taken a 

good hard look at the curriculum guides that are 
being used in classrooms today. Some schools 
have decided to rewrite grade level curricula 
taking into account innovative approaches such 
as the Reading and Writing Process (Hansen, 
Newkirk & Graves, 1985) and Cooperative 
Learning Qohnson & Johnson, 1988). Secondary 

schools have instituted internships, mentorships, 

and community-service opportunities for all 

students. When schools work to incorporate new 

strategies into the classroom and school, students 

with and without disabilities benefit. Because 



Chapter Three 

MOVING INTO THE 
REGULAR EDUCATION 
CLASSROOM 

All students are educated as full-time 

members of regular age-appropriate 

classes in neighborhood schools, with 

necessary supports provided to teachers, 

students, and schools, so that all can 

be successful. 

For many years, students with disabilities 
received most or all of their education in self­
contained, special education classes, generally 
out of their home community or school. It was 
not uncommon for students to attend classes 
taught by the same teacher - and with the same 
classmates - year after year. Because these stu­
dents were not attending regular education class­
es, the opportunity to move through the grades 
was slim or non-existent. Consequently, planning 
for yearly transitions received little attention. 

Now that communities and schools are 
embracing inclusive education and students 
with disabilities are receiving their education 
in typical age-appropriate classes, the need for 
team planning for transitions into a new school 
or a new grade becomes essential. It is important 
for teams to work together to ensure that 
students move smoothly between schools and 
between grades. 

For most students without disabilities, 
changing schools and/or grades occurs naturally. 
For students with disabilities, especially those 
students entering into regular education for the 
first time, these changes may be new, and there­
fore, challenging. Students with disabilities may 
need extra support and planning for smooth 
transitions into a new school or grade. Consider 
the following examples that highlight some 
typical challenges: 
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Ryan, 11, attends a special education school 
several miles outside of his home community. Ryan's 
mother recently learned about the benefits of inclu­
sive education and made a request to the principal 
of the neighborhood school to have Ryan receive his 
education in a regular class this year. The principal 
does not feel equipped to educate Ryan in the local 
school because of his unique needs. 

Katherine attends "Growing to Learn," a 
community preschool, and receives all of her support 
alongside her typical peers. Katherine's future 
Kindergarten teacher and principal are having a 
difficult time figuring out how to include Katherine's 
physical therapist, occupational therapist, speech 
pathologist, and all of her equipment in a regular 
classroom. 

Tim, 1 7, is a high school junior with severe 
disabilities who would like to graduate with his class 
next year. School administrators have told Tim's 
parents that if he graduates with his peers, the school 
must relinquish all responsibility for him. 

~~ 

These examples illustrate the variety of 
concerns and considerations that need to be 
addressed as students with disabilities move into 
a new school or classroom, or enter into post­
secondary experiences. This chapter will provide 
information on the steps necessary for students 
with disabilities to receive the supports necessary 
for successful transitions. 

This chapter is structured to provide both 
information about, and examples of, transition­
ing a student from a separate, special education 
placement into a typical age-appropriate class(es) 
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Because there is no "coohbooh" to provide 

the team with a "recipe", the team '.s ability to 

worh together, brainstorm possibilities, and 

overcome barriers influences how smooth 

and successful the transition can be. 

THE TRANSITION PROCESS: 
MOVING A STUDENT INTO A REGULAR EDUCATION CLASSROOM 

Trisha is an 8 year old girl who is completing 
her third year in the "primary A" classroom in a 
school for students with disabilities. Because of her 
district's new commitment to full inclusion, Trisha 
will be transitioning into a regular classroom in her 
neighborhood school in September. The principal 
and teachers have never before taught a student 
with severe disabilities and they are both apprehen­
sive and excited about this new opportunity. Trisha's 
parents and the school principal have met to begin 
discussing what needs to be done to facilitate Trisha's 
transition into her neighborhood school. 

The process of facilitating a student's move 
into regular education is one that relies heavily 
on the commitment and flexibility of profession­
als and parents. Because there is no "cookbook" 
to provide the team with a "recipe", the teams 
ability to work together, brainstorm possibilities, 
and overcome barriers influences how smooth 
and successful the transition can be. The Insti­
tute on Disability, with assistance from educators 
and families throughout New Hampshire, has 
developed a Transition Process (refer to Chart 3) 
that has assisted school districts throughout the 

Chart 3 
The Transition Process 

1. Identify the members of the transition team, including but not limited to the student, parents, 
classroom teacher(s), principal, paraprofessional, peers, inclusion facilitator, and related service 
providers. 

2. Identify the neighborhood school (the school that the student would attend if he or she did 
not have a disability). 

3. Identify the grade level appropriate to the student's chronological age. 

4. Identify the classroom teacher(s). 

5. Identify in-house and outside supports (special educator/inclusion facilitator, related 
service providers). 

6. Develop a timeline for activities (visitations, meetings). 

7. Schedule trainings for all involved. 

8. Schedule regular planning meetings among classroom teacher(s), support personnel, 
and parents. 

9. Schedule the inclusion facilitator's time in the classroom(s). 

10. Review and revise the IEP to reflect the regular classroom environment(s). 

11. Use natural supports in the transition from grade-to-grade, school-to-school, or school to 
post-secondary experiences. 
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in the neighborhood school. While the examples 
and text will focus on the transition from a segre­

gated school to a neighborhood school, strategies 
discussed are also applicable when assisting a 

student in the move from grade-to-grade or from 
one school to another (for example, elementary 

to middle school). Teams are encouraged to use 

natural supports for moving any student through 
the educational process. 

Planning ahead 
To facilitate a smooth transition, educators 

throughout New Hampshire indicate the useful­
ness of planning for the arrival of a student prior 
to the first day of school. Planning prior to a stu­

dent's entrance into a new school allows essential 
issues to be addressed in a timely and relaxed 
manner. Issues requiring advanced planning may 
include, but are not limited to: 

• education provided to families and 
educators about the benefits of inclusive 
education 

• transfer and storage of equipment 
• issues of accessibility (i.e., ramps, eleva­

tors, bathrooms, bus) 
• education about alternative methods of 

communication such as sign language, 

facilitated communication, and other 

augmentative communication techniques 

• specific curriculum modifications and 

classroom strategies 
• learning about positive behavioral 

strategies 
• familiarizing the student with his or her 

new building, classroom, classmates, 

teacher, and principal. 

Students, as well as teachers, benefit from 
good planning. Teachers and support personnel 

have unique needs and preferences that can be 
addressed prior to the start of a new year. By 

planning ahead, team members have the oppor­
tunity to receive training on inclusive education 

and curriculum modification strategies, schedule 
observations of effective educational approaches 
and styles, and get to know the student and his 
or her family Time taken before the new year 
begins enables the families, teachers, and support 
personnel to establish rapport and gain a better 
understanding of the student and the goals of 
inclusive education. 

While planning ahead has considerable 
benefits, most teams know that it is not always 

possible. A new student moving into a school 

district, or a parent requesting an immediate 

change of placement, necessitates that teams use 

all available resources to move a student into 

the neighborhood school and regular education 

class without delay Teams are encouraged to use 
the process outlined in this chapter to accommo­
date all transitions in the most effective manner. 
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Guiding principles 
Transitions do not happen in isolation. 

They exist within the context of school, commu­
nity, and family life. For this reason, it is impor­
tant for teams to re-familiarize themselves with 

the guiding principles of inclusive education: 
• All students are educated as full-time 

members of regular age-appropriate 
classes in neighborhood schools, with 
necessary supports provided to teachers, 

students, and schools, so that all can 
be successful. 

• Collaborative teamwork is a key ingredi­
ent to successful education. Families and 

students are supported to fully participate 
in the team process and to take leader­
ship roles. 

0 Students are treated with respect. People­
first language is used. Students are 
discussed in terms of their strengths 
and gifts, not deficits and disabilities. 

• Students are included in the planning 

process and, as they get older, are sup­

ported to take the leadership role. 
• Flexibility and creativity are valued by 

all team members. Teams take a win-win 

approach to problem-solving, and are 

committed to finding solutions, not 

obstacles. 
• When in doubt, a fresh outlook is 

obtained. The team is opened to students, 

teachers, building personnel, parents, 

family friends, outside consultants, or 
anyone else who might have a new idea. 



state to successfully move students into fully 
inclusive environments. This plan, revised and 
refined throughout the years, can serve as a 
guide. To illustrate the use of the Transition 
Process, the remainder of this chapter will follow 
Trisha and her team as they work toward achiev­
ing full inclusion. 

Identification of the transition team 
The initial meeting between Trisha's parents 

and the principal resulted in the development of a 
transition team that would guide and oversee the 
process of moving Trisha into her neighborhood 
school. Although the parents and principal are cer­
tainly hey players, they think it best to include a 
variety of other members as part of the team. Trisha's 
team will include people from her current school 
(the teacher and the physical therapist), as well as 
her possible future teachers (the two third grade 
teachers from the neighborhood school). One of the 
neighborhood school's special educators is included, 
as is the special education director. Trisha is included 
as a part of the team. Her parents represent her, 
but it is expected that as she gets older she will 
represent herself and her needs. The team knows 
that as they progress with the plan, other members 
(i.e., a classroom assistant, friends) may need to 
be added to round out the team. 

~~ 

Identification of a student-specific transi­
tion team should be in place prior to the devel­
opment of the transition plan. Each team will 
involve different members, but most teams in­
clude some, if not all, of the following members: 
the student, parents, principal, current and 
future teachers, classroom assistant, special 
educator/inclusion facilitator, related service 
providers, special education director, and peers. 
Anyone who has a significant role in the life and 
education of the student should be considered 
a potential member of his or her team. 

Once the transition team is established, 
members have responsibilities throughout the 
entire process. While it may not be necessary for 
all members to attend all meetings, it is impor­
tant to keep all members informed of activities. 
As with Trisha's team, membership can change 
as the process progresses - members who are 
part of a student's old school can drop out and 
personnel from the new school can be added 
as new members. 

Identification of school, 
grade level, classroom teacher(s) 

As the new transition team meets for the first 
time, their first decision is easy - Trisha will be­
come a third grader in her neighborhood elementary 
school. This is a simple decision as the team has a 
clear understanding of, and commitment to, the 
values of full inclusion. Trisha's parents indicate that 
she knows several children from her neighborhood 
and hopes that Trisha can be in the same class as 
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some of these students. The principal and the third 
grade teachers meet to discuss which teacher's style 
is most suited to Trisha's learning style, and Ms. 
Methany is selected to be Trisha's new teacher. Ms. 
Methany will attend all subsequent meetings, and 
provide information to the other teachers as needed. 

~~ 

Discussion at the first transition meeting 
should involve exactly where the student will be 
going to school. Once the neighborhood school 
has been identified, the grade level and class­
room teacher(s) should be decided. Care should 
be taken to adhere to best practices of educating 
students in neighborhood schools and in age­
appropriate classrooms. 

Everyone involved should have the oppor­
tunity to take an active role in planning for the 
student'.s next educational year. Educators will 
feel a greater investment in a student's future if 
they know they will play a significant role in 
guiding the student and planning classroom 
supports. It is important that the classroom 
teacher(s) assumes a primary role rather than 
assigning this role to specialists. Regular class­
room teachers must be empowered to identify 
students' goals and learning styles, and to deter­
mine ways to provide support. 
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Deciding on appropriate supports for 

the student and teacher(s) is one of the 

most critical jobs for the transition team. 

Making certain that enough support is 

available, without it becoming a barrier 

to inclusion, is a vital component. 

Identification of in-house 

and outside supports 
Once Ms. Methany is chosen as the classroom 

teacher, the team sets out to plan the best ways to 

provide support to her and to Trisha. The team 
knows that support needs will change as the year 
progresses but wants to be certain that enough 

supports are in place from the beginning to get the 

year off to a great start. 
The team, with Ms. Methany and Iiisha's 

parents taking the lead, discusses what supports will 

be needed and who can best provide them. The team 
knows that Mr. Harkin, a special educator in the 

building, will be involved, and together he and Ms. 
Methany will make the necessary modifications or 
support plans for Trisha and the class. Mr. Harkin 
will now be called an inclusion facilitator to best 
describe his new role. The team identifies the related 
service providers (physical and occupational thera­
pists and speech pathologist) who will also provide 
support to Trisha and the classroom teacher, and 
brings them into the team planning process. 

The team then discusses the idea of a classroom 

assistant to provide support to Ms. Methany and all 

of the students in her class. Everyone, especially 

Trisha's parents, are adamant that they do not want 
a "personal aide" assigned to Trisha. They know that 

there is real danger for that person to be viewed as 

Trisha's teacher. But they also know that another 

adult in the classroom will assist Ms. Methany in be­
ing able to best educate all of her students. The team 
decides that the class will be assigned a classroom 

assistant who will offer support to the entire class. 
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Ms. Methany describes how all students in 

her class support each other and she says she expects 
that much of the support that Trisha will need can be 

provided by her classmates. She tells the team that, 
as the year progresses, she would like to spend more 
time discussing this and would like feedback from all 
team members on how to best use peers to provide 

support to Trisha. The team wholeheartedly agrees. 

~~ 

Deciding on appropriate supports for the 

student and teacher(s) is one of the most critical 

jobs for the transition team. Making certain that 

enough support is available, without it becoming 

a barrier to inclusion, is a vital component. As in 

Trisha's story, the classroom teacher(s) and par­
ents are in a prime position to discuss the kinds 

of supports that would be most effective. Parents 
know the specific needs of the student, and the 

classroom teacher(s) knows the specific needs of 

the classroom. The team must look toward these 

individuals to set the stage for the provision of 
supports. For supports to truly assist a student in 

being successful in and out of the classroom, all 

support providers (i.e., related service providers, 

inclusion facilitators, classroom assistants) should 

be certain that they are using their skills in one 

or more of these three ways: 
• supporting a student to more fully 

participate and learn in the classroom 
• supporting the teacher(s) to be the best 

possible teacher to all students in 

the class 
• supporting the entire class to be 

successful. 



Most teachers know that peer support is 
an important ingredient to successful classrooms, 
and that too much reliance on adult support is 
not beneficial to any student. Though the transi­
tion team may not be able to specifically identify 
the ways in which peer support will be used 
until the student is a part of the classroom, it 
is still important to discuss the merits of this 
support and put it on the agenda for meetings 
throughout the school year. However, it is 
essential that student supports are not confused 
with friendships and that both are allowed to 
develop naturally 

Many of the supports mentioned are specif­
ic to a student and are provided by people who 
may not be typically involved in all students' 
lives (e.g., a speech pathologist). Although these 
supports are important, it is essential that the 
team be aware of - and fully utilize - the nat­
ural supports available to all students in a school. 
Chapters 4 - 6 will address this issue and it is 
recommended that transition teams become 
familiar with these strategies. 

Develop a timeline 
Things are going well for Trisha's transition 

team. Good decisions are being made that will sup­
port everyone in Trisha's move into third grade. And 
although no one on the team loves meetings, it is 

agreed that it will be helpful to meet regularly up 
to the day Trisha enters her new school. The team 
knows that it is impossible (and unwise) to try to 
plan everything, so they have also scheduled a 

meeting at the beginning of the school year to check 
on the supports, as well as brainstorm any "begin­
ning of the year" concerns. 

Because Trisha is moving into both a new 
school and class, the team feels there are several 
things that will help Trisha, her parents, and school 
staff feel more comfortable with the move. Arrange­
ments are made for Trisha and her parents to visit 
her new school twice before the school year ends. 
This provides Trisha with a chance to meet her new 
teacher and be introduced to some of the students in 
the school. Ms. Methany, Mr. Harkin, and the class­
room assistant are scheduled to observe Trisha in her 
current school as well as visit her at home. The prin­
cipal tells Trisha's parents about the open house for 
new students that is scheduled the day before school 
begins, and Trisha and her parents plan to attend. 

~~ 

A transition team not only identifies the 
grade level, the classroom teacher, and necessary 
supports, they also set the timeline for diverse 
activities such as the day the student will enter 
the new school, and the meetings and visitations 
that need to occur prior to this date. In Trisha's 
story, choosing the date of her entrance into third 
grade was easy - Trisha would begin on the first 
day of school, just like all other students. For a 
student moving from grade-to-grade, this would 
be the case as well. But for many students, the 
first day in the new school may occur once 
school is already in session. In either situation, 
the timeline should afford parents, the student, 
and teachers opportunities to engage in meetings 
or visitations as they feel necessary Some teams 
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schedule numerous visits to observe the student 
in the existing educational placement; other 
teams feel it is more helpful to have the student 
pay visits to the new school. In any event, activi­
ties should be scheduled that best support the 
student's smooth transition into the school and 
classroom. As always, the student and the family 
should be encouraged to participate in any typi­
cal new student orientation activities offered by 
the school. Suggested activities that have been 
helpful prior to the students first day of school 
include: 

• visits by members of the team to observe 
the student in the current placement 

• visits by the student to the classroom and 
school to meet teachers, classmates, and 
to be involved in a sample of school and 
classroom activities 

• exchange of letters and/or pictures 
between the student and his or her future 
classmates 

• an introduction of the student to the class 
by his or her parents. 

Schedule training for 
team members and school staff 

Trisha's transition team is feeling quite good 
about their work. They have planned extensively 
around Trisha and the class, and now they begin to 
discuss ways in which team members can gain more 
information and learn strategies for inclusive educa­
tion. The p1incipal quickly jumps in and reminds 
them that if inclusion is going to be the philosophy 
of the school, training must be made available to all 
school staff 



To encourage teachers to embrace not 

only the philosophy, but the practice 

of inclusive education, it is important to 

provide them with numerous opportuni­

ties to understand the benefits and the 

"how-to's" of inclusion. 

The special education director volunteers to 
research different ways in which training can be 
offered. The information she collects and later shares 
with the team includes consultants who are able to 
conduct trainings in the school building, as well as 
numerous workshops that are offered throughout the 
state. The principal agrees to schedule four in-school 
trainings and offers the team members release days 
to attend other workshops. Many team members 
attend a day-long workshop on the philosophy of 
inclusion and one on classroom strategies. Ms. 
Methany and Mr. Harkin spend a day visiting other 
elementary classes that include students with disabil­
ities, and speak with team members from those 
classes to get additional support and ideas. Later, 
they will make a presentation at a f acuity meeting 
to share what they have learned. 

~~ 

While the previous section addressed the 
development of a timeline for activities specific 

to a student and the team, it is also important for 
a transition team to develop a timeline of train­

ing opportunities for all team members and 

school staff. The opportunity to receive ongoing 

training on issues related to inclusion and best 

educational practices is an essential component 

of this process. 
Many teachers have not had training or 

experience teaching students with a wide variety 
of abilities and disabilities. To encourage teachers 

to embrace not only the philosophy, but the 
practice of inclusive education, it is important 

to provide them with numerous opportunities 
to understand the benefits and the "how-to'.s" 
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of inclusion. Workshops on such topics as 

"The Benefits of Including Students with Disabil­
ities in Regular Education"; "Classroom Strategies 
and Curriculum Modification"; "Equity and 

Excellence - School Restructuring and Inclusion"; 

and "Facilitating Friendships" can be helpful to 
both school personnel and students. Opportuni­

ties to visit and observe fully inclusive class­

rooms and schools should also be provided. 

Although there are many professionals 

offering training in these and other topics, 
teams should also recognize the wealth of train­
ers within their ranks. Parents of students with 

disabilities can be extremely effective presenters 
.on the values of inclusive education. People 
with disabilities can present on issues of inclu­
sion, exclusion, and self-determination, and 
serve as valuable role models for all students. 
Team members who have attended trainings 
can present on what they have learned, and 
classroom teachers can present on the experi­
ences in their classrooms. 

School-wide support for inclusion comes 
when all staff are encouraged and supported to 

gain information and skills. Teams should work 

closely with school administrators to make sure 

trainings take place at times that are convenient 
for all school personnel - including teachers, 

paraprofessionals, related service providers, 
and school support staff. Administrative support 

is essential for teachers to be released from 

their classes to take advantage of training 
opportunities. 



Parents and community members should 
not be left out of the training schedule. Parents 
should be supported to attend the same trainings 
as school staff and additional evening or week­
end sessions can be provided to encourage atten­
dance by family and community members. 

Schedule regular planning meetings 
The planningfor supports, personnel, and 

training is just about complete. The new school year 
is approaching and the team is confident that Trisha 
will be happy and successful in third grade. While 
the team no longer has to plan for Trisha's transition 
into third grade, they now need to make plans to 
continue their support throughout the school year. 

Ms. Methany and Mr. Harkin work well to­
gether and have discussed many of the ways in which 
they will continue to collaborate throughout the year. 
They both feel strongly that they must continue to 
meet on a weekly basis to discuss day-to-day strate­
gies for curriculum modification, peer supports, 
friendships, and the like. But Ms. Methany is con­
cerned that there will not be enough time for them 
to meet once school begins. The principal offers to 
arrange for a volunteer to cover Ms. Methany's class­
room for one-half hour a week to free her up for the 
meeting. He also suggests that the classroom assistant 
be a part of this meeting. Mr. Harkin agrees to meet 
at a time that is convenient for Ms. Methany as he 
does not have any direct teaching responsibilities 
and can better accommodate her schedule. The team 

agrees with this plan and Trisha's parents and the 
related service providers request to join these meet­
ings every six weeks. The team is now even more 
confident that this year will be a great success. 

~~ 

Once the student has become a member of 
the regular classroom, there is no longer a need 
for the formal transition team to exist. However, 
there continues to be a need for those most 
closely involved in the student's education - the 
parents, teacher(s), assistant, inclusion facilitator 
- to meet regularly Regularly scheduled plan­
ning meetings provide opportunities to discuss 
classroom strategies and upcoming lessons and 
activities, and to resolve any issues that arise. 

Administrative support for these regular 
meetings is critical. Teachers must be supported 
to have adequate time to meet and plan with 
other team members. Simply having these meet­
ings before or after school or even during a 
teacher's established planning period may not be 
enough. For teams inexperienced with inclusion, 
working in close collaboration with other profes­
sionals may be time-consuming. For this reason, 
it is suggested that the classroom teacher(s) be 
supported with an additional planning period 
to accommodate this meeting time. 

Schools sometimes find it difficult to figure 
out the logistics of providing teachers with addi­
tional time for weekly team meetings. There are 
a variety of ways to secure additional planning 
time, and the building principal needs to work 
with the faculty to decide what method works 
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best for each team. Strategies that have been 
successfully used in schools throughout New 
Hampshire include: 

• the classroom teacher has one less "duty" 
("lunch duty", "study hall") per week 

• a substitute, volunteer, school assistant, 
or principal takes over the class during a 
designated time each week 

• the inclusion facilitator teaches the class 
one period per week allowing the 
teacher(s) an extra planning period 

• incentive pay, or "comp time" is provided 
to the teacher(s) and assistant to come in 
early or stay late one day per week 

• common planning time is scheduled on 
a weekly basis for all teachers. 

Schedule the inclusion 
facilitator's time in the classroom(s) 

Trisha is now a full-time member of Ms. 
Methany's third grade class. All of the planning has 
paid off and things are going very well. Trisha is 
participating in all class lessons and routines and 
has already made several new friends. Her mother 
is thrilled because she has been invited to her first 
birthday party! 

Although things are going very well, Ms. 
Methany is frustrated about the way in which Trisha 
participates in math. She feels Trisha is not really 
fully included in the class lesson and is not getting 
the most out of math time. During her weekly meet­
ings with Mr. Harkin, they discuss this but she is still 



Teams f requentiy find that the high 

expectations, peer models, and supports 

that are a natural part of a regular 

education classroom allow all students 

to succeed - perhaps even more than 

anyone ever dared to imagine. 

not satisfied. Ms. Methany realizes the missing link 
may be that Mr. Harkin has never been in her class 
during math. At their next meeting, she suggests that 
they arrange a rotating schedule of times when Mr. 
Harkin will be in the class, so that he will be better 
able to offer suggestions and strategies. Mr. Harkin 
readily agrees and a schedule is developed that begins 
with an observation of math. Ms. Methany and Mr. 
Harkin meet and begin to develop appropriate modi­
fications for Trisha during this part of the day. 

~~ 

Although it seems obvious, it is important 
that there be regularly scheduled times for the 

inclusion facilitator, as well as other team mem­

bers, to observe the student in the regular class­
room(s). By observing lessons and activities in 

the classroom, the inclusion facilitator can work 
more effectively with the classroom teacher(s) to 

develop curriculum modifications based upon 

typical learning activities. Although it is impor­
tant for the inclusion facilitator to observe all 
times of the day, the classroom teacher(s) should 

take the lead in recommending when observa­

tions should be made. Related service providers 
may also be asked to spend time in the class­

room(s) during a variety of class lessons and rou­

tines so their input can be best used to support 

students and teachers throughout the day. 

Review the individual education plan 
It feels like a reunion. Many of the original 

members of the transition planning team have come 
together to review Trisha's IEP. Trisha has been a 
member of the third grade for six weeks and the 
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team feels the need to review the goals that were 
written into the IEP. The meeting starts off noisily, 
as members who have been out of the loop want to 
hear all about Trisha's days in third grade. 

This meeting is convened to discuss Trisha's IEP 
in terms of her involvement in third grade. Although 
many of the goals are still applicable, team members 
state that many of the goals are either already mas­
tered or no longer appropriate. Once again, Trisha's 
parents and classroom teacher take the lead in 
discussing Trisha and the class, and the team begins 
to refine the educational plan. Trisha and her friends 
give their assessment of how things are going. New 
goals are added and old goals are rewritten to respect 
Trisha's unique needs and the integrity of the class­
room. As the re-designed IEP begins to take shape, 
the team expresses their appreciation of how much 

" has changed for Trisha and how her inclusion in third 
grade has made her education much more meaning­
ful. Ms. Methany is pleased with the new IEP and 
knows that the revisions will be appreciated by 
Trisha's Art, Music, and Physical Education teachers 
as well. 

As the transition becomes a distant memo­

ry, and the school year is well underway, the 

team should meet once again - this time to 

review a student's IEP in relation to the new 

class(es) and new school. Once the new student, 

classmates, and the classroom teacher(s) have 

had time to get to know one another and be­

come familiar with the new school routine, the 

IEP should be thoroughly reviewed to make sure 



that objectives can be met within the routines 
of a typical school day. In Trisha's case, one of 
her IEP objectives stated that she was to "in­
crease her upper extremity strength by rolling 
clay on an upward slant board twice a week dur­
ing a physical therapy session." After the teacher 
and the physical therapist met, they changed this 
goal to read that "Trisha will increase her upper 
arm strength by washing the chalkboard daily 
with assistance from a peer." This goal supports 
the notion of using natural opportunities to teach 
valuable skills. 

Because the IEP is a working document, 
it is important to review it frequently to address 
changes in a student's environment and skills. 
Many teams find that including a student in a 
regular classroom(s) results in the immediate 
mastery of many IEP goals. For example, Trisha's 
parents were thrilled when Ms. Methany told 
them that Trisha had no problem sitting through 
a 30-minute lesson. They reminded the teacher 
that Trisha had a goal on her IEP to increase her 
attention span to five minutes. Teams frequently 
find that the high expectations, peer models, 
and supports that are a natural part of a regular 
education classroom allow all students to 
succeed - perhaps even more than anyone 
ever dared to imagine. 

Use natural supports for grade-to-grade 
or school-to-school transitions 

Third grade is drawing to a close. Trisha 
and her classmates are anxious for the beginning 
of summer vacation and are excited about their 

"graduation" into fourth grade. The move for Trisha 
and her classmates involves more than just a move to 
a new grade. They are all moving into a new school 
as well. 

With the move into a new grade and a 
new school, Trisha's team wonders if they should 
reconvene the transition planning team and begin 
the transition process all over again. Luckily, Ms. 
Methany is on the ball. She reminds the team that 
all of her students are going to be moving into a new 
grade and a new school and that she is planning a 
variety of activities to help all students make this 
transition. Ms. Methany tells the team that she has 
arranged a "move-up day" in mid-June. All third 
grade students will spend the day in the new build­
ing, with fourth grade students providing guidance 
and support. She also tells the team that the fourth 
grade teachers are planning to spend a day in the 
third grade classes getting to know their future 
students, and that she and Trisha's future fourth 
grade teacher will have regular meetings. The team 
breathes a sigh of relief that Trisha will move from 
grade-to-grade in the same way as all other students. 
They all feel good knowing that Iiisha is a true 
member of her class and school. 

~~ 

Although the previous steps involved 
transitioning a student from a segregated envi­
ronment into a fully inclusive one, this last step 
can be used to assist fully included students who 
are moving from grade-to-grade, from school-to­
school, and from school to post-secondary expe­
riences. Students with disabilities who are fully 
included in regular education should take full 
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advantage of typical transition experiences 
that are available for all students. As students 
move from grade-to-grade, school-to-school, or 
through graduation, they participate in a variety 
of activities to assist them in preparing for new 
placements and expectations. These activities -
school and class orientations, move-up days, 
class and individual visits to new schools, meet­
ings with guidance counselors - assist all stu­
dents in making smooth and natural transitions. 
Students with disabilities must be supported to 
fully participate in these natural opportunities. 

Special mention should be made of 
students who are of graduation age. For these 
students, experiencing graduation - a rite of 
passage - is especially important. In the past, 
many students with disabilities exited the school 
system without the closure that a senior year and 
a graduation ceremony provided. Although some 
students with disabilities will be supported by 
their school systems after their senior year in 
high school, it is essential that those years follow 
the natural pattern for high school graduates 
without disabilities. Upon completion of the 
senior year of high school, a student must receive 
continued support to further his or her educa­
tion, get a job, and/or enter into adult life in 
the community. It is important that teams enlist 
the support of all existing resources (guidance 
counselors, college placement personnel, family 
members, friends, vocational rehabilitation coun­
selors, etc.) to assist a student in planning for 
post-graduation dreams. 



Chapter Four 

MAKING 
INCLUSION 
WORK 

Once in, the tash at hand becomes 

-creating an environment where students 

of all abilities leam with one another 

As teachers throughout the country open 
not only their doors, but their hearts and their 
minds to inclusive education, they often ask 
how best to make inclusion work in their class­

rooms. Teachers and parents are rightfully wary 

of students being placed in regular education 

classes but participating only in separate alterna­

tive curricula and lessons. All involved want 

to be certain that students with disabilities are 

fully and actively taking part in all class and 
school activities. 

When a student with disabilities becomes 
a member of a regular class, a teacher's first 
thought is often about the modifications and 
supports necessary for the student to learn in his 
or her classroom. Teachers may start by focusing 
upon the discrepancy between the skills of the 
student with disabilities and the other students 
in the class. Teachers may be concerned that 
everything that occurs throughout the school day 
will need to be changed so that this student can 
learn. However, as teachers involved in inclusive 
education are quick to point out, there are many 

naturally occurring opportunities during the day 
that, unchanged, enable students with disabilities 
to learn important skills. A review of Chapter 1, 
which discusses many of these natural learning 

opportunities, is suggested. 
In this chapter, three assumptions 

are made: 
• All students are full-time members of a 

regular class(es) and receive all special 
education and related service support 
in the classroom. 
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• Necessary supports for teachers and 
students have been determined, and are 

in place (e.g., equipment and materi­
als, paraprofessional support, training 

opportunities, consultation time). 
• Learning priorities for students have been 

established and communicated among all 

team members. 

The next two chapters will focus on 

classroom strategies for teaching students with 
disabilities in regular education classes. Chapter 

5 outlines a process for modifying the regular 
curriculum so that all students are active partici­
pants in classroom activities. Chapter 6 describes 
ways of expanding classroom routines to create 
opportunities for students to learn skills not 
typically addressed in the regular curriculum, 
and ways of providing unique student supports 
in regular education settings. While there are 
no magic methods or formulas which guarantee 

perfection, New Hampshire educators have 
learned a great deal about what it takes to make 
inclusive education successful, and about the 

strategies that support and facilitate the process 
of including students with disabilities in regular 
classrooms. 

In many schools, the first step toward in­

clusive education is getting students into regular 
classrooms (See Chapter 3). While this essential 
task is often challenging, the work isn't done 
once the student is through the door. Once in, 

the task at hand becomes creating an environ­
ment where students of all abilities learn with 



one another (Marsha Forest, personal conversa­
tion, 1992). As teachers become aware of the 
benefits of inclusive education, new questions 
arise: What can this student do in my classroom? 
What can this student learn in my class? Both 
questions are formulated when teachers think 
about regular curriculum, lesson plans, and 
schedules. Teachers want to know how students 
with disabilities will be able to participate in 
these daily activities and routines. 

Before moving into specific steps for modi­
fying curriculum and providing supports, a few 
general guidelines will be discussed. Although 
the detailed steps on how to plan modifications 
and supports are important, it is useful for teams 
to begin this section by thinking about essential 
issues: How does the school community affect 
classroom strategies? What do we mean by 
"curriculum"? What exactly is a "lesson"? How 
does the team work together? How do we take 
into consideration all of the essential aspects of 
this student's life? 

The school community 
Although most teachers concerned with 

inclusive education have questions about the 
day-to-day events that occur in their classrooms, 
it is important to also look at the bigger picture 
- the school community - when developing 
strategies. The classroom environment is greatly 
influenced by the decisions, activities, and values 
of the larger school community The dynamics of 

a particular school can make successful educa­
tion in the classroom more or less likely. For 
example, a third grade student is a member of a 
school that continues to house a special educa­
tion resource room. This student is "pulled out" 
of the classroom three mornings a week to re­
ceive academic assistance. The classroom teacher 
and team members modify, as needed, the cur­
riculum throughout the rest of the week, but 
experience frustration when the student has 
difficulty keeping up with class activities. In this 
scenario, the problem lies not with curriculum 
modification - a classroom issue - but with 
the way that special education support services 
are structured - a school issue. While this chap­
ter will focus on strategies and support in the 
regular classroom environment, the authors 
strongly suggest that all teams give appropriate 
attention to this larger perspective. Chapter 2 
addresses the systems change strategies that are 
useful in this endeavor. 

Essential considerations 
Before, during, and after curriculum 

modification decisions are made, teams need to 
consider the many essential aspects of a student's 
learning. Although creative problem-solving 
efforts may be focused on the specific lesson or 
activity at hand, many other factors affect wheth­
er or not a student is an active, valued, and full­
time member of his or her regular classroom. Use 
the following questions as guidelines and review 
them frequently throughout the school year. 
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• Does the student have all of the necessary 
supports (e.g., technology, medical)? 

• Does the student have a way to communi­
cate all day long? 

• Are all modifications and materials 
age-appropriate? 

• Do modifications take into consideration 
the concept of comparable challenge? 

• Does the student have opportunities to 
give as well as receive support? 

• Do modifications keep in mind the highest 
expectations? 

• Has the student been given all of the 
necessary instructional opportunities to 
gain core skills (reading, math, and 
writing)? 

Discovering gaps or problems as a result 
of asking these questions should never stop the 
process of inclusion or curriculum modification. 
Rather, the questions should be a catalyst for 
further discussion and planning. For example, a 
team might be making modifications for a ninth 
grade students math class and realize that the 
student does not have a way to communicate. 
The student should continue to attend the math 
class, and modifications should still be made, 
but an immediate effort to address the com­
munication need should occur simultaneously 
The "essential considerations" set the stage for 
success and paint the background for curriculum 
modification. 



It is neither necessary nor beneficial to 

create separate curricula for students with 

disabilities. By providing students with 

appropriate supports and modifications 

to the regular curriculum, all students are 

able to learn together with their peers. 

Team planning 
Teams may wonder when decisions about 

curriculum modification should be made given 
a very busy school schedule. Educators who have 
experience including students with disabilities 
find it helpful to set aside time on a regular basis 
to plan with team members how the student 
will participate in the classroom. Many schools 
believe it is important for the classroom teach­
er(s), the inclusion facilitator, and the classroom 
assistant to meet weekly to plan necessary sup­
ports and modifications for future lessons. In 
other schools there may not be time for sched­
uled meetings, so teachers find ways to meet 
informally to brainstorm ideas about modifying 
the curriculum for particular students. Regardless 
of the model, it is important that the responsibil­
ity for making modifications does not rest with 
just one person. At the same time, the entire 
team does not need to be a part of every single 
decision. The teams degree of success in design­
ing creative solutions for student participation 
usually depends on their ability to problem-solve 
collaboratively - valuing the contributions of 
all team members. Another predictor of success 
is the team's commitment to inclusion, their 
commitment to making it work. 

The composition of a team is depende_nt 
on the student who is at the center of the team. 
Every team must include, as equal and valued 
members, the people who are closest to the 
student (parents, family members, and friends) 
and of course, the student. As a student gets 
older, the team focus will shift away from being 

38 

parent-directed to becoming student-directed 
so that parent priorities and student priorities 
are appropriately addressed. Other essential 
team members include the classroom teacher(s), 

support personnel (classroom assistant, special 
educator, related service providers), and school 
administrators. Although each team will look a 

little different, it is important that all involved 

be committed to securing the student's full and 
meaningful participation in all aspects of class, 
school, and community. 

Alternative vs. modified curriculum 
In the past, there was talk in the field of 

special education about "parallel" or "alternative" 
curricula. Some educators believed that student 
participation in regular classes required separate 

curricula for students with disabilities - for ex­
ample, the class might be working on a spelling 
lesson, and a student with disabilities might be 
learning number skills by putting playing cards 
in the correct order. It is neither necessary nor 
beneficial to create separate curricula for students 
with disabilities. By providing students with 
appropriate supports and modifications to the 
regular curriculum, all students are able to learn 
together with their peers. Therefore, the starting 
point for all curriculum modification is the 
regular curriculum. In all examples, the word 
"curriculum" refers to the regular education 
curriculum. 



What is a lesson? 
The term "lesson" is also used throughout 

the next two chapters. It is important to recog­
nize that a typical lesson is made up of a series 
of distinct and varied activities. For example, a 
math lesson might consist of reviewing last 
night's homework assignment, followed by prob­
lem-solving in small groups with math manipula­
tives, and end with a whole class discussion of 
each group'.s findings. As teams think about 
making modifications to a "lesson," it is wise to 
remember the many parts that compose a single 
lesson and to design necessary modifications for 
each part. Teams will often find that one part of 
a lesson may need to be modified for a student, 
while the others do not. 

On-the-spot modifications 
Planning meetings and the ideas they 

generate are important and should be taken 
advantage of whenever possible. However, teams 
cannot always be prepared for all of the activities 
that can occur in the classroom. For this reason, 
experienced educators also speak about the 
importance of "on-the-spot" curriculum modifi­
cation. For example, a teacher might change his 
or her plans midway through a science lesson. 
Instead of watching a videotape, the teacher 
might take advantage of the weather and take 
the class outside to identify wildflowers. Because 
it wasn't planned, modifications and supports 
need to be figured out during the activity Teach­
ers, related service personnel, and classroom 
assistants are required to creatively solve prob­
lems like these many times each day, even in 

schools where teams have adequate planning 
time. Because teachers often "seize the moment" 
to illustrate an important concept, all teachers 
and support staff need to feel comfortable with 
on-the-spot curriculum modifications in support 
of the teacher's innovative style. 
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The next chapter provides a framework for 
teams to use when determining how a student 
will participate in a given lesson or activity It is 
designed to guide the team's thinking about cur­
riculum modifications that are either anticipated 
or on-the-spot. 



Chapter Five 

MODIFYING 
CURRICULUM AND 
PROVIDING STUDENT 
SUPPORTS 

The process is simple, yet requires the 

creativity and commitment of team members 

working collaboratively. 

When first including a student with dis­

abilities in the classroom it is not uncommon for 

teachers to ask "How can this student participate 

in this lesson?" Answering that question requires 

two-steps: 
• determining if a student needs modifica­

tions and/or additional supports to 

participate in a lesson 
• if needed, deciding which modifications 

and/or supports are appropriate for the 

student during a lesson. 

The process is simple, yet requires the 

creativity and commitment of team members 

working collaboratively This two-question 
process for developing curriculum modifications 

and student supports has been created to help 
teachers make decisions regarding what, where, 

when, and how to modify curriculum for stu­

dents with disabilities. This process was formu­

lated after talking to educators across the state 

who work in inclusive schools. It is not a tool 

that provides quick answers; rather it is designed 

to guide a team's thinking as they create effective 

solutions. 
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QUESTION ONE: 

Can the student participate in this lesson 

in the same way as all other students? 

Tracy uses an augmentative communication 

system to complete all written assignments in her 
high school history class. Tracy types answers to 
questions, and writes the essays and reports that are 

assigned by the teacher. In the beginning of the year, 

Tracy's history work was modified by her team. She 

was assigned fewer questions to answer, shorter es­
says to write, and very simple topics for her reports. 

Eventually Tracy's team realized that these modifica­
tions were unnecessary. Just because Tracy uses an 
augmentative method of communication doesn't 
mean she needs the support of cuniculum modifica­
tion. Tracy is very capable of doing the work! 

~~-



When a student with disabilities first enters 
a regular class(es), the team may believe there 
will be very few parts of the day that will not 
need to be modified. However, after several 
weeks, it is common for teams to report just 
the opposite. Educators are often surprised by 
a student's ability to participate in many regular 
classroom and school activities without modifica­
tions or additional supports. 

Question 1, "Can the student participate 
in this lesson in the same way as all other stu­
dents?" is the first step in the process of develop­
ing curriculum modifications and supports. It is 
essential to always start with this question first. 
There are many times throughout the day when 
students with disabilities can be doing the same 
thing as students without disabilities, with no 
modifications or individual supports needed. 
Teams sometimes forget to ask this question 
because it has been assumed that disability 
always means different. 

When asking the first question, the answer 
will quite often be "yes," the student can partici­
pate in this lesson in the same way as all other 
students. In that case, no modifications or indi­
vidual supports are necessary for that particular 
lesson, activity, or part of the day When the an­
swer is "yes," there is no need to continue to the 
next question. The team should feel pleased that 
the student is participating in the same way as 
all other students. 

Examples: 
• Ty does not require any modifications 

during a music appreciation lesson in 
seventh grade. 

• Katy, a tenth grade student, participates 
in a presentation on the Arctic timber 
wolf in the same way as all of her 
classmates. 

• Margaret, a second grader whose 
academic work is often modified, does 
not need any modifications during recess 
or while eating in the cafeteria. 

• Bernard, a fifth grade student with severe 
disabilities, can participate in a creative 
painting lesson in art class with no 
modifications. 

• Anya listens to a reading of Julius Caesar 
in her twelfth grade English class. 

If however, after asking the first question, 
the team finds that the answer is "no," the 
process continues. Teams should move on to 
the second question and use it to determine 
appropriate modifications and supports. 
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QUESTION TWO: 

Which of the following (one or more) supports 
and/or modifications are necessary for the 
student's full participation in this lesson? 

After answering "no" to Question 1, the 
team should move on to ask Question 2. Please 
note that this question is not "Can the student 
participate?", but instead, "What is needed so 
that the student can participate?" Participation is 
assumed and teams need only decide what sup­
ports and/or modifications are required for the 
student to do so. 

The second question is one that good 
teachers ask themselves daily for all students in 
their classes. All students can learn, but not all 
students learn the same things in exactly the 
same way This second question acknowledges 
the uniqueness of each student, but assumes 
ability and competence. By asking what the stu­
dent needs to participate in a lesson, the team is 
asking a question that ensures full participation 
for all. 

While this question appears quite simple, 
it is, in fact, a question with many and varied 
answers. Asking this question ultimately enables 
the team to determine what the student requires 
to fully participate in a lesson - provision of 
individual supports, modifications of materials, 
and/or modifications of the expectations. By 
simply adapting one or more of these variables, 
each student is able to participate and be equally 
challenged. While it would seem simpler if it 



... it is important that support be provided 

to the student because of need, not out 

of habit. It is sometimes easy to fall into 

a pattern of providing adult or peer sup­

port all day long, even at those times 

when support isn't necessary. 

was possible to have a set of "math class modifi­
cations" or "music class modifications" that 
worked for all students, this is not the case. 
Good education means looking at each student 
individually. 

When team members determine that modi­
fication or support is necessary, they then need 
to determine the type of modification and/or 
support needed. Although the options are plenti­
ful, three basic categories have been created to 
help teams plan most efficiently: 

• providing the student with supports 
• providing the student with modified 

materials 
• providing the student with modified 

expectations. 

Chart 4, Curriculum Modification and 
Student Supports, gives an overview of these 
options, while the following paragraphs provide 
a description of the modifications and supports. 
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DOES THE STUDENT REQUIRE 
THE ADDITION OF SUPPORTS? 

Hannah loves Biology and has developed an 
exhibit on the anatomy of a frog for the annual high 
school science fair. Although her teachers and peers 
recognize her interest in science, it is sometimes diffi­
cult for Hannah to work by herself during Biology 
labs. Hannah needs assistance getting materials, 
setting up her experiments, and recording her results. 
At first the team thought it would be necessary to 
assign a classroom assistant to support Hannah. 
Instead, they discussed the issue with Hannah and 
her friends and asked them their opinions on how 
best to provide this support. The students were 
adamant - they could support Hannah during 
Biology and if they needed any additional help 
they would be sure to tell the team. 

~~ 

As teams begin the process of answering 
Question 2, they can ask themselves, "Does the 
student require the addition of supports in order 
to successfully participate in this lesson?" Often, 
a student with disabilities who is unable to par­
ticipate in a lesson independently can success­
fully participate in the lesson if provided with 
additional support. Support in this context does 
not refer to the equipment or technological sup­
ports a student uses on an ongoing basis (for 
example, a wheelchair or a hearing aid) but the 
support of another person - peer or adult. This 
person(s) might be a peer, a teacher, a classroom 
assistant, a related service provider, or another 
member of the school staff. 



As shown on Chart 4, the utilization of 
peer support should outweigh the utilization 
of adult support. Peers are a very natural source 
of support for all students, and inclusion is most 
successful in classrooms that recognize the ways 
in which all students learn from one another. 
Keep in mind that peer support is not the 
same as peer tutoring. If there is a class-wide 
or school-wide system for peer tutoring, then 
certainly students with disabilities can be 
involved as both tutors and recipients. Teams 
should be cautious of the student with disabili­
ties always being on the receiving end of 
peer supports. 

Regardless of whom the support comes 
from, it is important that support be provided 
to the student because of need, not out of habit. 
It is sometimes easy to fall into a pattern of pro­
viding adult or peer support all day long, even 
at those times when support isn't necessary. The 
support needs of a student change throughout 
the day and throughout the year. Although the 
utilization of support is important, teams should 
constantly assess the appropriateness of the type 
and the amount of support that is given. "Aid 
and fade" has become a strong practice in many 
New Hampshire schools. 

Examples of peer support: 
• Emily's friend Kara pushes her wheelchair 

on the playground at recess .. 
• Roberta, a ninth grader, writes down the 

Algebra homework assignment for her 
classmate Molly 

• Franks best friend supports him when 
he's using facilitated communication at 
the football team's parties. 

• Cooperative learning group members 
help Paul study for the sixth grade 
spelling test. 

• Shawna, a Kindergarten student, asks 
whomever is sitting next to her in the 
cafeteria to open her milk. 

• The twelfth grade Economics class is 
studying the world monetary system and 
Juan's friend highlights the textbook 
for him. 

Examples of adult support: 
• The classroom assistant records what 

Christopher says during journal writing 
time. 

• A speech pathologist joins Maria in the 
cafeteria to help her teach the other high 
school students how to use her communi­
cation board. 

• The occupational therapist attends 
Physical Education classes with Nancy 
and assists her during volleyball and 
aerobics. 

• The third grade teacher gives Lenny 
a secret cue when he begins to speak 
too loudly 

• The librarian provides support to 
Luther and two other tenth grade 
students as they work in the town 
library after school. 
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DOES THE STUDENT REQUIRE THE 
MODIFICATION OF MATERIALS? 

In Scott's sixth grade class, all students are 
expected to write, illustrate, and publish books for 
the school library. Scott has wonderful ideas for sto­
ries, but has difficulty writing sentences and drawing 
pictures. At first, Scott's team decided that he could 
listen to his classmates' stories instead of writing his 
own. But one of his friends said, "That's not fair. 
He should be able to write a book, too." The team 
reconvened. They agreed that Scott could cut out 
magazine pictures J or his illustrations, and that he 
could dictate a story to his friend who would write 
it down. They also agreed to develop a computer 
writing program so that Scott could learn to write 
on his own. Scott published eight books that year! 

~~ 

Another way to answer Question 2 is by 
looking at the ways in which materials can be 
modified so that the student can fully participate 
in the lesson. It is important to be sure that all 
materials used and all modifications made are 
age-appropriate. Also, remember that the regular 
classroom curriculum and activities are the start­
ing point whenever adapting materials. 

There are three ways to change the materi-
als being used: 

• the addition of materials 
• the adaptation of materials 
• the substitution of materials. 

As clearly illustrated on Chart 4, in 
most instances, the addition and/or adaptation 
of materials is preferable to the substitution 
of materials. 



Chart 4 

Curriculum Modification and Student Supports 

1. Can the student participate in this lesson in the same way as all other students? 

If YES - stop here. If NO - go on to question #2. 

2. Which of the following supports and/or modifications (one or more) are necessary for the student's full participation in this lesson? 

... adding 
materials 

... adapting 
materials 

... peer support 

• Does the student have all of the necessary supports (e.g., technology, medical)? 
• Does the student have a way to communicate all day long? 
• Are all modifications and materials age-appropriate? 

demonstration 
of learning 

... modifying 
the quantity 
of work 

... modifying 
the priority goals 

• Are modifications made taking into consideration the concept of comparable challenge? 
• Does the student have opportunities to give as well as receive support? 
• Are all modifications made keeping in mind the highest expectations? 
• Has the student been given all of the necessary instructional opportunities to gain core skills (reading, math, and writing)? 
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The addition of materials 
Additional materials can be combined with 

existing materials to better enable the student to 
be actively involved with the lesson. The student 
still receives the same materials as his or her 
classmates, but receives additional materials as 
well. For example, a student solving subtraction 
problems in a math textbook might need the 
addition of math manipulatives. The student still 
uses the same math book and works on the same 
math problems, but has the assistance of addi­
tional materials to complete the work. In most 
cases, any additional materials provided for a 
student can be found in that student's classroom. 

Examples: 
• All students in Stacy's eighth grade 

English class receive a copy of The Scarlet 
Letter. Stacy also receives a cassette tape 
of the book. 

• Randy is assigned the same problems as 
the other students in his Business Math 
class, but is given a calculator to assist 
him in doing the work. 

• Stephanie is responsible for learning all 
of the second grade spelling words each 
week. In addition to the list, her teacher 
gives her index cards with one spelling 
word printed on each to help her study. 

• Jeb's lines in the eleventh grade play are 
recorded by a friend. During the perfor­
mance, Jeb activates a switch to say his 
lines at the appropriate time. 

• Like other Kindergarten students, Jean 
must put her name on all of her work. 
Rather than write it, she stamps her 
name on each paper, with help from 
a classmate. 

The adaptation of materials 
Existing materials can also be adapted. 

Teams might decide to alter the materials being 
used to ensure that learning is meaningful. Using 
the same math example, a team might change 
the directions of the math assignment and tell a 
student to add together the digits on the page 
rather than subtract them. The student is given 
the same materials as everyone else, but is asked 
to do something slightly different with them. 

Examples: 
• All written materials are enlarged on 

the photocopier for Peter, a ninth grade 
student. 

• When reading assignments are given, the 
teacher highlights key points in the text 
for Sharon, a fifth grade student. 

• The directions on the first grade work­
sheet ask students to match each letter to 
the picture that starts with that sound. 
Albert's teacher has changed the direc­
tions on his paper to read, "Circle all of 
the letters that are found in your name." 

• Eddie, who has physical disabilities, par­
ticipates in skiing with adapted poles. 
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The substitution of materials 
A third option involves replacing the 

curriculum materials with other materials. The 
replacement materials are part of the regular 
classroom, but are not what most students are 
using to complete the assignment. For example, 
the teacher might assign a different page in the 
math book for the student, or even give him or 
her a different worksheet to complete. However, 
materials native to a special education curricu­
lum (e.g., hand washing skills, safety word flash­
cards) should not be substituted for the regular 
math assignment. Instead, regular curriculum, 
age-appropriate, challenging materials should 
be used. Obviously, the addition or adaptation 
of materials should precede the substitution of 
materials, though this option, used sparingly, can 
be part of the successful education of a student 
with disabilities. 

Examples: 
• The ninth grade class is taking an algebra 

test. The teacher gives Denise a test with 
subtraction problems. 

• The seventh graders are writing poems 
and illustrating them. Anthony uses 
magazine pictures instead of drawing. 

• Fourth grade students are given a work 
sheet to identify the parts of a plant. Pam 
uses a real plant to identify the stem, 
petals, and leaves. 

• Students in second grade are assigned 
a page in their math workbooks. Jeff uses 
math manipulatives to work on his 
math goals. 



... the presence of a disability does not 
supersede the presence of gifts and abilities. 

DOES THE STUDENT REQUIRE THE 
MODIFICATION OF EXPECTATIONS? 

Shannon is in fourth grade. At this time she 
does not yet read. Everyday after lunch, the classroom 
teacher asks all children to choose a book and read 
silently someplace in the room. Shannon joins her 
friends sitting on the rug and listens to a friend read 
aloud. For most students in the classroom, the pur­
pose of this activity is to practice reading skills and 
to enjoy books. For Shannon, the purpose of this 
activity is slightly different. Like her classmates, she is 
enjoying books, but instead of reading skills, Shannon 
works on gross motor goals related to sitting indepen­
dently. She is a part of the regular class activity, but 
working on different goals. 

~~ 

As with the preceding two categories, 
modifying the expectations for students is a nat­
ural instinct of most teachers. Actually, all of the 
modification and support suggestions discussed 
thus far are simply extensions of what teachers do 
daily in their classrooms - provide support and 
guidance, alter materials and assignments, and 
adapt expectations and requirements. This last 
category is focused on classroom expectations. 
Expectations can be modified in three ways: 

• modification of quantity 
• modification of the demonstration 

of learning 
• modification of priority goals. 

Modification of quantity 
One way to modify the expectations of a 

particular lesson is to change the quantity of 
work expected from a student. A teacher may 
decide to give a student more or less work to do 
than what is expected of most other students in 
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the class. While there may be a tendency to 
think only of assigning less work to students 
with disabilities, it is critical to also consider 
assigning students additional work to do -
more work than what most students are doing. 
Remember, the presence of a disability does not 
supersede the presence of gifts and abilities. 

Examples: 
• Rather than read independently for the 

full 30 minutes of sixth grade silent read­
ing, Andre spends 20 minutes looking 
at a book and then is read to by a friend 
for the last 10 minutes. 

• Rather than write a 10-page research 
paper, Georgia writes a three-page 
research paper. 

• Jose is assigned six books to read 
a month. The rest of the class is 
assigned four. 

Modification of the demonstration of learning 
Another way to modify expectations is 

to modify the ways in which a student demon­
strates knowledge and learning. Typically; 
students demonstrate learning by taking written 
tests, writing reports, preparing projects, or 
composing portfolios of their work. Regardless 
of the method that teachers request, teams can 
change the way a specific student demonstrates 
learning. All students do not learn in the same 
way, therefore it would be unwise to expect them 
to provide evidence of learning in the same way 



Examples: 
• Instead of a written report, Jesse, a 

fourth grader, makes a diorama about 
the country he has studied. 

• Ben creates a photo exhibit of family 
pictures rather than write an autobiogra­
phy in eleventh grade Sociology 

• When the Kindergarten teacher names 
the color, Kim points to the color named, 
rather than saying it aloud. 

• Rather than a written scientific descrip­
tion of each experiment in her journal, 
Sasha is responsible for taking instant 
photographs of each step of the ninth 
grade class experiments. 

Modification of priority goals 
Finally, a lesson can be modified by chang­

ing the priority goals on which the student is 
working. It is quite possible and very natural for 
people to do the same thing but expect slightly 
different outcomes. For example, one person 
may go to the beach to work on building a sand 
castle, another person might go to work on a tan, 
but both people go to the beach. It is possible 
that the person trying to get tan will spend part 
of his or her time building a sand castle, and 
probably the person building the sand castle 
will become tan, but the priority for being at 
the beach is different for each person. The same 
thing can happen in the classroom. 

There are many components of a single 
lesson, and often students who are learning 
together can be working on different goals. 
Although many of the outcomes for students 
involved in an activity will be the same, it is 
sometimes helpful for teachers to identify the 
most important goal for a specific student in a 
specific activity The term "priority goal" is used. 
For example, a student who needs to practice 
communicating with peers may be working in 
the school store. All students benefit from the 
experience of working together as a team, mak­
ing decisions, and being held responsible for a 
relatively large amount of money. For many of 
the students, the priority goal of this activity is 
to learn about financial profits and losses. How­
ever, for one student, the priority goal might be 
different - the goal might be to practice com­
municating with peers as they come to the store 
to purchase something. All students are involved 
in the same activity, all students benefit from the 
overall experience, but students may be working 
on different priority goals. 

Priority goals can be varied, but a few 
specific goal areas are worthy of mention. Com­
munication, motor, and social skills are often 
areas of need - and ultimately areas of focus -
for many students with disabilities. Nearly every 
activity has built into it a component requiring 
the use of communication skills, motor skills, 
and/or social skills. As in the classroom store ex­
ample, the content of what students are learning 
may be academic in nature (profits and losses), 
but all students are using communication, motor, 
and social skills throughout the activity It is wise 
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to take advantage of opportunities to teach these 
important skills as it makes sense for students 
to learn skills in natural settings. 

A strong word of caution is important 
here. Although students with disabilities may be 
involved in a lesson and working primarily on 
motor skills, for example, the regular curriculum 
goals should not be ignored. The content of the 
regular curriculum is important for all students, 
and too often it is incorrectly assumed that 
students with disabilities "aren't getting anything 
out of it." It cannot be assumed that someone is 
not benefiting from an experience. Shifting the 
priority goal for a student during a specific activ­
ity can create the potential for rich learning, but 
it is essential not to hold a focus so narrow that 
the priority goal becomes the only goal. 

Examples: 
• In first grade, Ann-Marie cuts four 

different kinds of butterflies out of paper. 
She certainly is learning about butterflies, 
but the priority goal is using scissors. 

• Giovanni works with his tenth grade 
cooperative learning group to predict the 
outcome of the Presidential election. He 
is responsible for interviewing five peo­
ple. While it is important for Giovanni 
to learn about the election process, the 
priority goal is communication skills. 

• Josh's fifth grade class has a spelling bee 
on Fridays. Although he is responsible 
for learning several spelling words, the 
priority goals are standing independently 
in line and waiting his turn. 



Chapter Six 

EXPANDING 
CLASSROOM AND 
SCHOOL ROUTINES 

Students learn skills in the environ­

ments where they need to use them ... 

It makes such good sense that teachers 

wonder why real-life skills were ever 

taught in simulated settings. 

ADDRESSING UNIQUE 
EDUCATIONAL GOALS 

It doesn't take long for teachers to feel 

comfortable including students with disabilities 

into the regular lessons and activities of their 

classrooms. Although making modifications to 

the regular curriculum can require time and 

energy (especially when just getting started) the 

process often becomes less demanding as team 

members learn how to best adapt and expand a 

curriculum that is based upon individual student 

goals. Eventually the question "What can this 

student do in my classroom?" is heard less often 

and the teachers who initially asked it are now 

answering the question for others. But for many 

of these teachers, a new question arises: "By 

including a student in all lessons and activities, 

am I teaching him or her everything he or she 
needs to learn?" 

Consider Sophia, a third grade teacher. She 

remembers, "When Alex first came into my class 

I was pretty scared. I had never taught a student 

with severe disabilities, and I couldn't imagine what 

Alex would do during the day. I remember worrying 

about reading time. My students read silently for 20 

minutes everyday. I didn't know how Alex could be 

included in this lesson because he didn't know how 

to read yet. Now, I realize it's so easy! Alex pairs 

up with a partner who reads to him, or he listens to 

books on tape. But I'm beginning to wonder. .. I know 

I am including Alex in the silent reading lesson, but 

am I teaching him to be a better reader?" 

~~ 
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Good teachers want all of their students to 

be as successful as possible and Sophia's question 

reflects this commitment. She is not only con­

cerned with the student's level of participation, 

but is equally concerned about the quality of 

instruction he receives. She wants Alex to be a 

part of reading, and she wants Alex to learn to 

read. Of course, Sophia will teach Alex the skills 

he needs during reading class, but she also wants 

to know when, where, and how Alex can further 

develop his reading skills in her classroom. 

Sometimes, the learning priorities for a 

student with disabilities include goals that are 

not typically addressed in the regular curriculum. 

IEPs often list goals in subject areas that are not 

a part of the regular classroom schedule. For 

example, a team may decide that it is important 

for a middle school student to learn how to get 

dressed and undressed independently Not many 

regular classes have "dressing time" on their 

agendas. Teachers do not want to send students 

out of their classes to work on life skills, but 

are also wary of overlooking this aspect of the 

students education. 
In both examples, teachers need to know 

how skills that are not typically taught in the 

classroom can be incorporated into the regular 

curriculum and daily routines. It is possible that 

the learning priorities for all students with dis­

abilities can be worked on in the context of the 

regular classroom and school settings. In addi­

tion to the instruction and support provided 

during a student's school career, intensive 

instruction in priority goals can be provided 



once the student has completed his or her senior 
year in high school. Two strategies follow for 
teaching "unique" goals in regular places: 

• take advantage of natural opportunities 
• expand natural opportunities. 

Take advantage of natural opportunities 
Although dressing skills are not taught 

during a typical middle school day, there are 
times during the day when all students use these 
skills. When coming into school in the morning, 
students take off their coats, hats, and boots. 
Getting ready for Physical Education classes 
means that students change their clothing and/or 
shoes. Aprons and smocks are donned for Art 
and Home Economics classes. All of these are 
natural opportunities to work on goals related 
to dressing. Most middle school students do not 
need to learn these skills, but for those who do, 
there are times during the day when these skills 
can be addressed. 

Students who need more intensive instruc­
tion can be supported at home. Related service 
providers, educators, and paraprofessionals 
can provide instruction and support to students 
before or after school in their home or in other 
typical environments. It is important that this 
instruction occur only during the times when 
school is not in session - students should 
not be pulled away from school to engage in 
these activities. 

Teaching skills in naturally occurring situa­
tions affords students many benefits. Students 
learn skills in the environments where they need 
to use them, and students are able to model 
their peers who are well-versed in using these 
skills. It makes such good sense that teachers 
wonder why real-life skills were ever taught in 
simulated settings. 

For example, students who may need 
practice using money can take advantage of 
opportunities in the cafeteria, the school store, 
and any school fund-raising activities that might 
take place. Students who need to work on fine 
motor skills with the support of an occupational 
therapist can do so in art classes, writing work­
shops, and during "hands-on" science experi­
ments. Cooking skills can be practiced during 
Home Economics class. The playground and the 
gymnasium are great places for a physical thera­
pist to teach gross-motor skills, and Music class 
lends itself to practicing listening skills. 

Expand natural opportunities 
In some instances, naturally existing 

opportunities for meaningful learning need to 
be expanded or adapted. Think back to Alex and 
his third grade teacher, Sophia. Alex is success­
fully included in the daily silent reading lesson, 
but Sophia wants to be sure he also has the 
opportunity to learn to read. If she works with 
Alex on beginning reading skills during the silent 
reading lesson, Alex might feel awkward, and he 
will miss out on the purpose of this lesson for all 
students - to read and enjoy books for pleasure. 
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Instead, Sophia will look for times during the 

third grade day when Alex can work on begin­
ning reading skills in meaningful contexts. 

Some of the students in this third grade 
class buy milk at snack time. Usually Sophia 
reads off the list of names and marks down who 
is buying milk. Instead of the teacher reading the 
list, Sophia determines that Alex could read the 
list each morning to get some practice reading 
the names of his classmates. The opportunity to 
read the milk list has always existed. Sophia is 
simply expanding a naturally occurring opportu­
nity for the sake of good education. Sophia also 
identifies many other times during the day for 
Alex to develop and practice his reading skills. 



The most important question to 
ask when working to find creative 

solutions to support issues is, "How 

would this situation be handled if the 

student did not have a disability?" 

ADDRESSING UNIQUE 
SUPPORT NEEDS 

In addition to the occasional need to learn 
material not typically covered in the regular 
curriculum, students with disabilities sometimes 
bring unique support needs (behavioral, medical, 
emotional) into the classroom. Teachers often 
report that, although they are comfortable with 
modifying the curriculum for a particular stu­
dent, these other issues can interfere with the 
student's full inclusion in a particular lesson. 

For example, questions sometimes arise 
when students with complex medical needs are 
included in regular classrooms. Regular educa­
tion schedules are often quite structured and do 
not include time for taking care of medically­
related needs. For some students, medical needs 
may be as simple as needing to use a particular 
piece of adapted equipment (a prone stander, 

for example) for a part of everyday. For others, 
medical needs are more complex and require the 
assistance of the school nurse. Therefore, teams 
want and need to know how to fully include 
students and support their medical needs in the 
context of the regular classroom schedule. 

The most important question to ask when 
working to find creative solutions to support 
issues is, "How would this situation be handled 
if the student did not have a disability?" Ask any 
teacher - behavior, medical, and emotional 
issues are certainly not unique to students with 
disabilities. A student's disability should never 
be ignored, but it is important for teams to think 
beyond special education. It is far too easy for 
all of a student's characteristics to be tied to the 
student's disability. 
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The same two steps used for teaching 
unique educational goals can be used for sup­
porting unique behavioral, emotional, or 
medical needs: 

• take advantage of natural opportunities 
• expand natural opportunities. 

Take advantage of natural opportunities 
Ginny will be in second grade next year. 

Her team met over the summer to discuss the kinds 
of supports she will need in the regular classroom. 
Many issues were discussed, and eventually the con­
versation landed on the topic of using the bathroom. 
The team brainstormed ideas about how Ginny 
would indicate that she had to use the bathroom. The 
special education teacher recommended that someone 
bring Ginny to the bathroom every hour. The speech 
pathologist suggested Ginny learn to tell someone 
when she needs to use the bathroom. The occupation­
al therapist offered to make a graph of when Ginny 
uses the bathroom to identify a pattern. Finally, the 
second grade teacher, who had remained quiet during 
the meeting thus far, spoke up. She said, "This may 
sound crazy, but what if Ginny just took the bath­
room pass to the bathroom whenever she needed to 
go? That's what the rest of the class does." The team 
members all looked at one another and then broke 
into nervous laughter. Of course, the second grade 
teacher was right! 



Ginny's story is a good example of how 
teams can take advantage of natural opportuni­
ties to support a students unique needs. Clearly, 
the team had already determined that Ginny 
needed some sort of consistent system for letting 
her teacher know when she wanted to use the 
bathroom. Fortunately, a system already existed, 
and the team needed only to recognize it. Sup­
porting student needs by taking advantage of 
existing school or classroom routines is at the 
core of inclusive education. In the past, new sys­
tems, plans, routines, and activities were created 
in an effort to provide support to students with 
disabilities. Today the only piece that is "new" 
is the perspective of teams who are learning to 
look at situations and solutions differently. 

As with Ginny's team, care must be taken 
to avoid creating overly special supports for stu­
dents with disabilities when typical supports are 
already in place and can be used effectively. In 
the past, when a student with disabilities needed 
medical, emotional, or behavioral support, that 
student was sent to the special education class­
room. That is no longer an option. Instead, 
teams need to figure out ways to support stu­
dents that rely solely on regular school environ­
ments (e.g., the regular classroom, the library, the 
guidance counselor's office, the nurse's office). 

To further illustrate this issue, another 
example is provided: 

A seventh grader named Brad is in an English 
class and the teacher is quite skilled at making modi­
fications for him. However; it seems that everyday, 
about 10 minutes before the bell rings, Brad's behav­
ior becomes disruptive. If this issue goes unresolved, 
Brad, his teacher; and his classmates stand to have 
a difficult year. 

~~ 

Assuming that appropriate modifications 
and adequate supports are being provided during 
the lesson, the focus for Brad's team becomes the 
issue of Brad's behavior. If the team determines 
that, as with any other student who is disruptive, 
Brad must go see the school principal, then this 
should occur. However, if the team determines 
that, like any other student who has a pattern 
of behavior, Brad's behavior is communicating 
something, then necessary support should be 
provided. The team needs to determine what 
kind of behavioral support can be provided for 
Brad to better enable him to be successful for 
the last 10 minutes of his English class. 

Brad's team can take advantage of natural 
opportunities to provide support during English 
class. There are many possible reasons behind 
Brad's behavior, but assume for a minute the 
team discovers that Brad has difficulty finding 
his study hall, the room he goes to after English. 
Because of this, he gets quite nervous toward the 
end of the English period, and speaks out loudly, 
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disrupting others. When the reason for his behav­
ior is realized, a solution can follow. Brad's team 
first recognizes that he needs more support going 
from English class to study hall and then realizes 
that the support is readily available - the team 
finds a student who takes these classes with Brad, 
and then arranges for that student and Brad to 
walk together to study hall. Nothing special has 
to be created. The other student naturally goes 
from English class to study hall and Brad's team 
just takes advantage of that. 

Expand natural opportunities 
In other situations, natural opportunities ex­

ist but need to be adapted or expanded in order 
to provide for meaningful learning. Students may 
need more support than can be provided through 
a typical routine or activity, but by changing the 
activity slightly, adequate support is provided. 
For example: 

Stan is a young student who works with his 
classmates on reading and writing activities each 
morning. Regardless of the fact that Stan's team 
consistently makes meaningful modifications to his 
morning work, he has a great deal of difficulty 
staying in his seat while working. His teacher is 
concerned because Stan does not complete his work 
when he is roaming around the room, and this 
behavior interrupts the other children. 

~~ 



As the achievements of the past five years 
illustrate, the development of truly inclusive 

education for students of a II ages is becoming 

a reality, as students move From Special to 

Regular, From Ordinary to Extraordinary. 

The team supporting Stan agrees that one 
of Stan's needs is to get up and move once in a 
while. They realize that sitting quietly through­
out the language arts period is very difficult for 
him at this time. Of course they want to continue 
to teach Stan to increase his ability to stay in his 
seat, but they also want to support him to be 
successful now. At first they look for a natural 
opportunity to provide Stan with time to move 
freely They realize that all students get out of 
their seats to sharpen their pencils, throw some­
thing away, or to ask the teacher a question. 
The team works with Stan to get out of his seat 
only at these times, but three weeks later, finds 
that it isn't enough. Stan still seems to need a 
break during the morning work period. At this 
point, the team chooses to expand a natural 

opportunity 
Everyone in Stans class has a job. Each 

day it is someone's job to go to the cafeteria to 
get the milk at snack time. Walking to and from 
the cafeteria to get the milk would provide Stan 
with the break he needs, but according to the 
class schedule, he is assigned this job just ten 
times during the year. The team decides to 
expand the natural opportunity and make "snack 
milk" a two-person job. Stan will always be one 
of the two people. The team has worked out a 
solution that works for everyone. Stan gets a 
break, his classmates do not get interrupted, 
and Stan returns from the cafeteria ready to 
work. The team recognized a natural opportunity 
(picking up the snack milk) and expanded it 
(redesigned it to be a two-person job) to meet 
Stan's support needs. 

52 

There are ample opportunities to take 
advantage of during the school day when plan­
ning supports for a student. Classroom and 
school routines such as creating bulletin boards, 
tutoring younger students, working in the school 
store, being a hall monitor, and washing the 
chalkboards all provide teams with naturally 
occurring opportunities for students with unique 
support needs. Teams should never rely on 
special routines and activities. Thats the great 
thing about regular education - it's rich 
with opportunities. 



Conclusion 
Schools and communities throughout the 

country have made great strides in the develop­
ment of systems and strategies that support 
inclusive education. The examples and strategies 
in this book illustrate the strength and commit­
ment of New Hampshire families, students, 
and schools. This strength and commitment has 
brought about many positive changes in our 
state, however, additional work remains to be 
done. While most students in elementary and 
middle schools have benefited from well-estab­
lished inclusive education philosophies and 
practices, far too many high school students 
continue to be educated apart from their peers. 
The challenge for the coming years, in New 
Hampshire as well as throughout the country, 
is to establish inclusive education as a practice 
for all students, from preschool through post­
secondary education. 

Surprisingly, one of the greatest barriers 
to full inclusion at the high school level comes 
from some of the proponents of inclusive educa­
tion. Many professionals in the field continue to 
support the practice of high school - and even 
middle school - students with disabilities leav­
ing the school building during the school day to 
participate in separate community-based instruc­
tion. This practice erects barriers to full academic 
and social inclusion, and gives mixed messages 
to students and communities alike. While many 
schools involved in the restructuring movement 

are embracing educational experiences in the 
community for all students (for example, com­
munity-service requirements, internships, and 
apprenticeships), most schools have not yet 
implemented this practice. Therefore, the prac­
tice of separate community-based instruction 
during the school day only for students with 
disabilities continues to be exclusive. 

Another potential barrier to full inclusion at 
the high school level is a school's interpretation 
of federal "transition" legislation. Although many 
schools throughout New Hampshire are working 
to combine these mandates with their established 
or emerging practices in inclusive education, the 
challenge is obvious. Great care must be taken 
to avoid the development of a new and separate 
system of "transition" for students with disabili­
ties. History must guide us. Families and schools 
today are engaged in a great effort to dismantle 
the separate educational system that was created 
for students with disabilities. If "transition" for 
students with disabilities is viewed separately 
from "transition" - or graduation - for stu­
dents without disabilities, a new separate system 
may someday need to be undone. 

A third issue affecting the development of 
fully inclusive high schools is the way in which 
students over the age of 18 are supported. If 
students are to be fully included in all typical 
high school experiences through the completion 
of their senior year, schools must then provide 
"post-graduate" support to these young adults in 
the community - not in high school. The old 
practice of keeping students with disabilities in 
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the high school building long after their same 
age peers have gone, does not support the values 
of full inclusion. Therefore, there must be a 
re-conceptualization of the supports and experi­
ences for young adults between the ages of 18 
and 21 to ensure full inclusion and participation 
in the community, work, recreation, and post­
secondary education. 

To support these efforts, it is essential 
that colleges and universities closely evaluate the 
ways in which teachers are educated. New lead­
ers who understand the principles of heteroge­
neous classrooms, student and family diversity, 
and inclusion must emerge from the institutions 
of higher education. 

While there are certainly challenges to the 
creation of policy and practices to support full 
inclusion at all levels, families, students, and 
schools are quickly taking the lead in responding 
to these issues. As the achievements of the past 
five years illustrate, the development of truly 
inclusive education for students of all ages is 
becoming a reality, as students move From Special 
to Regular, From Ordinaiy to Extraordinaiy. 
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